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FOREWORD

Sound decisions about the kind of education that is good for
a given people at a given time in history rest upon information
that is pertinent and accurate, upon thinking- that is rational and
objective, and upon values that are clear and compelling. Today
a special urgency dictates educational reappraisal.

M.1.st institutions, including the schools, do not adapt easily
to change. The planning and substance of change tend to block
instantaneous adjustment and create a lag between society's needs
and desires and the operations of social institutions. However, this
slowness of adaptation also provides society with a degree of
desirable stability, especially necessary in emergencies.

Many of the fundamental knowledges, abilities, attitudes, and
ideals require relatively little adjustment from year to year. Much
of the past has stood the test of time. The successes of the past
must not be discarded until we have assurance of something better.
Although the future rests with our imaginations, and science is
constantly changing the world drama, we must guard against
illusions.

New understandings about people and about the learning
process are constantly emerging, and they must be applied in the
classrooms if the schools are to serve the children of this nation
effectively. Major curriculum studies abound. School administra-
tors are besieged with information, claims, and counterclaims about
new curricular concepts in every conceivable subject. The educa-
tional vocabulary is being swollen with a bewildering array of
initials, acronyms, and abbreviations denoting various curriculum
studies or developments.

The dilemma, of the school administrator is this: He cannot
afford to accept recommendations uncritically, but neither can he
afford to reject them without thoughtful consideration. This is a
monumental problem in view of the numbers of materials and
recommendations being generated. Nevertheless his decision must
rest upon information that is pertinent and accurate and upon
thinking that is rational and objective.
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The Executive Committee of the American Association of
School Administrators believes that school administrators are in
urgent need of a clear, concise source of information about the
many new curriculum developments that must be considered and
studied before sound decisions can be reached. Consequently, it
enlisted the help of specialists and organizations in numerous areas
in the preparation of this handbook.

The Committee asked the authors to identify, for their particu-
lar fields, the emerging concepts in curriculum concept, the emerg-
ing concepts in the organization and application of knowledge, and
the emerging methods of instruction. Subject areas chosen were
adult education, art education, business education, career educa-
tion, early childhood education, English language arts education,
foreign language education, health eduCation, home economics
education, industrial arts education, mathematics education, music
education, physical education, safety zducation, science education,
and social studies education.

We believe that this handbook will serve a significant need for
AASA members by presenting an overview of the surfacing cur-
riculum developments about which school executives must be
knowledgeable if they are to ensure vital instructional programs to
meet the rising demands on the schools.

Paul B. Salmon
Executive Secretary

American Association of
School Administrators

iv



ACKNOWLEDGMENTS

Curriculum Handbook for School Executives is the result of a major
exercise in cooperation, involving the unfailing efforts of scores of people
and 14 national organizations. While the American Association of School
Administrators assumes full responsibility for any errors of fact, omission,
or commission, we gratefully -thank the many people who gave so gener-
ously of their time and energy in the preparalh. of this document.

Particular appreciation is extended to the 14 1,. Tonal associations, each
of which cosponsored the preparation of a chapte., and to the individuals
selected by or represeiring the associations for their scholarly and pains-
taking work in preparing manuscripts:

Chapter 1 NATIONAL ASSOCIATION FOR PUBLIC CONTINUING AND ADULT
EDUCATION, James R. Dorland, Executive Secretary
Authors: James R. Dorland and Carrol A. Word, Program
Coordinator, NAPCAE

Chapter 2 NATIONAL ART EDUCATION ASSOCIATION, John Mahlmann,
Executive Secretary

Aralwrs: John hlahlmann, Executive Secretary, NAEA, Wash-
ington, D.C., and Stanley Madeja, Director,- Aesthetic Edu-
cation Program, Central Midwestern Regional Educational
Laboratory, St. Ann, Missouri

Chapter 3 NATIONAL BUSINESS EDUCATION ASSOCIATION, 0. J. Byrnside,
Jr., Executive Secretary
Aralwr: 0. J. Byrnside, Jr.

Chapter 4 Reprin' ted from Career Education, U.S. DEPARTMENT OF
HEALTH, EDUCATION, AND WELFARE Publication No. (OE)
72-39

Chapter 5 AMERICAN ASSOCIATION OF ELEMENTARY-KINDERGARTEN-
NURSERY EDUCATION, D. Dwain Ream, Executive Secretary
Antlwr: Margaret Z. Lay, Associate Professor, Syracuse Uni-
versity, Syracuse, New York

Chapter 6 ;STATIONAL COUNCIL OF TEACHERS OF ENGLISH, James R.
Squire, Executive Secretary
Author: James R. Squire. This manuscript originally appeared
in the 1967 AASA publication Curriculum Handbook for
School Administrators.

V
`se



Chapter 7 AMERICAN COUNCIL ON THE TEACHING OF FOREIGN LANGUAGES,
C. Edward Scebold, Executive Secretary
Authors: Gladys C. Lipton, New York City Public Schools.
and Jerome G. Mirsky, Jericho Public Schools, Jericho, New
York

Chapter 8 SCHOOL HEALTH EDUCATION STUDY, Elena M. Slicpcevich,
Director
Authors: Marion B. Po lock, Associate Professor of Health
Education, California State College, Long Beach, and Edward
B. Johns, Professor, Health Education, University of Cali-
fornia, Los Angeles

Chapter 9 HOME ECONOMICS EDUCATION ASSOCIATION, NEA, Ruth
Wheeler, President
Author: Mary Lee Hurt, Senior Program Specialist, Home
Economics Education, Division of Vocational and Technical
Education, USOE, Washington, D.C.

Chapter 10 AMERICAN INDUSTRIAL ARTS ASSOCIATION, Edward Kabakjian,
Executive Secretary
Author: Edward Kabakjian

Chapter 11 NATIONAL COUNCIL OF TEACHERS OF MATHEMATICS, James D.
Gates, Executive Secretary
Authors: Jerry P. Becker, Graduate School of Education,
Rutgers University, New Brunswick, New Jersey; Juliut.
H. Hlavaty, Iona College, New Rochelle, New York; and
James R. Smart, Mathematics Department, San Jose State
College, San Jose, California

Chapter 12 MUSIC EDUCATORS NATIONAL CONFERENCE, Charles L. Gary,
Executive Secretary
Authors: Charles L. Gary, and Beth Landis, Director of
Publications, Music Educators National Conference, Wash-
ington, D.C.

Chapter 13 AMERICAN ASSOCIATION FOR HEALTII, PIIYSICAL EDUCATION,
AND RECREATION, Carl A. Troester, Executive Secretary
Author: Ann E. Jewett, Professor, Department of Physical
Education for Women, University of Wisconsin, Madison

Chapter 14 NATIONAL COMMISSION ON SAFETY EDUCATION, Norman Key,
Executive Secretary
Author: Norman Key

Chapter 15 NATIONAL SCIENCE TEACHERS ASSOCIATION, Robert H. Carle-
ton, Executive Secretary
Authors: Stanley E. Williamson, Chairman, Department of
Science Education, and Thomas P. Evans, Assistant Professor
of Science Education, and Fred W. Fox, Professor of Science
Education, and Karl J. Nice, Assistant Professor of Science
Education, Oregon State University, Corvallis

vi



Chapter 16 NATIONAL COUNCIL FOR TILE SOCIAL STUDIES, Merrill F. Hart-
shorn, Executive Secretary

Author: James Becker, Director, Social Studies Diffusion
Project, Social Studies Development Center, Indiana Univer-
sity, Bloomington

Chapter 17 PLANNING AND ORGANIZING FOR IMPROVED INSTRUCTION

Author: Margaret Gill Hein, Head, Department of Teacher
Education, Mills college, Oakland, California

The positions cited above are those held at the time each manuscript was
submitted.

The. Association is deeply indebted, too, to Ann Kidwell Kurzius for
assuming responsibility for handling the numerous details involved in pre-
paring the manuscript for the printer and to Mrs. Carol Epstein for critically
eviewing the entire document. Their advice was frequently sought and

always generously given.
To all of the people listed above, to the associations without whose help

this document could not have been prepared, to the dozens of others who
contributed to this publication, and especially to former AASA executive
secretary Forrest E. Conner, who saw the need for a publication of this
kind and authorized its preparation, the AASA says thanks much.

Vii



CONTENTS
=1

FOREWORD

ACKNOWLEDGMENTS

1. Adult Education 1

2. Art Education 33

3. Business Education 47

4. Career Education . 67

5. Early Childhood and Elementary Education 79

6. English Language Arts Education 103

7. Foreign Language Education 127

8. Health Education 157

9. Home Economics Education _ 185

10. Industrial Arts Education .. 205

11. Mathematics Education 223

12. Music Education . _ 241

13. Physical Education 253
14. Safety Education 273

15. Science Education 309

16. Social Studies Education 339

17. Planning and Organizing for Improved Instruction _ 365

ix



4

".

.0.feetftiriPp.



1
Adult

Education

Adult education is one of the fastest growing fields of Ameri-
can cducation. Retraining needs, increased community use of
schools, the availability of more and more leisure timethese and
other factors have given impetus to adult education activities.
Unfortunately, many educators have had little or no training or
experience in adult education.

Emerging Unicepts in Organizing Adult
Education Programs

Certain trends in -the development of public school adult
education programs can be identified:

1. Broadening the scope of the program. An analysis of current
program announcemc:as shows a new breadth, depth, and
diversity of activities and educational services. A limited,
stereotyped program cannot adequately meet the varied and
changing interests and needs of today's- adults. (An .2xcep-
tion to this trend is the intensification of effort in a few
limited areas, such as vocational education and manpower
development.)

2. Offering educational opportunities for specific groups. Peo-
ple want adult education programs that are intimately con-
nected with their needs. Young adults, senior citizens,
persons with deficient educational backgrounds, parents and
homemakers, factory workers, professional workers, and
others need learning activities tailored to fit their particular
problems.

3. Creating partnerships with community groups. Cosponsor-
ship with the PTA, labor and business organizations, and
other professional and civic groups not only provides sources
of leadership but also ensures support for the undertaking.

4. Extc.nding programs into the community. Although spon-
sored and financed by the public schools, more and more
adult education activities are being held in libraries, churches,
homes, factories, offices, government buildingswherever
the instruction can best be given.
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5. Providing adult education around the clock and around the
year. Full-time community adult schools and occupational
centers open from 8 a.m. 'o 10 p.m. all year long arc in-
creasing the flexibility and variety of adult education services.

6. Offering more creative educational services. Discussion
groups, team teaching, field trips, educational tours, clinics.
demonstrations, consultations, reading and informational
services, home study courses, workshops, forums, lectures,
and instruction by TV are bringing a more imaginative,
innovative, and creative approach to adult education.

7. Eipanding counseling and guidance programs. More and
more programs are responding to the -need for experienced
counseling services to guide adults more efficiently into the
world of work and to help them make wise use of expanding
leisure- time.

8, Selecting more highly trained instructional prsonnel. In
response to -the expansion of continuing education services
and activities, the instructional staff is becoming increasingly
diverse in terms of talents, training, experience, and per-
sonality,

The Setting of Adult Education

For many years, public elementary and secondary schools
were the. primary locations for adult cdueati n classes. However,
this arrangement eliminated the possibility A a daytime program
for adults. With the constant increase of students and the broad-
ening of program objectives, adult education classes began to spring
up in a variety of "off-campus" loca'^ns.

Today adult education is not confined to schools, colleges,
and other educational institutions, nor ;sat confined to courses and
classes. It takes place in a variety of slitings, and it assumes such
varied forms as courses taken for credA, instruction on the job,
home study, and demonstrations in the home, shop, or office. The
"classroom" may be an empty apartment in a bowing development,
a recreation room in a senior citizen complex, a Sunday school
room in a church, i student's home, or even thi: great outdoors.

The trend toward placing adult classes in nonschool settings
throughout the community is a response to morc than merely
a lack of space in public school facilities. It reflects an awareness
of the special needs and concerns of adult studei whether
psychological, financial, or environmental. It is in kt ing with
the objectives of adult education and lends support to the com-
munity school concept. The advantages of locating classes through-
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out the community arc obvious. First is accessibility to the public.
Conducting classes in students' "backyards" tends to build com-
munity interest and support. Offerings can be diversified and
tailored to meet the needs of the communitya major objective of
adult education. Finally,amiliar surroundings can be an important
factor in drawing people into an adult program. Affiliation with
the church in which adult education classes are held may be
sufficient reason for some to enroll.

The number of year-round adult schools is increasing through-
out the country. Such schools can now be found in most large
cities. The impetus for them has come from manpower develop-
ment and training programs. The new, full-time adult centers are
housed in good buildings where good lighting, equipment, and food
(prepared by food-service training classes) create an atmosphere
conducive to adult learning.

Essential Considerations in Designing Adult
Education Programs

Building Community Ties

Many factors distinguish a great adult education program from
a merely good one: creative planning, meaningful formats, out-
standing faculty, and strong community tics. Most well-known
adult education programs have come about at the request of the
people who wanted them, who petitioned (or sometimes even
stormed) the offices of those in control, pointing up the need and
requesting that the educational institution expanded its operations
into the adult field.

It is most often the people themselves who come to the
defense of adult programs threatened by budgetary considera-
tions or lack of understanding on the: part of the education power
structure. Sometimes it seems that no one wants adult education
except the people themselves. Their desire is a big plus for the
adult education administrator. He or she must strive to maintain,
strengthen, an-I build on it, constantly developing new channels
for better two-way communication with the community.

Identifying Needs and Resources

The adult education administrator's first task is to identify
the educational needs and resources in the community. He can-
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not determine staff, facility, or budget requircmcnts until he knows
the elements or dimensions of the program he should provide to
meet the community's real educational necds.

Organizing an Adult Education Advisory Committee
or Task Force

The adult education administrator must develop lines of
communication that will provide him with current information on
the needs and problems of various segments of the community.
Citizen advisory committccs can be the eyes and cars of the
administrator and his program. They rcprescnt one of the best
forms of help in determining educational needs and planning suc-
cessful adult education programs. Advisory committccs are
usually small, averaging six to ten mcmbcrs who represent par-
ticular social, economic, business, and industrial groups within the
community. Members are carefully chosen on the basis of their
occupational competence and on the extent to which they are
accepted and respected by their colleagues and fellow workers in
the community.

Tasks normally assigned advisory committee members include
the fa' raving:

1. Contacting employers to find out what kinds of jobs they
have available, what deileiencies they find in applicants
that could be remedied by adult education, what kinds of
inscrvicc opportunities would help present employees up-
grade themselves

2. Talking with newspaper editors to get ideas on how the
adult education story could be better told on their pages

3. Holding coffee hours for present participants in the program
and asking for their ideas about how it could be improved

4. Contacting local professional groups such as the county
medical society to explore the possibility of some kind of
cooperative adult education program in a health education
area

5. Serving as liaison representatives on community action
councils, councils of social agencies, or other coordinating
groups

6. Visiting adult classes and using the break to talk with
participants about what other courses might interest them

7. Evaluating the adult education budget and attending open
hearings on the public school budget to defend the allot-
ment for adult education

8. Discussing new course ideas and whittling them into a
shape that would appeal to their acquaintances and friends
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9. Finding space in the community for daytime classes
10. Contacting state or federal legiglators from the community

to express support for special adult education legislation.

Community people who have served actively on adult educa-
tion advisory committees report great satisfaction from their work.
They enjoy knowing and working with the other members. They
can see the results of their deliberations when new programs are
started around ideas that have been mulled over by their com-
mittee. They feel closer to the education system because they have
worked on a part of the school program. And they identify
,strongly with adult education because it is not bound up in as
much legality, red tape, and educational jargon as most other
parts of education.

Establishing Community Partnerships

The administrator of the public school adult education pro-
gram should strive for full cooperation with other adult education
programs in the community. Good communication among the
various programs will help them avoid duplications and omissions.

Scores of community agencies and programsincluding
county welfare departments, Neighborhood Youth:-Corps, Model
Cities, and Opportunities Industrialization Centersare now re-
ceiving federal funds for education and work training of out-of-
school youth and adults recruited from among their clienteles.
More and more public schools are conducting adult classes on a
contractual basis with such agencies, supplying the buildings, equip-
ment, staff, or technical know-how they need to make the most of
the funds available to them.

The public school is the one agency best suited by tradition
and circumstances for establishing an atmosphere of cooperation
in the total adult education effort in the community. It represents
the public. Because it is nonpartisan, professional, and noncom-
petitive, it is the natural candidate for the leadership role. Where
the school accepts this role and implements a policy of cooperative
stewardship of the community's adult education fortunes, the entire
public benefits.

Selling the Program to the Community

Reared in the climate of the public schools, the adult educa-
tion administrator often has difficulty understanding the need to
merchandise education as a commodity. All the public education
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he has ever known was dispensed, free of charge, to a captive
audience that lacked the right of refusal. But in adult education,
where the customer has the choice of accepting or refusing the
curriculum, educational salesmanship becomes necessary.

The potential customer may not be aware that he is in need of
educational assistance. He must be motivated to give up a portion
of his time to attend school. Whether we like it or not, the adult
in our society has the legal right to live out his life in blissful
ignorance. Convincing him to give up that right often takes plain,
unadulterated salesmanship.

The adult education administrator has many avenues of
promotion open to him, including press releases; brochures, radio
and television, open houses, and speeches before community
organizations. His relations with the press should involve more
than a perfunctory delivery of class schedules and other routine
announcements to the newspaper office. He should strive to
create a warm, friendly rapport with the editor. Human interest
stories and news items emanating from the program keep the
image of adult education before the public. The brochure out-
lining the roster of adult education offerings plays a major role
in the public appraisal of the program. Good brochures are to
adult education what attractive menus are to a restaurant: they
help to sell the product. Open houses at the end of the semester or
year afford the people of the community an opportunity to see
some of the products of the adult classes. Finally, the ingenious ad-
ministrator will avail himself of every opportunity to appear on the
programs of other community groups and organizations to interpret
his program. It is amazing how little is known about the field of
adult education, even by those who work side by side with it in the
same community. Salesmanship, promotion, interpretationcall
it what you willrequires relentless attention to the task of ac-
quainting the public with the nature and purpose of adult education.

Providing Inservice Training

In recent years there has been an unprecedented increase in
student enrollment in adult education programs. The survival and
expansion of these programs depend upon the recruitment and
retention of new and effective teachers who bring to adult education
professional and vocational- skills and who have (or, more often,
acquire) the special skills necessary to teach adults. For the
foreseeable future it is likely that the part-time teacher who comes
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into adult education will depend upon local inservice education
programs for his orientation and training for work with adults.
If we believe in the adult education processif we believe that
people can and do change through cducationthen we will stop
looking for "born" teachers and will plan adequate, sequential
programs of inservice education to help good teachers of children
become good teachers of adults.

The Planning Committee. The inservice education program
must meet all the training demands of the total adult education
program, complex and diverse though they may be. To a;;complish
this, most .administrators will want to form a planning committee,
made up of members of the adult education faculty, to help plan
and conduct a balanced program of inservice education. Such a
committee ensures a democratic atmosphere and so generates
support for the final plan.

The committee should include nonprofessional teachers and
one or more members of the day school administrative and instruc-
tional staff, as well as the director of adult education. The best
inservice education program results when the administration,
planning committee, and faculty are all involved in its planning and
execution. The planning committee, working closely with the
administration, can develop a program consistent with teacher
needs and, at the same time, build faculty support for inservice
education. Such a committee may also strengthen the program by
making recommendations to the school board for compensatory
time or for faculty participation in the inservice program. All
things considered, an interested planning committee is an invalu-
able asset for gaining administrative and community support.

Where possible, the committee should be allowed several
weeks' lead time before the beginning of the school year to plan
a year's program. While the program administrator should be
vitally interested in the work of the committee, he must give
committee members freedom within their areas of responsibility. A
committee will not function effectively if its plans are not imple-
mented or if the members see themselves as mere rubber stamps.

Identifying Institutional Goals. In planning the inservice
program, the committee should have a statement of the philosophy,
goals, and objectives of the adult education program. This state-
ment should serve to broaden the scope of the inservice program
and should foster the idea of a continuing effort using all community
resources. If there is no such statement, the committee may wish
to develop one as a first order of business.
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The goals of the adult program can then be translated by the
committee into a range of activities and programs that will add
up to vital, effective inservice education. The committee should
have the responsibility for determining not only the scope and
extent of the year's program, but also its content. All too often
inservice sessions consist of speakers whose contributions may not
fit the critical needs of the local program.

Planning the Inservice Education Program. What follows is
a representative, though by no means exhaustive, list of core topics
appropriate for any inservice education program for adults. These
topics can lend continuity to the program and can be geared to any
level of sophistication.

The instructional program of the adult division

Adult learning competencies

Methods and techniques for teaching adults

Adult interests

Personal qualities of a successful adult teacher

Population study of enrolled students

Differences between teaching children and adults

Physiological and psychological aspects of aging

The philosophy of adult education in a technological society

Leadership training

Group dynamics

School-community relations

The adult counseling process.

Specialized adult education programs will require additional
inservice topics. In inservice courses on teaching in adult basic
education (ABE) programs, for example, the reading program and
the culture of the disadvantaged should be added to the list of
topics, to help faculty members adjust rapidly to a new clientele.

Although the activities of the planning committee should not
end with the beginning of the inservice education program, primary
responsibility for implementing the committee's plans should rest
with the adult education administration. Those administrators
fortunate enough to have a full-time faculty do not have as much
difficulty in scheduling inservice programs as their colleagues whose
faculty is part-time. Hnwever, the latter should arrange a schedule
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that is best for the individual program and that provides continuity.
Some administrators schedule workshops on Friday afternoon and
Saturday morning several times a year. Others plan monthly
meetings in the late afternoon before evening classes begin. Still
others schedule programs two evenings a week at times when each
faculty member can attend at least one of them.

Each activity in the inservice program should meet the
criteria set by the planning committee and should relate to the
overall purposes and objectives of the adult education program.
Since it is a sacrifice for the faculty members to work a meeting
into their already full schedules, it would be better to cancel a
meeting than to meet without a clear objective.

Effective Use of Resource People. Resource people for in-
service education programs can be found in many places. Con-
sultants in almost every phase of adult education will be found in
the state university, the state department of education, and such
national agencies as the U.S. Office of Education and the Na-
tional Association for Public Continuing and Adult Education
(NAPCAE). These consultants will often assist without charge.
In addition, state and local health and welfare departments often
have on their staffs adult educators who can make a valuable
contribution. Psychologists, sociologists, and extension personnel
from universities or private agencies can also be called upon for
specialized topics.

Supervisors and teachers from the local day program are a
frequently overlooked source of help in the inservice program.
They can often make a particularly valuable contribution because
they are acquainted with the community, with local problems, and
with school operations and programs.

When resource persons are used in the inservice program,
their instructions and assignments should be specific. Materials
describing the adult education program, the purpose of the inserv-
ice program, other consultants used, or topics to be discussed
should be sent to consultants in time for them to make appropriate
preparations. When the program is scheduled to run for more
than a day, it is helpful to have the consultant arrive a day early
so that he can observe the activity in progress and discuss his
presentation with the program chairman.

Another important resource is the local board of education,
which has the basic responsibility for developing a forward-
looking policy of inservice education. The local board can be
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most effective in implementing inservice education for adult pro-
grams if it

Develops policies with the participation of teachers, admin-
istrators, supervisors, and other school officials connected
with the adult program.

Makes adequate budgetary provisions to pay the cost of
inservice activities and consultants.

Develops salary policies that reflect the desirability of con-
tinuous professional growth.
Provides adequate compensatory time.

Activities for inservice Progranis. The inservice program
need not and should not be limited to meetings. The workshop
is frequently a useful activity and is ideally suited to inservice
education. By actively working on some facet of the curriculum,
participants learn more than they would as passive listeners.

Because of the wide range of subject matter covered in inserv-
ice education, the use of committees or study groups is frequently
helpful. These groups can work independently, reporting to the
entire faculty from time to time. Working on a study group or
committee can provide a depth of experience that is difficult to
achieve in meetings of the faculty as a whole. in addition, study
groups provide flexibility in working with new teachers, subject
matter groups, and special projects.

Individual instruction should not be overlooked in planning
the inservice program. Access to a good adult education library is
important here. The administrator may wish to assign new faculty
members to experienced colleagues for special help. However, it
remains the administrator's responsibility to see that the new
teacher is given every opportunity to prepare to work effectively
with adults. Close communication and support during the first
critical weeks of classes will give the new teacher confidence in
his ability to teach adults.

University extension courses give the teacher the threefold
opportunity to work toward an advanc:td degree, meet state certifi-
cate requirements, and participate in an inservice program. When
the university course is to take the place of the local inservice
program, the adult education director and the university professor
should collaborate in planning the course content.

If teachers of special groupssuch as seasonal farm workers
or residents of slum areas---have little concept of the living condi-
tions of their students, a field trip is the first step toward making
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them more perceptive. Another method of bringing about a better
understanding of special problems, needs, and attitudes is to sched-
ule joint inservice education sessions with welfare case workers and
other social workers. Such sessions also have the beneficial side
effect of achieving better agency cooperation in working with the
disadvantaged.

Attendance at meetings of local, state, and national organiza-
tions (e.g., NAPCAE) can be an important means of inservice
education for the teacher of adults, offering a unique opportunity
to become acquainted with new materials and resources.

Facilities, Equipment, and Materials. As the trend toward
day as well as evening programs accelerates and full-time facilities
are constructed or remodeled for adults, thought should be given
to the need for a professional library and for a meeting place for
the inservice program. An informal setting with comfortable
furniture is desirable. If school facilities are used, adequate class-
room and conference space suitable for adults should be made
available. If school facilities are not available, consider a meeting
room in a local bank, labor organization, church, or other public or
private organization, which may actually be more centrally located
and more comfortable.

There should be a library of professional books, periodicals,
and teaching guides in addition to a library of audiovisual mate-
rials. The inservice program should also have access to typing and
mimeographing facilities. Textbooks, manuals, workbooks, teach-
ing guides, course outlines, instructional materials, standardized
and teacher-made tests, and other evaluation materials should be
available.

Attention should also be given to demonstrating new instruc-
tional materials and equipment developed for use in the adult
program. Many adult educators remember the days when there
were few instructional materials specifically for adults. Fortunately
things have changed. One byproduct of federal programs in adult
education has been the development of new and better materials.
Programmed materials and adult education texts are now available
from a number of publishers.

However, determining the suitability of available materials is
a matter of concern and an important topic for the inservice pro-
gram, because publishers' claims are not always dependable.
Readability charts and annotated bibliographies, which have been
developed for adult educators by several universities, are better
criteria for evaluating publications and should be available in the
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professional library. (One such readability scale is contained in
Teaching Reading :o Adults, an NAPCAE publication.)

Careful attention should be given to the criteria for selecting
materials for the inservice program as well as for the adult program
itself. Whenever possible, a faculty committee should be given time
during the summer to examine materials and make recommenda-
tions about those that might be useful in the adult program. They
can then be studied and further evaluated in the inservice program.

In addition, demonstrations to acquaint teachers with video-
tape recorders, teaching machines, and other new teaching mate-
rials are appropriate for inservice sessions, even though it may
be some time before the items will be perfected or available for
use in the local program.

Providing Preservice Training

No teacher should be employed in an adult program without
preservice training. Several adult basic education programs in
Florida require a program of preservice education for prospective
teachers before they are employed. Intensive preparation is given
in all facets of the instructional program, the culture of the dis-
advantaged adult, methods and techniques for teaching adults, and
characteristics of the adult learner. The preservice program also
serves as a valuable screening device: those teachers who demon-
strate a lack of qualifications or potential for teaching adults are
not employed.

Ideally, a preservice program for adult teachers should be
scheduled for two weeks or more, but it does not seem likely that
elk ideal situation will come about in the near future. In those sys-
tems where there is a twoweek preservice program for all teachers
beforo school opens in the fall, the superintendent will often allow
parts of several days for the adult teachers tc meet. One alterna-
tive is to use the first week of school for an inservice education
program. For the adult students to miss a week of classes is
preferable to beginning classes with teachers who are unskilled
in working with adults.

As a last resort, the administrator m_v conduct informal
preservice programs individually by giving the new adult teacher
such reading materials as When You Are Teaching Adults, In-
Service Training for Teaching Adults, Swap Shop, and Teaching
Techniques (all published by NAPCAE) and discussing the mate-
rials with the teacher before classes begin. Other devices for
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individugzed preservice education will doubtless be designed by
the imaginative, innovative director.

Providing for Continuous Program Evaluation
The purpose of program evaluation is program improvement.

Planning and implementing an effective adult education program
is a complex task. If the administrator is to provide leadership in
program improvement, there must be provision for systematic
feedback of information on program effectiveness to policy makers,
teachers, and learners, so that they can make sound judgments
regarding future programs. Continuous program evaluation is the
process by which evidence regarding program effectiveness is sys-
tematically collected, analyzed, and used to improve programs of
continuing adult education. The extensive literature on educational
evaluation contains many ideas and principles that can be helpful
to adult educators.

Emerging Concepts in Curriculum Content in
Adult Education

The impact of change, the new morality, modern technology,
and the social revolution have all given rise to urgent concerns for
the curriculum of public school continuing and adult education.
The development of modern and dynamic curriculum offers a great
challenge to the administrator of an adult education program.
This challenge was well expressed in the following statement made
by former president Lyndon Johnson at the AASA Convention in
1966:

Tomorrow's school will be a school without wallsa school
built of doors which open to the entire community. Tomor-
row's school will reach out to the places that enrich the. human
spiritto the museums, the theaters, the art galleries, to the
parks and rivers and mountains. It will ally itself with the
city, its busy streets and factories, its assembly lines and
laboratoriesso that the world of work does not seem an
alien place for the student. Tomorrow's school will be the
center of community life, for grown-ups as well as children
"a shopping center of human services." It might have a com-
munity health clinic or a public library, a theater and recrea-
tion facilities. It will provide formal education for all citizens
and it will not close its doors anymore at three o'clock. It
will employ its buildings round the clock and its teachers
round the year. We just cannot afford to have an $85 billion
plant in this country open less than 30 percent of the time.
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The knowledge and skill that the administrator of the public school
continuing and adult education program can bring to bear on this
challenge will determine the direction of public adult education in
the years ahead.

Certain- fundamental principles underlie the process of cur-
riculum construction in adult education. The experience of many
administrators over many years indicates that a good curriculum
meets the following crittssia:

1. It is continuously evolving. To be viable and effective, the
adult education program must have continuous evaluation
and reappraisal. A program must adapt its educational
activities and services to meet the needs of a modern and
dynamic community. A curriculum that is at all sensitive
and responsive to the needs of a changing society can never
be settled once and for all. The effort to evaluate aims of
education in terms of current realities should be only a part
of the continuing effort of adult educators to reflect the needs
of the individual and the society in their curriculum offerings.
It is based on the needs of people. It is imperative in devel-
oping a program to begin with those most concernedthe
adult students. They bring to the classroom many years of
experiences that can be woven into the fabric of the class-
room presentation. Opportunity should be providdd for
student participation in developing the curriculum and also
in assessing its effectiveness. In adult education, we tic, not
plan a curriculum for people, we plan it with them.

3. It is democratically conceived. The minds and energ-,:s of
many people who are in intimate contact with the interests,
needs, and resources of the community will create a more
effective product than the individual director could possibly
provide by working alone.

4. It is the result of long-term effort. Enthusiasm for a pro-
posed curriculum activity often impels proponents to push
for immediate action. But a class or service that is begun
hurriedly and folds quickly may hurt the long-term continu-
ance of the program.

5. It is a complex of details. Good program planning provides
the proper instructional equipment and meeting places that
are most conducive to adult learning. A friendly social
setting, good student-teacher relationships, effective guid-
ance opportunities, and a favorable attitude on the part of
individual, groups, and organizations within the commu-
nity are necessary ingredients for a successful program.

6. it provides for the logical sequence of subject matter. Classes
and activities in ,rjult education should be planned so as to
achieve an orderly development of subject matter and step-
by-step progress of the learner. A familiar principle in adult
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education philosophy holds that we begin with the student
"where he is," whether he is illiterate or the holder of a
graduate degree. Curricular flexibility is required to accom-
modate the various levels of educational attainment usually
found in the adult student body. Curricular content should
be devised in such a way as to provide the student with a
progressive pattern that offers opportunity for further study
in those areas of learning important to him.

7. It complements and cooperates with other programs of adult
education in the community. The public school should not
try to monopolize the adult education scene' at the commu-
nity level. Its major concern should be to see that the job
gets done, regardless of who does it. The administrator of
the adult program ought to familiarize himself w;th course
offerings in the community and offer his assisiv,ce in the
improvement of ongoing programs, rather than start a similar
one of his own. He should determine gaps and omissions in
the total community cffort and initiate those courses that are
lacking. Cooperative effort toward this end will accomplish
more than competitive zeal.

S. It has educational quality. The curriculum must be made up
of offerings that pass the test of good, sound education. The
reason is obvious: the- Public supports the program finan-
cially, and the taxpayer has a right to expect his money to be
well spent.

9. 1/ has administrative flexibility. The curriculum in adult edu-
cation, whenever possible, should be freed from the formal
rigidities of time and place. There should be no season when
the program is automatically closed down, no reasonable
time of day when an activity cannot be scheduled. no con-
venient location in the community where a class cannot be
held. The program of activities should be determined by the
needs, available time, and convenience of the studentsnot
by fixed administrative policy.

There has been a steady progression of adult education in tune
with the times and needs of the people. Current and predicted
curriculum and program concerns include adult basic education,
parent and family life education, high school completion, public
affairs education, occupational training. and "education about
education."

Adult Basic Education

Federal efforts to eliminate poverty and the ensuing legislation
aimed at raising the economic and social levels of disadvantaged
adults have stimulated the education world and, more specifically,
the adult educator to recognize the high correlation between pro-
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ficiency in the basic skills (reading, writing, and arithmetic) and
job opportunities and job success. Many studies have shown that
children from families of low educational achievement usually
replat the pattern. Adult basic education can help alleviate these
problems.

The vast differences in the populations to be served should
be ,..u.)nsidered in the development c,f adult basic education cur-
riculums. No one curriculum can serve all segments of our
disadvantaged population. For example, a program for the dis-
advantaged in urban ghettos cannot be implemented on an Indian
reservation in the Southwest, nor cal an English-as-second-
language program designed for recent immigrants from Puerto
Rico be used for the native-born, French-speaking adults in
some of our Northeastern states. Therefore, curriculums must be
designed to meet specific objectives ond to respect the cultural
differences of the population to be s..rved. However, there are
enough commonalities so that guidelines for the development of a
meaningful curriculum can be stated.

Seven years of intensive efforts at developing literacy skills
have taught that there is no such thing as "instant literacy." The
time span for the development of the communication skills can and
must be compressed, but aspiring to bring functional literacy levels
to total illiterates in a matter of hours with our present-day knowl-
edge of materials and techniques is not realistic. Program designs
must reflect an understanding of the time and intensity of instruc-
tion required to produce results.

Adults from disadvantaged groups are often reluctant to seek
literacy education, primarily because there has traditionally been
little relationship between their economic and social problems and
the curriculum of adult basic education programs. To attract these
adults, the curriculum must not only offer opportunities to develop
their literacy skills but also provide supportive services that help
them put these skills to use.

A viable adult basic education cui ti,:ultien_cannot be devel-
oped and implemented in a school situation isolated from the rest
of society. It must be developed in cooperation with social, welfare,
lalmr, employment, and other governmental agencies. Continued
commuqieation with the industrial community, through personnel
specialists in industry, is also highly essential.

As an integral part of the basic skills program, the curriculum
should provide opportunities for the adult to gain knowledge and
understanding of the social living skills such as health and nute.ion,
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the world of work, family life, and practical government. It is
unrealistic to expect adults with low levels of literacy to develop
sophisticated concepts in these areas primarily through reading.
Discussion groups, group counseling, and the use of audioVisual
materials can be highly productive.

Parent and Family Life Education

Adult basic education is only one of the developing frontiers
open to adult educators as they plan their programs for the future.
Family life education, a rapidly expanding field in which numerous
agencies are becoming involved, is a natural program area for
public schools and colleges. It may take various forms, such as
programs of guided observation for parents of preschool children
or of children with learning and behavior problems, psychological
studies of teenagers and the hazards they face in affluent suburbs
as well as culturally deprived areas, or studies of the nature of
violence. Family life education might include courses to help
parents know what their children are studying and how to work
with them at home. There might be discussions of the school
curriculum, or how to prepare one's child for college, or the
importance of education for advancement in work and life.

For a society in the process of great change, strong families
and effective parents are imperative, and education for the parental
role is an urgent necessity. Although the need is broadly recognized
and a wide variety of agencies and organizations offer programs,
education -for family living is neither generally understood nor
universally available. Many of the offerings in this area are con-
sidered supplementary and involve fragmented and disparate ap-
proaches. Frequently, program goals are not as broad as they
might be. Available education for parenthood tends to be re-
stricted by the particular emphasis of primary agency goals.

A society that blames the family for many of its social ills
without providing adequate education for child rearing and family
living is rot meeting its obligations. A program of adult education
that does not make parent and family education obtainable is
incomplete.

High School Completion

The millions of adults without a high school education find
many doors closed to them. The labor market for the worker
who cannot produce a high school diploma or its equivalent is
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shrinking. In many employment offices it is no longer sufficient
for an applicant to say that he has a secondary school education;
evidence is often required in the form of the actual diploma or
some other piece of paper attesting to the truth of his statement.

One answer lies i.. adult courses leading to a high school
diploma. Such courses have been increasing rapidly in recent
years as job qualifications have been raised. (Usually these courses
also adrait persons who want specific instruction rather than
credit.) Evening high schools established in larger cities a hundred
years ago offer a complete, formal high school program to adults.
In smaller districts, the adult education program offers high school
credit in selected courses for which there is a demand. Most of the
students are fairly recent high school dropouts who need a diploma
to improve their employment status, or who are simply seeking a
second chance after failing or forfeiting their first one.

Another answer lies in the high school equivalency certificate
program, an alternative for the more mature adult. No courses are
required, although districts frequently offer a high school refresher
course for candidates. The underlying thought is that a person can
learn on his own from the job he holds and from all his other
experiences. If he learns enough and can pass a general achieve-
ment exarninmion, he is granted an equivalency certificate.

One problem sometimes facing the administrator of a second-
ary education program for adults is the question of who gives
credit. Many times the adult division cannot grant secondary
credit even though it administers the program. Before embarking
on a secondary program, administrators should get clarification of
legal requirements and should obtain the complete cooperation of
secondary school officials in the district. In most cases only a
certified secondary school teacher may teach a course that carries
secondary school credit. Local regulations should be checked and
board policies determined.

In many cases, courses are of approximately the same length
for adults as for children. But there is variation in this practice,
and there is ample evidence that accelerated courses are desirable
and practicable for adults.

Public Affairs Education

Public affairs includes such things as citizen participation in
the civic and public matters that affect their lives; local, state, and
national issues; trends in world affairs; comparative political sys-
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tems; world religions; current crises; the United Nations; and the
numerous problems and issues arising from poverty. One of the
major goals of adult education is the development of an informed
citizenry willing to make judgments about local, state, and national
problems and issues. Courses and activities with subject matter
ranging from small local problems through urban renewal plans
to our most complicated national and international problems
including questions about public education itselfhave increas-
ingly appeared in adult education programs throughout the country.
Schools are no longer avoiding controversial issues but are accept-
ing them as an educational challenge.

Administrators find this one of the most difficult areas of the
adult curriculum. People do not stand in line demanding to be
kept informed. They must be attracted to school offerings in some
manner, or else the programs must be taken to them. As in the
case of parent education, all forms of adult education must be used
and the cooperation of other grciups obtained. Here, too, the use
of press, radio, and television and the exploration of new ways of
working with voluntary associations may hold some of the answers
for the future.

Civic and public affairs education should not rely exclusively
on classes and courses. It has been amply demonstrated that, while
adults will come to school two nights a week to learn arc welding,
complete a high school education, study French, or find out why
Johnny cannot read, they will not generally come to school on a
regular basis to learn more about their community, problems in
urban redevelopment, the structure of political parties, air pollu-
tion, the duties of a good citizen in helping to solve transportation
problems, or many othei- kinds of civic questions. They go instead
to their clubs and organizations for this kind of education. They
participate in civic clubs, in luncheon clubs, in political parties, in
parent-teacher associations, and in numerous other groups. The
responsibility of the public schools in this area is not to provide
the educational experience itself (unless a specific request is
made), but rather to help civic leadersthrough program clinics
and personal consultationperform their educational functions as
efficiently as possible.

One example is the service performed by a director of adult
education when he consults with the mayor and his director of
housing on the educational implications of a community conference
on housing. Neither the mayor nor his housing expert are presumed
to be experts in adult learning, but the director of adult education
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certainly should be. Services of this kind rendered to public agen-
cies provide an important community service and at the same time
enhance the school system's prestige.

"Education About Education"

Today education. is one of the key civic and social issues.
It is front page news much of the time in most communities, yet
most voting citizens of a school district probably do not know the
tax rate that applies to education and are unclear as to whether a
school teacher is legally an employee of the municipal government
or of the state. Many new practices that have been well docu-
mented by research are not put to use in the schools in part be-
cause of public undereducation about education.

In one midwestern city, the board of education held neighbor-
hood conferences on education in all but a few of the elementary
schools of the district. The purpose was to enable citizens to com-
municate points of view toand discuss them withschool offi-
cials. Then representatives from each of the elementary schools
went to the junior high schools, where community forums were
held. Eventually the members of the board of education, the super-
intendent of schools, and civic leaders appeared on a television
program in which they commented to the total community on the
exchange of points of view that had developed through these
channels.

Occupational Education and Training

Any concept of the adult education curriculum must include
adult vocational and technical education, even though the admin-
istrator of adult education is not always directly responsible for this
area. In certain states and districts a special administrator of
vocational education, an associate or assistant superintendent, or a
director of vocational education is in charge of both child and
adult vocational work. But the administrator of adult education is
still required to be informed about the vocational work of the
district.

Vocational and technical courses make up a large part of the
total adult curriculum. In large cities they are usually conducted
in evening trade vocational schools, which compare to the evening
high school. Elsewhere, they are taught in the vocational facilities
of special buildings or of the regular high school.
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Basic curriculum areas in vocational or occupational educa-
tion, derived from the formulations of the American Vocational
Association, may be described as follows:

Trade and industrial courses provide instruction for the
purpose of developing basic manipulative skills, safety
judgment, technical knowledge, and related occupational
information. These may be preemployment courses or
courses designed to upgrade or retain workers employed' in
industry. Examples inclm. courses in machine shop, auto
mechanics, blueprint reading, and power saving. Many of
these courses are now taught in an expanded curriculum
under provisions of the Manpower Development and Train-
ing Act.

Apprentice training is a special program to provide the
manipulative skills and technical or theoretical knowledge
needed for competent performance in skilled occupations.
Because apprentices learn craft skills through on -the -job
work experiences as well as in the classroom, the program
usually involves cooperation among school, labor, and
'management. The minimum terms and conditions of
apprenticeship are regulated by state and local statutes and
agreements. Some of the apprenticeable trades are car-
pentry, plumbing, electrical work, and sheet metal work.
Business education courses equip the adult with marketable
skills, knowledge, and attitudes needed for employment
and advancement in business occupations. The business
curriculum includes stenographic subjects (typing and
shorthand), bookkeeping, clericalpractice, and office
machines.

Distributive education courses offer training in the selling,
marketing, and merchandising of goods and services for the
purpose of improving distribution and upgrading distribu-
tive workers, including employees, managers, and owners
engaged in distributive occupations. Typical courses in-
clude real estate, small business management, salesman-
ship, insurance brokerage, and merchandising.
Supervisory training assists foremen and supervisors in in-
dustry and business in various phases of their work, such as
the training of workers, personnel relations, and legislation.
Commonly offered courses include foremanship training,
management training, industrial relations, and quality
control.

Agricultural courses, designed to improve farm methods
and rural living, cover such areas as soil conservation,
increased production, and marketing. A few examples are
farm mechanics, dairy management, crop improvement,
farm management, and pest control.
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Technical courses provide technical information and under-
standing of the laws of science and technology to prepare
adults as technicians or to give them knowledge necessary
to an occupation or profession. Common course titles
include technical mathematics and physics, electronics,
refrigeration, and metallurgy.

Traditional Curriculum Areas

The cultural enrichment area of the adult program includes
oil painting, composition, understanding and appreciating music,
ceramics, antiques, portraiture, photography, dance, acting, poetry,
scenic design, piano instruction, creative writing, American litera-
ture, English, English as a second language, and numerous foreign
languages.

In the practical crafts and homemaking area, classes are
offered in sewing. tailoring, dress design, wood- and metalworking,
knitting, gardening, interior decoration, family finance, and
numerous other areas.

Business courses include typing and shorthand, accounting,
advertising, computers, business management, analysis of business
problems, marketing, merchandising, effective listening, business
psychology, world trade, economics, and the stock market.

There are also numerous special interest courses in such areas
as swimming, judo, and driver education, as well as special daytime
classes for senior citizens.

Expanding OpportunitiesCommunity, Junior,
and Technical Colleges

A new educational institution has appeared in recent years to
reinforce the efforts of public school adult education. Actually,
community, junior, and technical colleges have always been with
us in one form or another, whether they were called academies or
institutes or just schools or colleges. But in the last decade their
nuriibers have increased significantly. Public support for these
institutions grew in a period in which four-year colleges were
jammed and college costs were soaring. Their primary purpose
is to provide low-cost, two-year college programs for commuter
students.

Many of the community colleges were operated by local
school boards, while others had their own community college
boards but were supported by public funds. So it was only natural
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for them to search for new ways of being useful to the local adult
community and to come up with adult education and community
scrvicc programs.

For the most part, the courses and programs are quite differ-
ent from the usual courses available through the public schools.
For one thing, they are on a more advanced level, particularly in
the technical areas. The result is that coordination between adult
educators on the public school and community-technical college
level can provide the adult student with a continuous study series so
that he can strive toward ever higher levels of competence in a
planned sequence.

Prospects for further growth in the numbers of community-

technical collegesand therefore for increased educational scrvicc
to adultsarc certain. All administrators of adult or continuing
education, regardless of their institutional loyalties, should be
aware of and concerned about the program offerings and the
clientele of neighboring institutions and should make a genuine
effort toward cooperative program planning.

Special Interest Groups

In attempting to meet individual nccds in the various cur-
riculum areas, administrators discovered the great diversity of
adults in training, experience, and motivation. Homogeneous
grouping seemed to provide a partial answer. Special groups were
formed in the schools, not around subject matter but around com-
mon interests and nccds. As early as 1926, Eduard Lindeman
foresaw this development:

The approach to adult education will be via the route of
situations, not subjccts. . . . Every adult person finds himself
in specific situations with respect to his work, his recreation,
his family life, his community life, etc.situations which call
for adjustments. Adult education begins at this point. Sub-
ject matter is brought into the situation, is put to work, when
needed.

Senior Citizens

Senior citizens make up a constantly increasing proportion of
our population. Government has tried to solve some of their basic
problems through social security and welfare programs. Commu-
nity agencies and the public schools are making their contribution
by organizing activities for the aging. Through adult education the
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schools have either organized and supported senior citizen groups
or served them with educational programs that have been organized
by some other agency.

What is the curriculum for the aging? There are classes and
activities in at least five areas:

1. Vocational training to help the retired person earn a supple-
mentary income. Training provided in various handcrafts is
on a level higher than for a nonvocational course, because
the product must be salable. Production methods, pricing,
and marketing arc also taught. Frequently, a cooperative
marketing procedure is developed. Other courses of a voca-
tional nature are taught, such as typing and bookeeping
skills that can be used for part-time employment.

2. Cultural activities to enrich living. These activities include
training and practice in the arts and crafts. Less common
is the study of philosophy, psychology, and science.

3. Health education to help the older person recognize what is
normal in aging and what is not normal. Subjects range from
accident prevention and nutrition to common degenerative
diseases and emotional disturbances.

4. Family life education to help the aged person make a better
adjustment to changed family and social relationships.

5. Community service to help the retired person feel useful,
have status, and consider himself part of the community.

The administrator of adult education must permit in his work
with the aged a degree of informality and autonomy not present
in other parts of the program. He who can afford to employ and
can find a competent coordinator for this work is fortunate, for
the problems are many. But the response of the aged to such
special programs has been most gratifying.

Handicapped Adults

Courses developed for physically and mentally handicapped
adults include speech correction, lip reading, therapeutic swim-
ming, remedial reading, and general skills for the retarded adult.
Cooperation with such agencies as the Vocational Rehabilitation
and Employment Service can suggest to the administrator the
types of courses needed.

Second Careers for Mature Women

A look about the business, distributive, professional, and
industrial worlds quickly reveals that women comprise a substan-
tial portion of the nation's work force. Programs to orient mature
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women for reentry into the-world of work, followed by skill train-
ing programs, have received enthusiastic response in many parts
of the country when offered as part of the total curriculum of
continuing education for adults. The enterprising adult educator
seeking new avenues of individual and community service with
a high rate of guaranteed response and effectiveness will be well
advised not to overlook career planning for women who are
approaching the end of their child rearing years.

Emerging Methods of Instruction
in Adult Education

Historically, administration of units in adult education has
duplicated traditional class patterns of the American elementary
and secondary school. There is now an urgent need for innovative
scheduling approaches to encourage the use of methods and tech-
niques leading to individualized instruction. Methods must be
based on the objectives of the program planners, instructors, and
enrolled adults to ensure use of the best method for the specific
content areas and course objectives.

Individualized Instruction

Individualized instruction has gained rapid acceptance in
continuing education, where time for study is frequently at a
premium, student motivation is high, and what is learned has
immediate application for job opportunities.

Encouraging students to accept greater responsibility for
learning has been talked about for years. What is new are the
methods and techniques that stimulate self-directed learning.
Learning is an individual process. Students learn at different rates.
Individualizing instruction allows the student to discover his own
errors, correct his own mistakes, and reset himself before his
efforts are checked by the teachers.

Individualized instruction is a direct move away from the
imitation and fact memorization that characterize much classroom
learning today. Many educational authorities have long believed
that learning can be enhanced by relating facts to problem situa-
tions relevant to students. Unfortunately, it was difficult to apply
this long-talked-about principle when the lecturer or textbook
simply dispensed facts and students were tested on assimilation of
facts rather than on problem solving. Under individualized guided



study it is easier for the student to succccd than to fail. It is not
surprising that many less able students, including those in their
teens, appreciate this "special privilege." And the more able
students appreciate the privilege of moving ahead at their own pace.

Perhaps the most innovalive approach to individualized in-
struction in programs of adult basic education is the learning
laboratory. Originally dcsigneo to serve adults functioning at a
level lower than eighth grade; the laboratories arc alSo used to
help adults gain educational improvement in areas of their own
choosing. The programed instructional materials used arc not only
for creJit toward elementary or high school completion but also
for personal improvement.

The learning laboratory can best be defined as a systems
approach to providing the academic knowledge and skills needed
or desired by an individual. It is an accumulation of commercially
available instructional materials designed for maximum effective-
ness with adults and so organized that any adult can attend at a
time convenient to him, stay as long as he can, work at his own
most efficient pace, use the materials most effective with him, and
study only the subjects that serve his own particular purposes. He
is never compelled to work beyond his comprehension level and
must master each concept before progressing.

Discussion Groups

Group discussion has become an important method in adult
education in recent years. It represents a shift from the almost
exclusive use of the lecture method and indict as a basic change
in philosophy and direction in adult learning. The student will
enjoy the course more and get more from it if he participates
actively in the classroom discussion. Group discussions shop ld be
carefully planned so that they relate directly to the problems and
concerns of the students.

Buzz Groups

Most people find it easier to talk to a few people than to a
large group, easier to speak informally than to make an address
or even a report. The buzz group is a way of setting up face-to-face
communication within a large audience, by creating subgroups
of from four to ten persons. It enables all the people in a large
group to participate in planning, in setting a course of action, and
in talking something over more thoroughly than is possible in a
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large group. Buzz groups usually report their thinking or recom-
mendations to the total group by asking one person to summarize
their discussion and to indicate minority as well as majority opinion.
What is said in the reports may be noted on a chalkboard or news-
print and used for further discussion.

Team Teaching

The team approach to adult education is receiving increased
attention, especially in the areas of basic and vocational education.
The team may be composed of a master teacher and a beginning

,tcher, a master teacher and a teacher aide, a basic education
teacher and a vocational teacher, or some other combination.
Guidance counselors, employers, and welfare personnel often
contribute to the team effort. Input from representatives of the
various program components allows for the development of a more
comprehensive program suited to the needs of the individual
student.

Educational Television

Adult education programs have been using educational televi-
sion (ETV) on a comparatively limited basis. In the near future,
however, more communities will have the opportunity to benefit
from television as an instructional medium. Administrators will
want to be prepared to make the best use of ETVtelecourses,
public affairs programming, creative arts, information programs,
etc.because those who have had experience with the medium
consider it a most effective tool for certain types of adult learning.

Forum

A forumalso called a lecture-forum or lecture-discussion
is any meeting given over to general public discussion of some
particular issue or closely connected group of issues. Its purpose
is to air issues, explore ideas, and interpret information. This kind
of program presents a greater challenge to the leader than other
types do, because more people are taking an active part in the
discussion and the outcome is less predictable.

In some forums, a film is used to present the essential back-
ground information. Someone may explain the purpose of the film,
suggest how it can be used, and call attention to particular things to
note in it. After the film has been shown, audience members may
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comment or raise questions. It is essential to preview any film
or filmstrip before presenting it to an audience. Preparations must
also be made to prevent mechanical failure of the projector and
equipment.

Debate

The debate is suitable only for "either-or" issues. A debate
is usually followed by questions from the audience.

Panel

The panel is made up of three to six people who exchange
views on some problem or issue. The program is unrehearsed and
informal, and the discussion has the give-and-take of conversation.
Panel members may put questions to one another, and they may
differ with one another. Planning in advance exactly what each
person will say defeats the purpose of a panel discussion, which
is not to give speeches but to explore a subject together. The panel
members should have more than a casual knowledge of the subject
they discuss.

The chairman or leader of the panel, sometimes called the
moderator, opens the discussion with a statement about the prob-
lem or topic to be explored. It is his responsibility to introduce
the panel members or ask each one to introduce himself. At the
close of the discussion, he throws the meeting open to the audience
for brief comments or questions directed to the panel in general
or to individual panel members.

Symposium

Like a panel, a symposium is made up of several speakers.
The difference is that they give short prepared talksperhaps
15 minutes in lengthon various sides of the same subject. To
make the best use of their time, the speakers should know in
advance what ground each will cover. The talks may follow one
another without any break, limiting audience participation to a
discussion after the last talk, or there may be both a short question
period after each speaker and a general question period at the end.

Brainstorming

Brainstonning was designed by Alex Osborn, an advertising
executive, to develop radically new ideas. To be successful, it
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depends on an uninhibited atmosp'aere and spontaneity. It may
be used with small or large groups, but groups of 12 seem most
popular. The problem to be attacked must be an important one
that concerns action rather than policy.

The first step is to state the problem clearly. Once it has
been satisfactorily defined, members aihe group voice every solu-
tion that comes to mind, regardless . f how simple or complex,
radical or unrealistic. A recorder writes the suggestions on a black-
board or piece of newsprint. Only after the group has exhausted
all possible ideas does it begin to evaluate them in open discussion.
Some ideas will be quickly discarded, but many will be retained
that under ordinary conditions might never have been advanced.

Circular Response

The members of the group-10 to 20 are preferredare
seated in a circle. The chairman or leader proposes the question.
The person at his right has the first opportunity to express his
views, followed by the person at his right, and so on until the
discussion has gone around the circle. No. member of the group
can speak a second time until his turn c Aries again. For example,
the person sitting fourth from the leader's right may express his
views on the subject or on the opinions advanced by the leader
and the three before him. If, however, the person who follows him
says something that arouses his ire, he has no chance for rebuttal
until the next time around.

The circular response does wonders to correct the bad man-
ners and monopolistic practices that often mar a group discussion.
Extreme views presented in. a belligerent manner are modified by
the restraints imposed. The timid person speaks more freely when
he knows that it is his natural right as a member of the group.

Demonstration

The teclnique of demonstration, in most cases, is quite simple.
But demonstrations need a certain amount of advance preparation
in order to be worthwhile. A checklist for planning a demonstra-
tion follows:

1. Prepare in advance by analyzing everything that is to be
done.

2. Be ready to begin without delay by having all tools, mate-
rials, and supplies in readiness on your desk or table.
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3. Have the class gathered around you so that the students can
see clearly everything that takes place.

4. Prepare the students by explaining in advance what is going
to happen, calling attention to the key points to be noticed.

5. Be sure the demonstration is given slowly and deliberately
so that each step can be clearly seen and understood.

6. Explain eae7,- , after its completion.
7. Provide an opportunity for questions after each step, even

if they interrupt the dernomtration.
8. Conclude with a final summary; then immediately answer

questions and evaluate.

9. If at all possible, let each student operate the demonstration
himself.

Field Trips

The field trip should be an opportunity to gather information
that cannot be gotten as completely in any other way. If it is not,
it is a waste of the students' time. The trip can have a variety of
benefits: it can be an Jading experience, helping the adults to
set new goals and to see these goals as realistic; it can show them
new jobs for which they can later compete; it can broaden their
horizons with new ideas about working, living, learning, and enjoy-
ing. To be effective, the field trip must be directly related to the
concepts to be learned and must be carefully planned and organized.

The effective adult education program will incorporate a
variety of instructional methods. Discussion groups, team teaching,
demonstrations, field trips, filmstrips, learning laboratories all can
introduce variety. These methods, of course, should be selected
on the basis of intended educational outcomes foe a given target
population with certain attributes or needs.
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2
Art

Education

The invitation to write a chapter in this curriculum handbook
for school administrators stressed the need for a "clear and concise"
statement. Fdr art educators this is indeed a challenge and, in
some cases, might precipitate an apology, for art education often
seems far from "clear and concise." However, the apparent lack
of consistency is in fact a reflection of the discipline's greatest asset
and should not be judged without more in -depth evaluation. Art
education is by its very nature a distinctive and inherently individ-
ual process; but while it often demands a greater flexibility and
freedom than other disciplines, it does contain consistencies as a
discipline. In other words, guidelines and directions are available.
There are serious and valuable concerns in art, beyond simply
learning facts or developing mechanical skills or techniques. Those
c-.0 is fall within the affective domain and deal with the encour-
agement of feeling, thinking, appreciation, and sensitivity in human
beings. They cannot be measured or discussed with the calculation
that might afford a neat treatment.

In a book that has made a recent impact on educational think-
ing, Crisis in the Classroom, Charles Silberman outlines a need
for the development of the entire individual, including the emo-
tions, feelings, and intuition often overlooked in the rush to meet
the technological demands of a mechanistic society. Silberman cites
the understanding of the ancient Hebrews (7, p. 8):

. .. the biblical verb yadah, "to know," signifies a unification
of intellect, feeling, and action.. .. Contemporary psycholo-
gists have the same understanding; in Jerome Bruner's phrase,
"the scientist and the poet do not live at antipodes." On the
contrary, the artificial separation of these aspects or modes of
knowingthe false dichotomy between the "cognitive" and
the "affective" domaincan only cripple the development of
thought and feeling. If this be so, then poetry, music, painting,
dance, and the other arts are not frills to be indulged in if time
is left over from the real business of education; they are the
business of education.
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Art educators share a commitment to this "total" concept of
parallel rather than dichotomous domains.

One of the most encouraging signs to art teachers has been
the vocabulary of education in recent years, exemplified by such
phrases as "quality of life." The implication, it seems, goes far
beyond a simple concern for the physical needs and comforts of
humanity and begins to suggest attention to the kind of values that
are nurtured by art education. Perception, sensitivity, critical
awareness, and creative problem-solving abilitiesall items high
on the priority list of any art educatorare beginning to receive
increasing emphasis as we strive for true quality and appreciation
of life in an increasingly complex environment. Obviously, one
must also pay heed to other recurring words in today's educational
vocabularysuch words as accountability, assessment, relevancy,
and priority. These words challenge art education and all other
disciplines to come to grips with some of the pressing needs of
today's society and to assess their own effectiveness in meeting
educational needs.

Curriculum Content

Certain guidelines have been established that outline the need
for an art program in the schools and suggest a general curricular
rationale. The National Art Education Association (3) has
adopted as its official policy that-

1. Art experiences are an essential part of schools' programs of
education.

2. All children and youth must be afforded a carefully planned
program in art from kindergarten through high school.

3. Such a program should be developmental in character.
4. To provide such a program it is necessary to have well

prepared personnel, adequate curriculum content, and suffi-
cient time.

5. Physical facilities, equipment, and material should be avail-
able in sufficient quality and quantity so that the art per-
sonnel can provide art experiences that will result in the full
development of the potentialities of each individual.

Background and Rationer fi,r Art in General Education

Art, of course, has been a part of public education for well
over a hundred years, starting with the activities of William Morris
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in the late nineteenth century, and has progressed through the
child study movement, the psychological dimension of the artistic
experience as outlined by Dewey and later LoWenfeld, the func-
tional aspects of the art form as characterized by the Owatonna
study in the 1930's, and other movements. All of these movements
had generalizable characteristics for education, but art was still
considered a subject outside the context of general education and
not concerned with the basic learning skills supposedly needed by
the typical elementary or secondary child.

Art to many administrators and teachers was, and unfortu-
nately often still is, considered a subject apart from the mainstream
of education. In fact, it is usually considered something for the
highly skilled or talented and has the connotation of an elite
subject. The talented few for whom art may have some career
potential should not be overlooked, but they are only one concern
of the art educator. Such a narrow focus excludes the majority
of students, for whom the art experience is a significant educa-
tional asset.

The false connotation of art in the public school is not difficult
to understand, for often the decision makers in public education
the administratorshave not had any formal education in the arts.
Often the values that elevate art education to a priority position
among subjects arc neither enumerated adequately by the discipline
nor fully comprehended by the administrator. Realizing this prob-
lem, art educators are increasingly concerning themselves with the
problem of placing art in the mainstream of general education.
The support generated within a particular school system for the
art program usually determines whether it continues to exist.

Art educators prefer to think of art as an essential part of
the education of every student. General education in art would
encompass the first nine years of the student's program and include
the kinds of arts leamings useful not only to students preparing
for professional careers in art but also to students who will take
positions in business, education, or technology. In stressing general
rather than specialized education in art, the aims are (a) to develop
the student's skills in the areas of making esthetic judgments about
man-made as well as natural phenomena, (b) to give him a general
knowledge of the characteristics and function of art forms and
an understanding of how the arts perpetuate and maintrin a culture,
and (c) to provide a range of esthetic experiences through the
production and analysis of art objects.
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John D. Rockfeller III (6) has aptly summarized the case for
a general education in the arts for all students:

Arts education is considered a separate matter, not woven into
the fabric of general education. Our present system is to
involve some of the childrenusually those who demonstrate
special interest or talentwith one or two of the arts. Theatre,
dance, film, architecture are virtually nonexistent. As a result,
the teaching of history remains distinct from art history. Our
children graduate without understanding that the creative
scientist and the creative artist have a great deal in common.
Segregated and restricted in scope, the arts are a kind of
garnish, easily set aside, like parsley.
A clear-cut conclusion emerges: we need to expose all of the
children in our schools to all of the arts, and to do so in a way
that enriches the general curriculum rather than reinforcing
the segregation of the arts.

Mr. Rockefeller's concern is that the value system in our society
should be changing, that the arts should play a significant role in
the changing of this system, and that education could and should
be the vehicle for this change.

Art education can be seen either as a separate discipline within
the total school programthe art class as opposed to math, social
studies, science, and so forthor as esthetic educationthe devel-
opment of that aspect of the individual that embodies the feelings,
emotions, and thinking in a totally sensitive and creative process.
The second focus is not really separate from the first.

Art Education as a Discipline

While there has been concern for relating art to other arts
disciplines in order to provide an area of study for all students,
there has also been a significant movement toward defining the
content areas in art that are appropriate for the art program itself.
The cmphasis in the elementary and secondary art programs of
the 1950's was solely on those activities that resulted in an end
product, the art object. The production of art and the creative
process are exciting for the student and intrinsic to a good art
program, but the emphasis on "just making art" (without under-
standing what the process is for or what the object means when
it is created) did not generate the comprehensive art learning that
most art educators thought was essential in an art program. There-
fore, in recent years there has been an intensive effort to help the
student to make critical judgments about art objects and to look at
the historical and cultural implications of art in our society as well.
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The addition of these two emphases places more stress on the
whole work as an esthetic phenomenon to be studied, analyzed,
and discussed. Many of today's art educators believe that the
student should not only have the experience and develop the skills
to produce art, but also be able to talk intelligently about the
purposes, processes, and end produc:s in the very broadly based
discipline of art. Art educators have attempted to develop cur-
riculums at all levels, from kindergarten to college, which reflect
this broadened emphasis. They see art as not only an activity-
centered discipline but also one with an academic dimension
provided by the areas of art history and art criticism, formerly
emphasized only at the college level. This academic dimension has
now moved down into the high school and the elementary school.

Guidelines for Teacher Preparation, compiled by the National
Art Education Association in 1970 (5), outlines the coatent areas
in art education with which the teacher should be conct,..ned:

Throughout the two major components of content to be
taught, the productive (studio) and the appreciative (history
and criticism), conscious efforts should be made to alert stu-
dents to two overarching premises: (a) The uniqueness of
works of art, from inspiration to completion, is determined by
the individual, his purposes, his culture, the media and tools
he selects and his methods and procedures. (b) It is critical
to develop sensitivity toand skills indescription, analysis,
and evaluation of art forms.
1. The Studio Component

Basic concepts and skills related to processes, organiza-
tional structure, technical aspects, expressive content,
communicative qualities, technological knowledge are to
be developed through studio experiences. The creation of
expressive forms should include: drawing, pai:iting, print-
making, photography, film making, graphic communica-
tion, sculpture, and crafts (fabrics, wood, metal, clay,
etc.). Instruction should include traditional as well as
newer technological developments.

2. The Art Appreciation Component: Aesthetics, Art, His-
tory, and Criticism
The program should study of contending philoso-
phies of art, the developiunts of past and contemporary
art forms, and examination of theories of criticism.

3. The Advanced (In-Depth) Work Component
The program should require extended work in at least one
or more studio and/or art appreciation areas (competen-
cies built upon and beyond the above areas listed in 1
and 2).
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While additional areas of concern and supplementary knowledge
are quite extensive, it is adequate here to stay with these three
major components.

Studio Component. Active participation in the making of
art is an exceptionally valuable part of the art experience in educa-
tion. The chance for a student to solve creatively some artistic
problem from beginning to end, from selection of materials to
completion of work, is an exceptionally valid and increasingly rare
experience in education. Too often our compartmentalized society
and school curriculum force students to think and develop in
fragmented fashion. The art experience allows a student to initiate
a project; explore the possibilities; choose solutions; and examine,
evaluate, and verify his conclusions in a personal and unique way.
New materials that are introduced, whether they be fabric or
metal or wood, bring to the student their inherent characteristics
which he must evaluate and, thtoligh sensitivity, use to their best
advantage in his own expressive act. Creative expression growing
out of new and challenging 1),qt-de's works toward the development
of an increasingly sensitive human being, aware of textures, forms,
shapes, and colors as well as arrangements, structures, and orders
in the world around him. Such a human being is better equipped
to cope with the great majority of today's problemsproblems
that demand creative solutions.

Art Appreciation Component. The study of art history
enables the student to appreciate Ind learn from the art of the past,
to explore the art of the present, :nd to develop a deeper cultural
understanding of his own heritage. It can help him develop a healthy
self-image--something that is increasingly important in an often
impersonal technological age. The gap that often seems to exist
between students and art is being bridged in many communities
by such innovations as traveling exhibitions of art work and visit-
ing lecture and performance series by local professional artists.
Coupled with effective teaching, these innovations help students
see art as no longer some strange, mystical force or special museum
possession but rather as a strong, dynamic, and viable force in
the lives of human beings.

Advanced Work Component. "Advanced work" usually re-
fers to the development of teacher expertise, but it can likewise
be offered to students in elementary and secondary schools. For
as a student progresses from elementary to secondary levels, he
works on an increasingly independent basis for his own satisfaction
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and development. The obvious implication is a need for greater
flexibility in scheduling, organization, and facilities for this indi-
vidualistic component in art education.

Esthetic Education and Interdisciplinary Studies

If art is considered part of the general education of every
student, how then can this type of program be implemented in a-
school setting? A number of projects and programs have been
devoted to the idea of art as general education and to the broaden-
ing of the context of art into fields of study such as esthetic educa-
tion, interdisciplinary education, and allied arts. In a 1969 National
Art Education Association publication on exemplary programs in
art (4), the lar.:73t section was devoted to interdisciplinary pro-
grams. Such t,7ograms expand the range of the discipline with
which art is combined; they usually bring together such arts disci-
plines as visual arts, music, literature, dance, or film.

The trend throughout elementary and secondary education
in recent years has been away from discipline orientation and
toward broader areas of study which relate or juxtapose the disci-
plines. An example of such an area of study is esthetic education.
No one is suggesting that the study of philosophical esthetics, a
subject area usually found at the college level, should be moved
down into the elementary and secondary schools. On the contrary,
esthetic education implies the gcncralizability of esthetic phenom-
ena to all students and at all levels of instruction. Esthetic educa-
tion, with its larger frame of reference, encompasses all the arts
disciplines: literature, music, theater arts, dance, film, and the
visual arts. The student in an esthetic education program would be
involved in a broadly based program in the primary grades. As he
moved through the program to the intermediate grades, the junior
high, and the senior high, the separate disciplines would emerge
at appropriate times depending on their requirements for early
student involvement and the needs of the student at a particular
level of instruction. Such a program would logically parallel the
patterns of instruction now existing in the social sciences or mathe-
matics and would provide a manageable solution to the dilemma
that there is not enough time in the school day for all the arts as
separate disciplines. It should be noted that this is an emerging
idea; it has not been tested in a total school setting. However,
many art educators are now initiating and testing programs based
on this concept.
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On the national level, the John D. Rockefeller III Foundation
initiated three pilot projects through its Arts and Education Pro-
gram. These pilot projects have formed the basis of a program
that has as its main objective the bringing of all the arts to all the
students in the context of general education. Other programs
geared to similar objectives include the IMPACT Project and the
CEMREL Aesthetic Education Program, a curriculum develop-
ment effort to develop instructional materials for esthetic education.
(CEMREL is the Central Midwestern Regional Laboratory, Inc.,
in St. Louis, Mo.one of 11 educational laboratories supported
by the U.S. Office of Education.) These programs and projects
have started to bring the arts into closer proximity with one another
in the context of the curriculum at both the elementary and the
secondary levels.

Environmental Studies and the
Changing Classroom Environment

The esthetic condition of our environment is a significant facet
of esthetic education and should be one of the concerns of an art
program. There is general agreement that we have neglected the
esthetic .dimension of our environment, as evidenced by the strip
developments in most cities and their chaotic visual images, by the
boxlike suburban homes that offer little visual variety and provide
a universal sameness from city to city, or by the freewaysconc-
rete albatrosses that sever the city sociologically and visually.
These problems and their implications for the visual dimensions of
both the man-made and the natural environment are becoming
content areas for art education programs. In one sense, tb.2 total
environment becomes the learning environment for the visual arts,
for it is from perceptions of our surroundings that creative expres-
sion receives its impetus. The types of activities that students engage
in are varied. However, the program usually begins with develop-
ing the total environment as a reference for visual problem solving.
The student at some point also deals with the urban environment
as if he were an urban designer and relates to the problems of
designing a new city or town or recreating an existing urban area.
The American Institute of Architects has stimulated the develop-
ment of such projects as Our Man-Made Environment, by GEE!
(Group for Environmental Education) in Philadelphia, Our Cities,
by June McFee, to cite but two examples of materials used to teach
environmental concepts in art education.
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Another very important facet of-our environment is the school
itself, which can become subject matter for an art program. Pro-
viding an exciting visual environment for learning is a genuine
concern for art education at all levels. It is disheartening to realize
that most public school buildings in the United States are very
bleak, austere, uninteresting places in which children are supposed
to do exciting things. There have been many innovations in school
construction in recent years, as exemplified by the work of the
Educational Facilities Laboratories, but these innovations have not
filtered down into schools as rapidly as one might expect or hope.
Many art education programs have taken on the task of redesigning
the school environment as a part of their study of the environment.
Letting students paint the halls with supergraphics and fill lunch-
room and classroom spaces with images gives the school some
personality and makes it reflect the students it serves. This is a
difficult concept for some administrators to understand, because
it is almost sacrilege to mark or change any part of the school
building. However, enlightened administrators are coming to
realize that the environment has a significant effect on how a child
learns, and that having a part in altering the learning environment
can enhance the learning process.

Newer Media

Another emerging trend in art education is the treatment of
film as an art form. Students today are exposed to the moving
visual image on the slevision screen for hours on end. This
exposure hz.: implications for education, although there remain
many unknowns. However, it seems clear that the media should
become a part of the art education program, if only because of
such exposure. The student should be able not only to deal with
the production of the art object through the traditional modes
of drawing, painting, sculpture, or the crafts, but also to orchestrate
and judge visual images produced through the media.

Recording happenings or events is one way of using the film
medium; another method, which introduces a creative dimension,
is using film to produce a work of art. The student of today is
media-oriented and enjoys learning to manipulate visual images
using film and sound. Even kindergarteners have successfully
made films and used still cameras. Programs in many parts of the
country are demonstrating that filmmaking can become an integral
part of the elementary and secondary curriculum. Making films
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or visual presentations, whether to produce an art form or to better
understand hov ,itle media convey information, is a skill pertinent
to our time.

Instructional Methodology and
Organizational Patterns

Many an adult can still recall the "artistic" experiences of his
early school years: such activities as tracing his hand to make a
turkey for Thanksgiving, cutting out duplicate daisies for window
decoration, or coloring in a teacher-drawn and duplicated picture
being careful not to go outside the lines, of course. We can only
hope that such activities, which have "turned off" countless people
to the excitement of art, are finally disappearing from the class-
room. The kinds of school structures that encouraged such "train-
ing" have given way to innovative structures better suited to
implementing truly creative art programs.

Art teachers, like educators in all disciplines, are concerned
and involved with nongraded schools and programs, team teaching,
flexible and nonpermanent groupings, differentiated staffing, and
other emerging patterns and organizations of educational activity.
To attempt to focus on a specific direction as the best for art in the
schools would defeat the very purpose of these innovations in
curricular organization and instructional methodology, which
aimed at maintaining flexibility and adaptability in the program.
Neil Atkins (1) puts this issue in perspective when he explains
(p. 98),

The question isn't "How shall a school be organized?" but
"What kind of learning environment does it produce?" The
question isn't "How are the schools staffed?" but "What are
the people who staff it doing?" The answer to the second half
of both questions depends upon the refocused objectives of the
school. If indeed the focus is on individual performance
rather than group categorizatioh, then the way children and
adults are deployed in school must make it possible for the
individual to take precedence over the group; the organiza-
tion has to encourage, not inhibit, people who are a part of that
organization to behave in ways that will personalize rather
than generalize the learning process. But first they must
know what they want to do before they can organize to do it.

The art teacher's involvement with organizational patterns and
methodologies, then, is not so different from that of teachers in
other areas. The search for implementation structures depends
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largely on the objectives of the discipline itself and explores the best
means of providing a learning- centered environment to meet those
objectives. In the case of art education, there is increasing focus
on assessing objectives and evaluating programs so that the organi-
zation and staffing of the programs can be best implemented to
answer the need.

One specific national effort toward assessment of the effective-
ness of art education systems in terms of desirable goals and
objectives is the National Assessment in Art (9), now scheduled
for 1974 and 1975. The ongoing process of assessment, of course,
is not waiting until 1974 but is being carried out by teachers on
a day-to-day basis as they continually evaluate their goals and
methodologies in their individual situations.

Attempts to structure curriculum exist in programs such as
the Kettering Project, the major goal of which was "the develop-
ment of an effective art curriculum supported by useful instruc-
tional materials for children of elementary school age" (2, p. 1),
or projects similar to those of CEMREL, Inc., that developed
curriculum packages that likewise provide structure any activities
to meet goals. Such projects contain evaluative compoilots that
assess strengths and weaknesses and point to new struct :es and
methodologies in art education. Perhaps the very fact that one
ideal pattern of school organization cannot be formulated to answer
all situations is the strength of current educational thought. The
firmly structured educational patterns of the past have given way
to new arrangements, just as the "coloring book" idea of art 1 as
given way to meaningful creative expression and esthetic under-
standing and appreciation.

In talking with a group of art teachers, Herbert The len (8)
made the following point (p. 17):

We must assume that there is an aesthetic aspect of all the
activities of man. Art is the endeavor in which this aspect
is most explicit, demonstrable, and manipulative. Basically
art activity is a refinement of, and a response to, the whole
host of structure-seeking behaviors of men, and art educa-
tion should facilitate these natural, valuable, and inevitable
processes.

It is to be hoped that school administrators, realizing the need
to encourage, develop, and foster the basic esthetic aspect of human
endeavors, will lend support to the development of art education
as a fundamental and vital part of the school curriculum. Art
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educators (3) stress that administrators can help ensure the con-
tinued growth and quality of the art program in ti.o school by-

1. Providing an adequate number of art teachers.
2. Scheduling art as a regular part of the total school program.
3. Controlling student-teacher ratios in art classes.
4. Providing time and space for inservice education of teachers

of art.
5. Maintaining facilities for an effective art program.
6. Securing opportunities for using community resources.
7. Encouraging art teachers to take an active part in local, state,

and national professional art education associations.
With the quioity of life a priority item on the education

agenda, we can hardly overlook the affective domain embodied
so well in the art program, for it encourages appreciation of the
quality of life. It would indeed be unfortunate if art, an integral
part of human endeavor and human behavior, were thought a
"frill." To eliminate art for short-term expediency would prevent
us in the long run from reaching the real goaleducation.
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3
Business

Education

As its purposes have expanded and its technology has
increased and been refined, business education has constantly
undergone changes in both organizational structure and content.
Because its programs on all levels have made use of independent
and diverse operational procedures, the possibilities for innovation
and the opportunities for leadership development have been great.
Recognizing that rigid centralization of thought and practice only
appears to lead to achievement and that too much regimentation
ultimately results in the stifling of individual initiative, business
education has steered a course away from conformity. The aim
has been to maintain flexibility in business programs from their
initial planning through their implementation and evaluation.

The goals of business education are (a) to provide effective
programs of occupational instruction for students desiring careers
in business, (b) to make an important contribution to the economic
literacy of all students, and (c) to provide programs for students
requiring poStsecondary education in the field of business.

An individual's education is incomplete unless career goals
and an understanding of occupational possibilities give purpose to
his learning. There are common and unique elements in each phase
of education, and it must be always kept in mind that it is impor-
tant for students to learn not only how to live but also how to
earn a living. Business education is one element in the total
education program that serves both the general and career objec-
tives of young people and adults.

The immense value of business education may be lost if we
fail to provide adequate counseling for all students. Occupational
information and assistance in interpreting it should be provided
through the guidance department as well as thrdtigh personal con-
ferences with business teachers. Every student should be helped
to develop an awareness of his own interests and capabilities so
that he may plan his career and prepare for it in the most efficient
and effective manner.
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The time devoted to preparation for business careers should
depend upon the student's abilities, interests, and personal qualities.
The sequences of learning experiences should be planned so that
the student will achieve his highest occupational competency upon
completion of his program.

In general, the business curriculum is pursued by students in
junior high schools, secondary schools, area vocational-technical
centers, and adult or continuing education centers. These schools
may be located in urban, suburban, or rural surroundings. Their
programs must meet the needs not only of the "average" student
but also of the gifted and the disadvantaged. Prograniming, sched-
uling, and instructional methods must be flexible in order to meet
the needs of students in varying circumstances and with varying
abilities. No business program should lead to a "dead-end" career
or prevent the student from continuing his education in a post-
secondary institution.

Unrealistic academic requirements established by institutions
of higher learning can be and often are detrimental to the business
education program at the secondary level. These arbitrary require-
ments tend to screen out many good students and make it difficult
for them to gain the necessary competencies for business employ-
ment. The school administrator can have tremendous impact on
those who are responsible for establishing standards for admission
and graduation in our schools and colleges. Business teachers
should work closely with school administrators to provide the
information on which action can be taken to.remedy this situation.
The major problem that faces educators today, including many
business educators, is the false assumption that everyone will
graduate from high school and enter college or be employed.

This problem can only- be solved through an effective educa-
tion and implementation program for all teachers and adminis-
trators involved in the articulation of business programs from the
junior high school through graduate school. Business programs
must be designed on the premise that business education is a part
of the total educational program, which must provide for the
needs of all students, in all communities, at all educational levels.

Administrative Organization

For any business program to function properly, curriculum
leaders must keep the school administrator abreast of the changing
curriculum patterns and needs of the business department. Busy
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school administrators, charged with responsibility for the total
educational program, often have neither the time nor the oppor-
tunity to gain insight into the activities and goals of the business
department. Therefore, it becomes the responsibility of business
teachers and supervisors to provide the information needed in a
concise form. A plan of action for the business dcpartmcnt for the
current year and the foreseeable future should be summarized
effectively in an instrument that translates the educational program
into dollars and cents.

The Business Department Head
Every business department in every school must have a

department head to provide general direction and leadership for
the dcpartmcnt and to coordinate it with the total school program.
Even in a school with only two business teachers, one should be
designated the department head or chairman. In order to carry
out the duties required, the department head should be given a
reduced teaching load, additional compensation, or a combination
of these.

This specialist in the field of business education serves as a
liaison between the administration and the department, interpreting
the school's goals to the department and representing the dcpart-
mcnt's point of view to the school administrator. He should
provide not only for effective implementation of educational pro-
grams but also for the orderly conduct of scheduling and budgeting.
The office of the dcpartmcnt chairman and the classrooms, labora-
tories, and storage rooms should be models of efficient business
management. An effective system of internal control for equip-
ment, maintcnancc, textbooks, and supplies must be initiated and
maintained. One of the most important challenges of the depart-
ment head's job is to stimulate the professional growth of his staff
members by opening new horizons for them in program offerings
and in service to the business community.

Another responsibility of the business dcpartmcnt head is to
serve as the coordinator of business education on the adult or
continuing education level and/or in the evening high school. The
same classrooms, equipment, and teachers are typically used for
adult education and evening high schools. Coordination of the
overall program, including maintcnancc and effective use of equip-
ment and instructional materials, is necessary to avoid possible
conflicts between the regular day program and the adult or evening
program.
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The business department head should be an active member
of the school cabinet, participating in the formulation of school
policies and objectives and in the continuous evaluation of the total
school curriculum. He should formulate long-range plans for
departmental development, examine current programs and courses
for possible revisions, develop plans for new programs deemed
essential, determine adequacy of departmental facilities and equip-
ment for existing and proposed programs, secure a-realistic indica-
tion of possible funding, and submit a prepared budget to the
appropriate school administrator. Of course, in carrying out these
duties, the effective department chairman must constantly involve
his business teachers and keep them informed of progress toward
desired goals.

Local Supervision and Administration

Most city and large county school systems employ a super-
visor of business education, who is responsible for the overall
improvement of the business program, including curriculum guides,
instructional aids, and methods of teaching. It is his job to provide
assistance to school administrators and teachers through profes-
sional meetings, classroom visits, conferences, and demonstration
lessons. In addition he assists school administratOrs with a number
of administrative details concerning the total school program:
physical facilities, enrollment statistics, funding, purchase and
maintenance of equipment, etc.

The most important of the local supervisor's functions is
coordination. In order to design and conduct a business program
to fit the needs of students and the business community, a close
liaison must be maintained between business education and the
business and civic organizations within the school district. Careful
plans for a continuous program of public relations must be made
for the entire school year.

Advisory Committees

Business community involvement is vital. It is the responsi-
bility of the supervisor of business education to coordinate the
activities of each school in forming an advisory committee and
obtaining members for it. There should be one member represent-
ing each of the curriculums the school offers. An overall district-
level advisory committee could be made up of one member from
each of the local advisory committees. School administrators



should be a part of these advisory committees to represent school
management.

State Supervision and Administration

The state supervisor assigned to the division of vocational-
technical education of the state department of education is responsi-
ble for the statewide program of business education. Like the local
supervisor, he must provide the leadership needed for curriculum
improvement, but he must also deal with a number of administra-
tive concerns unique to the state department of education.

Of particular concern to school administrators is the devel-
opment of the business education section of the state plan for
vocational-technical education. Once this state plan has been
approved by the U.S. Office of Education, it serves as the operat-
ing policy under which the business education service will-function.
It concerns itself primarily with authorization for federal funds
and the allocation of these funds to local school districts offering
programs of vocational-technical education.

Federal reimbursement for programs offered at the local level
is authorized through the Vocational Education Amendments of
1968 and the Elementary and Secondary Education Act. These
federal legislative acts provide the guidelines under which the state
plan for vocational education is developed and implemented.
Problems are frequently created for school administrators when
state departments of education spend all their time working with
reimbursable programs and neglect schools in the nonreimbursable
category, which may need their professional assistance even more.
Even if the state supervisor of business education has a portion
of his salary reimbursed by the federal government through one
of the legislative acts mentioned above, he must remember that
he is on the state payroll. Federal funding should not and must
not determine which school administrators, teachers, and students
are served. It is the responsibility of the business education serv-
ice to work for all the people in all the communities throughout
the state.

Teacher Preparation and Qualifications

Institutions preparing business teachers offer basic content
instruction as well as needed professional education courses. Most
business teachers are graduates of four-year colleges or universities.
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In some cases a five-year program (one year beyond the bachelor's
degree) is required for certification to teach business subjects.
Usually there are special certification requirements for business
teachers, which include a broad background in the field of business
administration, courses in professional business education, and a
required number of courses in each business subject or group of
subjects the student proposes to teach. Prior to their graduation
and certification, all prospective business teachers serve a part-
time internship as student teachers in an approved high school
under the direction of an experienced teacher. In some cases,
business teachers are certified to teach on the basis of a successful
score on the National Teacher Examinations. Temporary certifi-
cates are issued to persons who have received a highly specialized
type of training that did not require a bachelor's degreee.g.,
computer programmingand who wish to enter the teaching field.
Once they have taken some professional education courses, includ-
ing methods of teaching and educational psychology, these individ-
uals with highly specialized skills can make a very important
contribution to the business department.

Full-time or part-time occupational experience in his teaching
area is very desirable for a teacher, because it provides an overall
view of the knowledge, skills, and competencies required in the job
for which he is training future employees. Work experience enables
the teacher to go beyond the typical textbook experiences and to
bring a more businesslike atmosphere into the classroom.

Inservice education is offered during school vacations by
colleges and universities working with local school boards. These
inservice programs, which are coordinated by the local supervisor
of business, sometimes offer credit toward a master's degree.

Journals and yearbooks published by professional associations
also help to keep the teacher up to date on trends and developments
in the business field. Teacher growth and development is essential
if business education teaching methods are to keep pace with tech-
nological changes in the business and industrial community.

Arrangement of the Business Program

The business program may be divided into several specialized
areas to provide students with training for a cluster of business
occupations: (a) secretarial-stenographic, (b) bookkeeping and
accounting, (c) business data processing, (d) clerical skills, (e)
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marketing and distribution,, and (f) administrative management
..t; and supervision, as well as more specific clusters within any one

of these categories. Flexibility must be maintained to allow stu-
dents to transfer from one cluster to another on a semester or
quarter basis. Students should be guided by business teachers into
specific programs best suited to their interests, needs, and abilities.
Sequencing courses within a particular program is the key to
providing the most efficient program to prepare young people for
careers in business.

In sequencing courses for a specific occupational program,
it is important to remember that students need to have a thorough
knowledge of our free enterprise system and how it operates. The
basic or general business course and other prevocational courses
such as consumer education and economics instill cconbmic con-
cepts that help ensure future succcss in a business career program.
Offering such courses in cooperation with the social studies and
home economics departments is most desirable.

Cocurricular Youth Activities

Business-orierited youth organizations can add immeasurably
to a regular business program. Although formal classroom learning
still constitutes the backbone of business education, it is important
to recognize that what takes place outside the classroom often
makes a more lasting impression on one's habits, attitudes, and
future life. Future Business Leaders of America-Phi Beta Lambda
was founded (and continues to function) for one specific pur-
poseto provide business students with the experiences and
leadership training necessary for future success in their business
careers. Within the framework of this organization, teachers can
stimulate interest in many relevant activities and projects that are
not feasible in a classroom situation. There is no better way for
business students to gain an understanding of the American free
enterprise system. In a very personal and practical way, they
themselves conduct and become actively involved in projects that
extend beyond normal classroom instruction. The business teacher
serves in an advisory capacity only and provides guidance to each
individual member of the group in relationship to the overall
project. Phi Beta Lambda provides an opportunity for many stu-
dents to gain firsthand knowledge from experts in the field of busi-
ness, to "belong," to be of service to other people, and to gain
recognition from teachers, other adults, and their peers.
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Instructional Designs and Scheduling

Major attention has been given in recent years to individual-
ized instruction, modular scheduling, simulation, and other instruc-
tional innovations. The school administrator, in conjunction with
the business department head, must decide whether the goals if the
business program can be best met through traditional, modular,
or block-time scheduling; whether simulation of a model office
or a cooperative program will best serve the needs of students in
preparing for business careers; whether programed instruction,
team teaching, or the project method will fit the availabilities and
preferences of his teaching staff. Each design and schedule has
a unique contribution to make, and no one design or schedule is

the answer for all students. The final choice must be based on the
needs of the students to be served. Perhaps a combination of two
or more of these methods would best suit the needs of a particular

school or school system.

Traditional Scheduling

A traditional schedule (standard-length class periods offered
on a daily and weekly cycle regardless of subject matter) is still
effective in ,providing business programs, to business students.
Usually, teachers in the business program are assigned to subjects
they arc best qualified to teach. One of the major considerations
in implementing the traditional schedule is to give top priority to
business students. If additional class space is available after these
students have been accommodated, other students who wish to take
the subjects on an elective basis are admitted. Traditional schedul-
ing is better suited to the needs of the nonbusiness student than the
other types of schciuling are, because it does not involve large
time segments.

One of the hazards of a traditional schedule is the possibility
of having a "cafeteria-style" program emerge. Courses must be
sequenced properly, and successful completion of the introductory
or beginning-level courses should be established as a prerequisite
for admission to advanced classes. Allowing students to take
various business subjects without having a planned sequential
program does them a disservice. It can also lead to dissatisfaction
when employers discover that job-seeking graduates are inade-
quately prepared.
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Block-Time Scheduling
.17
k Under block-time scheduling, two or more subjects that would

ordinarily be taught separately are replaced or combined by two
or more regular class periods. The courses to be combined into
integrated blocks may vary. A three-hour block secretarial pro-
gram could combine the subject matter and skills typically taught
in the traditional advanced typewriting, advanced shorthand, and
office procedures classes. A two-hour secretarial block might
combine the areas covered in advanced shorthand and office pro-
cedures. A clerical block could be set up to include advanced
typewriting and office procedures, with a larger block of time
provided for low-ability students.

The major advantages of block-time scheduling are the
integration of subject matter and the flexibility in activities and
instruction. Block-time scheduling of business subjects offers the
opportunity to train students for an occupation rather than teach
only the skills required in one subject area. The block-time sched-
uling of beginning shorthand and advanced typewriting, for in-
stuce, provides a situation for carrying on office-type transcription
activities. A block program combining the study of office machines
with clerical office procedures provides the necessary time to make
full use of a simulated office setup. In general, block-time schedul-
ing reduces emphasis on fixed time allotments and period changes,
makes possible more continuity in learning experiences, and re-
duces instructional duplication.

Modular Scheduling

Modular scheduling, because it divides the day (and the
week) into a large number of component units, is probably the
most flexible form of scheduling. Class periods are composed of
any number of modules, depending on the length and frequency
of class time required for proper teaching of the content and skills
involved. Because it provides the possibility of varying thf- dura-
tion of classes, modular scheduling can be used effectively in block
scheduling or in arranging other types of multiple periods for
specialized programed learning, films, projects, or cocurricular
activities that best fit the needs of business students. In addition,
"unscheduled" modules allow students free time for such activities
as using a shorthand dictation laboratory, getting extra practice in
typewriting and on other office machines, or receiving the individ-
ual attention needed to develop skills and knowledge. The modular
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schedule appro-ach can also foster the establishment of enrichment
programssuch as an accounting seminar or a course in computer
programmingfor high-ability students.

Simulation

Whatever schedufirg -vstem is decided upon, the business
department should con';ider various methods of instruction. Simu-
lation is one method used to:bridge the gap between the classroom
and the business community. A simulated office makes use of a
business office's basic functions, equipment, and interactions. It is
a "real" organization of students, formed under the direction of the
teacher, that carries on integrated office functions at a level and in
a facility that correspond very closely to the typical business office.
The simulated office can do the same work as a business office,
thus enabling students to apply their knowledge and skills to the
kind of work situation they will "find when they arc actually
employed. The fundamental difference between a simulated office
and an actual office is that the various company departments, prod-
ucts, and clients are fictitious. Students, however, compose "real"
business communications, prepare invoices, keep track of inven-
tory, and perform the many other tasks involved in operating an
actual business.

Simulation emphasizes group learning. The primary relation-
ships in simulation are among the several people in the group.
They learn together how to work successfully in office groups.
Training in a succession of office tasks enables all members of a
group to grasp the concept of an office as an operating system with
many interrelated parts and functions.

The Cooperative Method

The cooperative method of instruction, which combines class-
room instruction with on-the-job training, offers business students
an excellent way to meet their occupational objectives. The in-
creasing complexity of modern business equipment and the scarcity
of competent office workers point up the value of cooperative
work-training programs. These programs, which expose students
to realistic interpersonal relationships and the latest office pro-
cedures, techniques, and equipment, offer a higher quality learning
experience than can be provided in a simulated office situation.

The term "cooperative" describes the relationship between
the school and the employing business: they work together to
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prepare a student for his vocation. The classroom serves as the
instructional center of the program, while the employing agency
provides the needed laboratory experiences. The student benefits
from the simultaneous presentation of theory and actual working
practice. School administrators and teacher-coordinators in a
cooperative program must e:tercise judgment in both the selection
of students to participate in the program and the placement of
these students in a working environment conducive to learning.
Career development is affected by the experiences the student has
on the job. If the teacher-coordinator, the student, and the job
training supervisor jointly plan the training program, -the student
is likely to receive diversified and meaningful occupational training.
The teacher-coordinator and the job training supervisor must work
together to follow the plan, revise it, and prepare the student for
meeting the planned objectives.

The Project Plan Laboratory

The project plan laboratory is especially suited to the needs
of business students. Learning objectives are prescribed for each
learner rather than for homogeneous groups. Each student is

involved in his own business project and participates in inte-
grated and interrelated work experiences and other learning
activities necessary to develop occupational competence for his
chosen career. The individualization of this approach results in
variations in classroom organization, teaching techniques, instruc-
tional materials, facilities needed, use of the teacher's time, and
evaluation procedures.

Types of learning experiences that can be provided through
the project plan include in-school laboratory experiences, related
instruction, related field experiences, and cocurricular youth activi-
ties. It is up to the teacher to correlate these activities with a
planned, purposeful program in order to meet each student's
individual needs, interests, and career objectives. The teacher must
plan laboratory resources to include facilities and equipment
designed to meet the objectives. He must also allow time in the
schedule for whole-class, small-group, and individual activities.
Since the teacher does not have the same control over a project plan
laboratory as he would over a class using a more traditional
instructional method, there must be constant evaluation and rein-
forcement of the goals.
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Team Teaching

Team teaching can be readily applied to many business class-
room sit..dations. It has been found to improve the quality of
teaching by allowing a more practical use of each instructor's
specialized talents, interests, training, time, and energy. It also
provides an arrangement for student grouping that more effectively
gears instruction to individual student abilities. Team teaching can
be used in conjunction with a variety of curriculum organizations,
such as the project plan or simulated office laboratory, as well as
in a traditional classroom. It provides an ideal teaching arrange-
ment it a block-time class or in a modular schedule where adequate
time is available for large-group instruction followed by small-
gioup discussions and problem solving.

The most effective team teaching is accomplished when the
team members plan the total effort together before the course
begins. Team members must establish behavioral objectives as well
as minimum levels of student performance for each objective.
These objectives must be designed in light of current business,
industrial, and manpower needs, and they must lea(' to the ,de-
velopment of competent future businessmen and busilesswomen.
They must, however, be flexible, and the rclated learning steps
must be changed regularly to meet the current and future needs
of the student.

Programmed Instruction

Programmed instruction is effective in the regular business
classroom and is especially valuable in a team-teaching or labora-
tory situation. The student has an opportunity to receive remedial
help, gain extra practice, or widen the scope of his learning experi-
ence. Programmed materials may be commercially packaged kits,
or they may be teacher-made tapes or other multimedia materials.
Cassette recorder and playback units are especially useful for
dictation practice in the shorthand classroom, allowing every
student to work individually at his or her own pace.

In a modular schedule, programmed business materials can be
used by students who have available time and wish to learn a
business skill or related subject at their own convenience and speed.
"Short courses" in various areas of the business curriculum can
be taught through programmed materials.

The teacher who uses programmed materials will have more
time to work individually with students who need assistance in
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problem areas. Programmed instruction minimizes the chance of
boring the talented students or discouraging students with lesser
abilities. Programmed business mathematics is currently a required
course in genera' mathematics in many school districts.

Equipment for the Business Classroom
and Laboratory

Instructional efficiency in business programs is dependent to a
great extent upon adequate equipment and physical facilities. It is
not possible to prepare one- model layout or a particular list of
equipment to fit the needs of every school. However, a detailed
plan should be drawn up, showing number of rooms, size of each
room, proposed layout for the work stations, and placement of
desks, furniture, and equipment at each station. OccupaLional
training is most effective when it uses the same operations, tools,
and machines as the occupation itself. The proposed facilities and
equipment plan should explain the educational program and de-
scribe present activities and anticipated programs. Furniture.
equipident, special instructional materials, and any special utility
services that will be required in the future should be described
in these specifications.

The business teacher, the business supervisor at the local level,
and the state supervisor of business education should be called
upon to assist the school administrator in developing the educa-
tional specifications for facilities and equipment needed by the
business department In order to maintain modern business equi2-
ment, detailed budgets for the purchase, maintenance, and replace-
ment of machines should beprepared by the business department.
Complete records should be kept.to serve as a basis for replacing
equipment that requires extensive_ repairs, has outlived its useful-
ness, or has been replaced in the business world by new and
updated machines.

Business teachers and supervisors at the local and state levels
should make recommendations for the selection of business equip-
ment, furniture, textbooks, audiovisual materials, and supplies,
basing such decisions on a survey of the types of equipment used
by businesses in the employment community. Business machines
should definitely be the same as those used by business and indus-
try and /tot machines that have been stripped down and labeled
"educational equipment." It is false economy to purchase business
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e4,ipmera simply on a low-bid basis. Some business equipment is
not suited to instructional purposes. Details and specifications
should be drafted and adhered to in soliciting bids of any type, and
these specifications should correspond to the equipment being used
in business and industry.

An example of an unwise purchase based on a low bid is a
manually operated 10-key adding machine. If the adding machine
is not electric, the entire principle of the touch system used in
10-key adding machines and printing calculators is nullified. All
office machines purchased for the business machines laboratory
should be electric. It is recommended that electric typewriters be
available for second-year typing students. Enough typewriters
should be available for transcription in both the first- and second-
year shorthand courses, regardless of whether the shorthand system
being taught is manual or machine-touch.

In the business machines laboratory, the following equipment
is typical for a class of 21 students:

10-key adding-listing
machine (1)

Printing calculators (2)

Full-keyboard adding-listing
machines (3)

Rotary calculators (3)

Dictating-transcribing
machine (1)

Transcribing machines (2)

Stencil-duplicator (1)

Fluid duplication (1)
Offset tinter (1)
Proportional spacing

typewriters (3)
Manual typewriters-

13" carriage (5)
Manual typewriter-

16"-18" carriage (1)
Bookkeeping machine (1)
Keypunch machines or

simulators (2)

This equipment should be used on a rotation plan developed
by the business department. Each student enrolled in business
machines must be allowed to gain the necessary knowledge and
skills to operate this equipment at the job-entry level.

Placement and Follow-Up of Business Students

The seconoary school's business department, in cooperation
with the guidance department, should In-Amain a close liaison with
business, industry, rnd government agencies in order to find avail-
able opportunities for employment or further education for its
graduates. A placement service not only helps students but also
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serves to keep the business department abreast of the changes in
the business and industrial world and provides the information on
which to base necessary changes in the business curriculum. It also
serves as an excellent public relations program for both the busi-
ness department and the school. Constant contact with community
businessmen and businesswomen enables the business department
to draw from their knowledge and experience, seek their advice
in the development of new programs, and help them develop stand-
ards for employment. Advisory committees, comprising business-
men and -women and school administrators, serve a useful function
for the business department and the business placement service.

Follow-up studies of students graduating from the- business
program will be useful in determining whether the program ade-
quately prepared them for entry-level jobs and opportunities for
advancement. An evaluation of the program by graduates who
have had some practical experience in business and industry can
serve as a basis for maintaining, improving, and developing new
approaches and new programs.

Recent Research Affecting Business Programs

One of the major research projects in business education
is the "New Office and Business Education Learning System"
(NOBELS). This project is an attempt to determine what con-
stitutes appropriate preparation for current and emerging business
and office careers. It will also provide mechanisms for continual
updating of curriculums in response to changes in occupational
opportunities and requirements. NOBELS comprises several re-
search subprojects:

1. Developing a taxonomy of office activities for business and
office education. Besides the taxonomy, this report includes
(a) systematic guidance for the observation and analysis of
office activities, (b) a common language for describing office
activities, (c) a basis for consolidating data from many loca-
tions and occupations, and (d) a basis for riing perform-
ance goals.

2. Developing performance goals for a new op.. ,Ind busi-
ness education !earning system. The major pur, se of the
NCBELS study is to develop performance pals based
upon basic job tasks performed by office workers 16 to 24
years old (from current beginning to intermediate-level
office jobs) who have earned less than a bachelor's degree.
From the basic task data, performance goals are developed.
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When the process of steps making up a basic task involves
more than a straight line or sequential flow, flow-charts are
included with the performance goals. A preliminary report
of the data is available through the ERIC system.

3. Writing performance goals: strategy and prototypes. This
report gives an overall procedure or system for preparing
performance goals, including simple sets of performance
goals for various areas of business education as well as other
areas of vocational education.

4. Improving business education for the emergent office The
two major purposes of this study were (a) to identify high-
priority, commonly acceptable abilities that are presently
emerging and increasing in importance in offices across the
United States, and (b) to develop general and specific
instructional plans to help business and office instructors
prepare students for the emergent office. Analysis of the data
collected in -this project revealed nine emerging activities
applicable to all levels of office personnel. The second group
of six emerging activities relate to clerical and supervisory
and professional-technical personnel: A third group of 15
emerging activities relates in particular to managers, profes-
sional-technical personnel, and supervisors.

5. Analyzing hardware used by office workers and social inter-
action critical incidents. The data showed that 91 items
of hardware were used by beginning office workers. These
91 items were divided into 11 categories. Typewriter
keyboard mac'''-es, communications machines, and adding-
calculating machines accounted for 60 percent of hardware
usage. Typewriter keyboard machines and mailing equip-
ment were the only types of hardware used by workers of
all job titles. The only hardware classification that occurred
in all 10 activity areas was typewriter keyboard -machines.
Computers and data processing represented 52 percent of
the changing tasks reported. Of these changing tasks,
94 percent were found in metropolitan areas of over 100,000
population.

An analysis was also made of 829 social interaction critical
incidents uncovered in a survey of office supervisors. These critical
incidents related to both el_ live and ineffective behaviors of office
workers. A classification scheme was developed, based on the
worker's perception of social role expectations within the formal
or informal company system. A majority of the incidents re-
ported involved the worker's use of social sensitivity in dealing
with customers, peers, and superiors. In situations involving reac-
tion to stress and judgment in decision making, the incidence of
ineffective behaviors was almost twice that of effective behaviors.
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The field of research and development in business education
has only recently begun to receive the recognition it deserves. If
efforts in this field are to have an impact on business education
practices in our schools, the business teacher must play a crucial
role. The research cycle cannot be complete unless teachers are
informed of research findings and actively apply thcin in- their
classroom practice. The lag between the formulation of new ideas
and their acceptance and application must be reduced if the busi-
ness program is to provide a dynamic, forward-looking instruc-
tional program for tomorrow's students.

The Future

Dynamic leadership will be required to help business educa-
tion benefit fully from new instructional techniques and the new
depth, scope, and variety in the curriculum. Through its leader-
ship, the business program will be able to meet the challenge of
providing a solid foundation for total career development instead
of preparing students for entry-level jobs only.

The content and structure of the business curriculum will
continue to be determined to a large extent by the nature of existing
jobs, but it is important to be aware of the new jobs that are
constantly emerging. Appropriate performance goals and behav-
ioral objectives will be further developed and refined, based on task
analyses of specific jobs in the business and industrial community.
New developments in computers and business data processing will
necessitate an expansion of programs in this area. The -.major
research referred to in this chapter should serve as a basis for many
of the curriculum changes that will be needed.

The business curriculum of the future will increasingly rely
on individualized instruction. Certain technical skills, such as
typewriting, shorthand, and machine calculation, can be best
developed when each student is allowed to progress at his own :ate
through job-training sequences suited to his needs, interests, and
abilities. Other skills and conceptsfor example, communication,
human relations, and personal developmentare more effectively
taught to students in groups.

The accuracy of our projections is extremely important. We
must not only understand and accept the changes that are evident
today but also anticipate those that are on the :lorizon. If we fail to
do this, we will find ourselves unprepared to cope with the demands
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of our leadership roles as teachers and administrators. The most
important aspect of the overall business program will be its con-
tinued flexibility and adaptability, which will permit each school
district to meet the needs of its students and the business community
it serves. The effectiveness and vitality of the business curriculum
will quickly vanish if an attempt is made to establish one standard
curriculum or one basic design. The continuing experimentation
by individual teachers in the classroom, more sophisticated research
techniques and applications, and the introduction of new kinds of
instructional materials and equipment will generate a wave of
innovations and educational methods that will make business
education a relevant and vital part of the total school program.
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4
Career

Education

The Need for Educational Reform

A fundamental purpose of education is to prepare the young
to live a productive and rewarding life. For far too many young
Americans our schools arc failing in this essential miiSjon.

In typical schools throughout the country young -eople
complain that curriculums are dull and irrelevant, that their edu-
cation is not opening pathways to a fulfilling adulthood. Substan-
tial numbers of students score below their grade leve' in basic skills;
high dropout ratcs, absenteeism, academic failure, drug abuse,
vandalism, and assault, on administrators, teachers, and pupils
signal their discontent.

It is a rare high school that equips all its students to make
the choice upon graduation of entering the job markct with a salable
skill or of continuing their education. Too often the graduate has
neither option, let alone the opportunity to select one or the other.

Nearly 2.5 million students leave the formal cducation system
of the United States each year without adequate preparation for a
career (chart I). In 1970, not counting enrollment in homemaking,
only about one high school student in six was enrolled in occupa-
tional preparation. More persons are graduating from a 4-year
college with a bachelor's degree than theie are jobs for degree
holders. By the end of this decade eightout of 10 jobs in America
will not require a baccalaureate degree.

More appropriate curriculums must be developed, validated,
and installed, and they must be used more realistically if we are
to meet the needs and desires of students and serve the purposes
of society.
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A Solution: Career Edneati ,-

The fundamental concept of career education is that all edu-
cational experiences, curriculum, instruction, and counseling should
be geared to preparation for economic independence and an
appreciation for the dignity of work.

The main thrust of career education is to prepare all students
for a successful life of work by increasing their options for occupa-
tional choice, by eliminating barriersreal and imaginedto
attaining job skills, and by enhancing learning achievement in all
subject areas and at all levels of education.

Career education recognizes critical decision points at which
students must be prepared and equipped to decide whether to
pursue a job, seek further education, or choose some combination
of both.

Dr. Mar land has pointed out that conventional economic suc-
cess is not necessarily compatible with every student's goal:

Some young peopleand perhaps there will be more as the
seventies progressare not necessarily impressed with the
economic advantages implicit in work. Those young people
who march to a drumbeat different from the economic rhythm
of their fathers often possess a deep commitment to the
service of their fellowman. They too are the concern of
career education, for the essential message of this program is
a useful'and fulfilling life. They will be better able to serve
their fellowman if qualified as skilled artisans, health tech-
nicians, accountants, social work aides, teachers, environ-
mental technicians, engineersto mention a few fields of
usefulness and fulfillment.

In scope, career education encompasses educational experi-
ences beginning with early childhood and continuing through the
individual's productive life.

In early childhood it provides an awareness of the world of
work as well as direct experiences to motivate and captivate the
learner's interest. As the child moves through school he increases
his familiarity NA th the world of work and acquires knowledge
necessary to obtain meaningful employment upon leaving school.
Career education prepares the individual for employment and, later
in his career, upgrades his skills, updates his knowledge, retrains
him for a new job.
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The Goals of Career Education

Career education, in the words of Commissioner Mar land, will
eliminate the artificial separation2lbetween. things academic and
things vocational."

The Commissioner has observed that:

Educators must be bent on preparing students either to be-
come properly and usefully employed immediately upon
graduation from high school or to go on to further formal
education. The student should be equipped occupationally,
academically, an emotionally to spin off from the system at
whatever point he chooseswhether at age 16 as a craftsman
apprentice, or age 30 as a surgeon, or age 60 as a newly
trained practical nurse.

Career education increases the relevance of school by focus-
ing on the learner's career choice. It gives students informed
guidance, counseling, and instruction throughout their school years.

It demands no permanent bondage to ., career goal. Rather,
it reveals to students their great range of occupational options and
helps them to develop positive attitudes toward work.

Career education will enable nearly all persons who complete
secondary school to obtain immediate employment or go on to
technical school or college. Placement services in the school system
will assist every student, especially the student leaving before he
completes the 12th grade, to plan the next step in his development.
Job entrance will be just as important ns college entrance to coun-
selors and teachers. Skill credentials, universally recognized, will
be just as valid as the commonly accepted credentials for college
entrance.

There will be no "dropouts," only individuals o choose to
go to work or to pursue a different kind of educat 1. Entrance
and exit requirements be flexible enough to enable all persons
to acquireat any time they choosethe educational and occu-
pational experiences that meet their needs.

The Career Education Concept

The current categorization of ,school curriculums into "voca-
tional," "general," and "college preparatory" education makes it
difficult for a school to meet the -real needs of students and society.

A school system offering career education, however, could
make it possible for students to pursue an individualized year-
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round program. Students could leave or reenter school at almost
any time to further their education or sharpen their job training,

A few schools and school systems have installed career edu-
cation elements. But none has adopted a curriculum that cuts
across all of a student's educational experience and runs throughout
the entire elementary and secondary spectrum. This total approach
is the essence of career education. It should at this time extend at
least through- 2 postsecondary years of school.

Under the career education concept, every child gets the
same educational bill of fare up to a certain grade, usually the 6th.
Besides learning how to read, write, and compute, the career edu-
cation student studies history, languages, and the physical and
social sciences. (See chart 1I for an example of a Career Education
model.) Simultaneously, he explores the world of work through
a wide spectrum of occupational "clusters." For example, in the
"transportation occupations" cluster, I a becomes aware of such
diverse occupational areas as aerospace, pipeline, road, and water
transportation, He is mane aware of the hundreds of job categories
in each and their relationship to each other as well as to himself
and his fellow members of society. The same exposure is provided
in the "health occupations" cluster and its ser 'cc possibilities in
accident prevention, pharmacology, and medical ..-cntal science.

In the middle grades, 7 _trough 9, the stud vh-imines more
closely those clusters in which he is most interested. By the end
of the 10th grade he dm:lops elementary job entry skillsas a
typist, for example, or constructim helper, social work aide, service
station attendant, or environmental technician aideskills he can
pursue if he does not complete the 12th grade. If he does complete
the 12th grade, the student is prepared to enter the world of work
or to continue his education at a postsecondary institution
college, technical institute, or othersuitable to his needs, interests,
and abilities.

All students have the opportunity to enjoy actual work during
their high school years. This is accomplished through cooperative
arrangements with business, industry, and public institutions. Ex-
tensive guidance and counseling activities assist the student to
discover and develop his particular interests and abilities and match
them against potential careers.

A student preparing for postsecondary education while in high
school would have less time for in-depth occupational preparation.
Nevertheless, as a participant in a career education program, he
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would acquire entry-level job skills through some courses in school
and through on-the-job or work center experience.

It is important -that each student master the skills he will
require to live by. W:ie.iier these skills are labeled "academic"
or "vocational" is beside the point. The essential need is that
every student be equipped to live his life as a iman being.
If he is to live his life with machines, he mu . how to use
them. If he is to live with a slide rule or a computer, he must
understand its magic. If he is to combat diseases that afflict man-
kind. he must know a great deal about the human body and mind
and all the ills they are heir to.

Costs and Meaning to the Educational Establishment

Obviously, to put a career education program into action
requires a profound rethinking of missions and restructuring of
operations by all who are concerned with American education.

School board members and the general public will have to
make some fundamental decisions. Career education's initial in-
stallation costs, including inservice training and new curriculum
materials, could increase school budgets fairly substantially the
first few years. However, after a school system has retooled and
converted to a career education program, the continuing costs of its
maintenance and operation should decline nearly to previous levels.

In most school systems it will be necessary to employ more
counselors, paraprofessionals, and others. Administrators, teach-
ers, counselors, and paraprofessionals will require inservice training
to become familiar with career education concepts. They will need
to learn the effective use of new laboratories, instructional mate.
rink, and media.

Teachers and guidance counselors will have to make substan-
tial changes in their knowledge banks and accept the career-oriented
learner as equal in value to. the .traditionally more fashionable
college-oriented student. They should broaden their own actual
work experiences so that they can help students more effectively to
prepare to live and work in a great variety of situations.

There will be large rewards for educators and .,tudents in a
career education program. School administrators and teachers will
gain a renewed sense of accomplishment in giving students realistic,
effective preparation for life in the society into which they will be
graduated. Schools will become animated, joyful places rather
than the fortresses of despair that so many of them are today.
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Examples and Progress

The carccr education concept is being developed through
State-level curriculum laboratories and State vocational research
coordinating units. This process of development and diffusion at
the State level is increasing.

The U.S. Office of Education is conducting a scries of "cap-
stone" projects in which schools with partial career education
programs will be able to increase and hasten their efforts to install
comprehensive programs. The "capstone" programs will serve as
models and working demonstrations of career education in action.

For the past 2 years the Office's Bureau of Adult, Vocational.
and Technical Education has funded exemplary vocational educa
tion program^ in many Statcs. Some of these programs have
developed breakthroughs that arc being incorporated into emerging
model career education curriculums.

The burcau has identified and codified 15 occupational clusters
in all. Aside from the transportation and health occupation clusters
already mentioned, they arc: agri- business and natural resources,
business and office communication and media, consumer and
homemaking education, construction, environment, fine arts and
humanities, hospitality and recreation, manufacturing, marine sci-
ence marketing and distribution, personal services, and public
service. These clusters are being modified and adapted to fit some
local situations, and in some cases are being adopted virtually
completely. For example, the Arizona State Board of Education
made $1.9 million available to install carccr education in 15
school systems starting in September 1971. The Office of Educa-
tion's 15 occupational clusterF are playing a key role in this
conversion program.

Other States with outstanding examples of local efforts to
install career education programs include Delaware, Georgia, Mis-
sissippi, Ncw Jersey, North Dakota, and Wyc,ming. Large -city
school systems turning to carccr education as their basic design
include those of Dallas and San Diego.

These are promising first steps but only first stepson the
long road to nationwide educational reform. Speaking before the
Council of Chief State School Officers in June 1971, Commissioner
Mar land described the concepts of career education as they were
being formulated in the Office of Education. He added, sig-
nificantly:
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Career education cannot be defined solely in Washington.
Revolution doesn't happen because government suggests it.
We can ask many of the questions, we can help with funds,
but if career education is to be the revolutionary instrument
that the time: demand it will be defined is hard and urgent
debate across the land by ..achers, laymen, students, and
administrators in months to come. Let that debate start now.

The Chief State Schc 11 Officers, without a single exception,
agreed to commit themselves to the educational revolution that is
now taking form.

The future of that revolution will depend on the support it
receives from the people of Americaespecially from its educators.
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5
Early Childhood and

Elementary Education

Emerging Patterns of Early Childhood Education

Enthusiasm, flux, and diversity characterize the recent cur-
riculum activity in 'the early childhood field. A strong influence
toward change was exerted by Bloom (3), Hunt (10), and othe-
researchers in-,he early 1960's who described intelligence (previ-
ously considered an invariant, innate "given") as substantially the
function oLtarly experiences. This changing concept of abilities,
coupled with societal concern over the continuing "cycles of
poverty," brought funding and fervent activity to early childhood
education.

&ginning in 1965, the massive Head Start efforts and other
lated programs significantly altered the public conception of the
. of public education. In 1966 only 30 percent of America's

'imately 12.5 million children were actually enrolled in either
nursery school or kindergarten programs; since that time the trend
has been to extend public school opportunit.es to all children at an
earlier and earlier age.

In 1968, for example, James E. Allen (1), then commissioner
of education, envisioned an education system in which

there would be available in the school district a Central
Diagnostic Center to which, at age 21/2, a child would be
brought by his parents or guardian. The purpose of the
Center would be to find out everything possible about the
child and his background that would be useful in planning an
individualized learning program for him. . . . Part of his
prescription during this period (from 21/2 to 5) would include
spending some time in, what might be called a Good Start
Center, where he would learn to work and play with children
of various backgrounds. In addition, some children would
receive specialized help.

Although we are still far from the situation described by Allen,
many regular school programs for three-, four-, and five-year-olds
are now operating under a variety of funding arrangements. Several
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states that had previously begun public education at first grade have
moved to inaugurate kindergartensa major stride ward public
acceptance of the responsibility for education of the young child.
What is more, certain statesNew York, for exampleare moving
toward the provision of universal opportunity for school experi-
ences for all four-year-olds.

State departments and local school districts all across the
nation have been deeply involved in providing ,,prekindergarten
experiences for children with special characteristicsthe culturally
disadvantaged, the migrant, and so on. With all of this activity in
a variety of settings and with advice from various groups of pro-
fessionalseducators, child development and family specialists,
psychologists, sociologists, medical and health personnelwe
shbuld not be surprised to find considerable diversity in the kinds
of programs now actually provided for children. The differences
extend across several dimensions, some of which will be discussed
in this chapter. Most developers of curriculums for young children
agree that it is vitally important to plan carefully the experiences
of the young, since the early years pass so quickly and affect later
achievement so significantly.

Functions of Early Childhood Programs

Traditionally, there were two relatively distinct functions for
early childhood centers. There were, first, supplementary pro-
grams, typified by the middle class (in fact, largely upper-middle
class) "nursery schools," which supplemented a relatively rich
home experience by providing opportunities for work and play
with peers in a group setting. Second, there were custodial pro-
grams, which had no particular concern for educational stimulation
or guided social developmeht but provided safe and healthful care
outside the home. These were especially prevalent during World
War II.

In the 60's Americans became very much aware of a third
function of early childhood programs, compensatory education.
Typified by Hr ad Start, compensatory programs focused primarily
on providing learning and experiences judged necessary to success-
ful societal participationof which school entrance was considered
the first step. Schcol readiness was thought to develop in informal
ways in most middle class homes but not at all in some "disad-
vantaged" homes.



By the beginning of the 70's the distinctions between supple-

mentary, custodial, and compensatory programs were blurring.
Although most of the activity and change in early childhood cur-
riculums in the last decade have been initiated within compensatory
programs, the materials, methods, .d innovative structures have
been quickly assimilated into many of the programs with supple-
mentary or custodial functions. Any visit to a middle class nursery
school or a suburban kindergarten will disclose an abundance of
the materials designed for use in programs for the "disadvantaged."
The current emphasis in day care is almost always either a com-
bination of custodial and supplementary for middle class children
or custodial and compensatory for low-income children. The
increasing emphasis on strengthening the family milieu and involv-
ing and guiding the parents in the education of their own young
children brings even programs for "disadvantaged" giJups out of
the category of compensatory. .atjd into closer alignment with those
labeled supplementary.

Goals of Early Childhood Programs

For the sake of clarity, three groups of curriculum planners
will be identified, although in actuality there are many subdivisions
and cross-groupings.

One group of program designers feels that the goal for pre-
kindergarten or kindergarten programs should be to provide as rich
an experience as possible for each child through activities appro-
priate to his age and stage. James Hymes (11) is perhaps the most
eloquent spokesman for this approach, which holds firmly that by
selecting materials and experiences according to what children of
a given age are known or thought likely to enjoy and participate
in with a minimum of adult manipulation, the groundwork will be
laid indirectly for the next age/stage without ever focusing directly
on it. The evaluation of program effectiveness is made on the
basis of how involved the children become within the program
in either material manipulation or social interaction. If the chil-
dren seem uninvolved, restless, or bored, the curriculum planner
for this type of program searches for new materials, new equipment
arrangements, and new experiences. If, however, the children are
busily playing with sand, dress-ups; blocks, art media, or whatever,
the proponents of this approach are satisfied that their intentions
for programming arc well met.
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A contrasting group of program planners takes into account
very directly the demands that children will encounter in ensuing
years. The designers of the 'Academically- Oriented Preschool,
Carl Bereiter and Siegfried Engelmanti-(2), typify this point of
view. They discount the value of child-selected play-oriented
activities, however involving they may be to the child, and con-
centrate instead on using the most direct means possible to build
competency in academic areas of reading, arithmetic, and language
in preparation for the demands of elementary school. The evalua-
tion of the program is based on how successfully children evidence
a command of the competencies necessary for elementary grade
achievement. Although this programpackaged in commercial
form by Engelmann as Science Research Associates' DISTAR
programwas designed for the "disevantaged," it has had some
direct influence on curriculum for children in advantaged circum-
stances as well.

Planners in the third category are also very concerned with
the demands of the next stage but focus on developing prerequisite
skills, vocabulary, and attitudes rather than on actually teaching
academic skills at the preschool level. These designers often
include "free play" periods in the daily program, but during these
periods teachers focus their attention on engaging individuals and
small groups in skill-oriented games and activities. The choices for
activity are arranged to ensure that children will have expetLnces
in visual and auditory discrimination; manipulation of number and
word forms, classification, development of vocabulary, and similar
pursuits. Proponents of this approlch are dubious that the chil-
dren's own choice of activities :would provide sufficient conditions
for optimal learning without effort on the part of the teacher to
construct and/or select appealing games and activities to. accom=
plish specific objectives. In this situation, the curriculum will often
also include some whole-group sessions in which puppets, pictures,
films, games, stories, and learning exercises are used to further
concept attainment, perceptual-motor development, listening skills,
vocabulary development, and the like. The curriculum is designed
to add gradually to what the child knows and can do within a
relatively child-centered and noncoercive setting. The objectives,
for each child are formulated in terms of building attitudes
(e.g., task persistence, attention, achievement motivation) and
specific skills or knowledge thought to be prerequisite to successful
school participation.
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These three general types of curriculums might be considered
anchor points on a continuum upon which most (arty childhood
curriculums could be placed according to their degree of direct
concern with preparation for later-school experiences.

Specificity of Objectives in Early Childhood Programs

As one would anticipate, there are concomitant differences
among the three groups of planners along another dimension
the degree of specificity of curriculum objectives. Whereas most of
the second group and some of the third would feel it essential to
specify in operational terms the expected educational outcomes of
their programs, the first group would be more likely to emphasize
the overall arrangement of facilitating circumstances while avoiding
any predetermination of what and/or when particular !earnings will
occur. This difference among groups of program planners is well
illustrated by the statements of Parker and Whitney (16), in which
they contrast their own Discovery program with other early child-
hood programs. The Discovery progra7.- said to have 1,800
specified behavioral objectives keyed to erials and learning
experiences. Parker expresses amazement and distress that in re-
viewing hundreds of other early childhood programs he learned
that most did not have an operational statement of their curriculum
did not, in fact, have a written curriculut:,

There are several possible reasons. Sonic programmers are
perhaps by personality and personal philosophy more comfortable
in considering their goals in less precise terms. Although lack of
precision renders goals less easy to attain, they feel that to formu-
late narrow objectives would lead them away from their preferred
holistic style of perceiving children's development.

Ot-ters who are unlikely to focus curriculum on specific objec-
tives are influenced by the belief that if children are given choices
of a variety of play situations they will become involved in the
manipulation of various objects and media in ways thr may be
quite unpredictable but highly beneficial in laying the groundwork
for later formalization with full comprehension. When adult-
imposed objectives are stressed at this age level, they feel, the
result is only parroting or mimicking by the children. ' a per-
sons often base their-beliefs on the concepts of Piaget. Although
they might agree that it will not harm the child to be involved in a
curriculum focused on accomplishing specific objectives and that
it may indeed be necessary to arrange direct instruction toward
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specific goals in areas of diagnosed deficiencies, they doubt the
lasting efficacy of these procedures. They would instead concur
with Kohlberg (13), who elaborated on Piaget's ideas and con-
cluded that limited specific training cannot replace the Inassive
general types of experience accruing with age. They prefer a
relatively nonfocused program to bring "preoperational" children
into contact with materials providing rich multisensory experiences.

Methods and Strategies in Early Childhood! Programs

There arc striking differences in the extent to which program
planners are willing to predict the appropriatg_mOthods for all
children or even- for subgroups of children. Some published cur-
ricular models come equipped with what could be considered
nearly "teacher-proof" directions, carefully prescribing sequences
of utterances and actions; others supply only a basic philosophy,
general guidelines, and a series of resource publications or inservice
programs from which teachers must design curriculums to fit their
children as they go.

Admittedly, we know far too little about providing teachers
(let alone the children in their classes) with the optimal balance
of structure and flexibility to allow their potential to emerge. One
does not have to look far to see evidence of the kind of teaching
that leads administrators to seek "teacher-proof" materials. The
problem with these materials, however, is that 'hey may also be
proof against the development of teachers who can take advantage
of the learning potential of a particular situation for a particular
child. Weikart's (18) curriculum model comparisons led him to
conclude that a program involving daily planning and evaluation on
the part of the teacher. is more effective than a program lacking this
participation_by the teacher.

The last few years have provided an interesting array of
teaching strategies for early childhood. These are quite well rep-
resented in the Office of Child Development's planned variation
program (12), which is designed to provide information about
the impact of various preschool curriculums on Head Start children.
The study includes systematic evaluation of the following models:

The Bank Street College model, a developmental approach
providing both group and individual activities and much
opportunity for children to investigate objecm and explore
materials freely. Explorations are interrelated with func-
tional and expressive use of language.
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The behavior-analysis model, using systematic reinforce-
ment procedures and programed materials in reading and
math.

The Academically-Oriented Preschool model, providing
structured sessions and programed materials to produce
achievement in concepts and operations ;11 ,reading, arith-
metic, and language.

The cognitive model, based on Piaget's theories and pro-
viding (a) activities to help children develop abilities to
think about physical and logical relationships, (b) active
teacher involvement in developing the program, and
(c) home cooperation.
The pragmatic action-oriented model inspired i he
British infant schools, attempting to provide a flexib: cut -
riculum and schedule and to fashion classroom ci .-
ments responsive to the individual needs of children ,
the equally individual talents and styles of teachers.
The Institute for Developmental Studies model, emphasiz-
ing concept formation, perception, language, self-image,
and social-emotional growth through individualization,
continuous teacher assessment, and work with small groups.

The Florida Parent Education Model, using a mother from
the local contmunity as a parent educator who visits parents
at home an presents them with weekly tasks and also
assists in the classroom.

The Primary Education Project Model, which provides an
individual progress plan for each child, allowing him to
work through finely graded curriculum sequences emphasiz-
ing basic skills and concepts.
The Responsive ,Model, which encourages (. sildren to
explore and find answers from people and from responsive
materials and rquipment.

The Responsive Environment Corporation model, which
uses specially designed learning materials and educational
technology (e.g., a teaching machine that reads to children)
within a flexible classroom structure.

When centers adopt program materials, games, particular
curriculum sequences, perceptual-motor training series, packaged
units of instruction, learning devices, and so on, the teacher is
consequently cast into particular roles. With the diversity of
approaches represented in the field of early childhood today, the
buyer or adopter should give thought to the compatibility of
curricular materials with desired teaching methods prior to acquisi-
tioa or commitment.
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Decision Making About Early Childhood Programs

Choice of the program to be adopted or developed should
ideally be based on the capabilities and preferences of the teachers
to be involved and on the assessed needs of the prospective learners.
For example, if the children are known to lack language compe-
tency, a language progr., focused on their specific needs would
be justifiable, but there would be little justification for using the
same program in a situation where young children come to school
with rich and varied verbal competencies; a high:, trueturcd, pre-
sequenced pre =' -am would certainly be a more reasonable choice
for an inexperienced or untrainr,1 teacher than for a creativ, ,

capable, and experienced one.
In addition to attempting to match program objectives and

local capabilities and needswhich is far more difficult than one
might suspect, despite the wealth of available curriculum materi-
alsdecision makers should ask themselves the following questions
when examining an early childhood curriculum:

To what extent does the curriculum prescribe the appro-
priate times for certain kinds of behavior?
How much variety does a child encounter in terms of
equipment, settings, peers, and teachers?
To what extent is accommodation made for individual
diversity in behavior and progress?
To what extent does the curriculun1 permit encouragement
of and respons!veness to child initiations and explorations?
To what extent are child encounters simplified and se-
quenced (as contrasted with encounters of unaltered com-
plexity)?

What motivational strategies are used?
To what extent does the curriculum accommodate or
encourage the teacher's drawing comparisons for chil-
dren between novel stimuli and their own previous personal
experiences?

Stating these questions is in no way meant tf, 'inply that there is
a proper.answer to each one. Programs must st, ; be based on some
educated guesses as to what conditions will fulfill broad goals
for children from various experiential backgrounds. For example:

Provision of a healthy and safe setting
easily accessible facilities and/or provisions for physical
needselimination, thirst, hunger, rest, activity



Regularity in the daily pattern of snack, rest, outdoor play,
story, and similar program offerings, but with a minimum
of coercion to participate in these activities
Considerable space and/or time where there is a minimum
of adult restriction on exploratory and motor behavior
Diversity of materials and equipment' that (a) provide
opportunity for manipulation and experimentation, (b) pro-
vide for multisensory experiences, (c) are "responsive" in
that the child receives some information as to the effective-
ness of his actions, and (d) can be used autonomously with
a minimum of adult assistance
Frequent positive recognition of individual accomp:ish-
ments or characteristics via verbal comment and/or non-
verbal expression
Frequent adult verbal interaction with individual children
about their activities, which should include relevant com-
parisons between current encounters and prior experiences
Change in equipment and .materials, adults, and peers
encountered as program progresses
For children with diagnoses developmental deficiencies,
specialized programs (direct instruction, special facilities,
simplified and/or sequenced encounters) designed for a low
ratio of children to adults
Visits to other settings in very small groups with adults
who can demonstrate and verbalize about salient charac-
teristics of the new environment.

Anyone involved in the selection or evaluation of early childhood
curriculums should forniulate a similar set of guesses, discuss them
with others knowledgeable in the area, and observe and examine
curriculums to see how and why they agree with or deviate from
these guesses. There is still no consensus among educators as to
which is the "best" of the many approaches to programming for
young children.

The experience of the last few years in compensatory educa-
tion has indicated that it is far from easy to make meaningful and
lasting changes in a child's level of performance. Although many
programs show gains in IQ of 10 to 14 points on the Stanford-
Binet or comparable tests after a year of early intervention, these
gains are dissipated after a year or morerof nonintervention.

It is of interest to note that some of the programs including
heavy components of parental involvement in a total intervention
effort were relatively successful 'n maintaining effects. Both the
Early Training Project of Peaboo, s DARCEE program (8,9) and
the Weikart program (18) in Ypsilanti;-Michigan, engaged the
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parents in working toward educational objectives and found test
scores of the youngsters involved still higher than those of control
groups at the end of third or fourth grade. There would seem to be
-substantial empirical precedent as well as popular appeal and
logical consistency in the conclusion of the 1970 White House
Conference on Children that a top national priority should be
"comprehensive family-oriented child development programs."

A variety of parent involvement designs are currently in
operation. Community-controlled programs probably ensure the
highest degree of commitment and concernalthough perhaps
not necessarily the greatest potential for changing parent behavior,
should this be an objective. In some situations, home visitors
(professional educators, social workers, or paraprofessionals who
have received special training) coordinate home and school efforts.

Elsewhere parental participation is arranged through paid or
voluntary classroom participation, through arrangement for parallel
training and/or social activities within the school setting, or through
distribution of a series of "take-homes" intended to enlist parental
support and aid accomplishing educational objectives. A
program for young ;Idreii that does not have some provision for
either receiving guidance from parents about their concerns or
for enlisting parental support for the concerns of the school is
likely to be missing out on a component of the total curriculum
of the young child. The finding by the evaluators of Sesame Street
that children whose parents watched the program with them
gained more than those who watched it by themselves is simply
another confirmation of the value of parental participation.

The assumption of public responsibility for some aspects of
the young child's experience should not be thought of as parental
abdication of responsibility, but rather as the sharing of respon-
sibility among the child's parents, siblings, other relatives, com-
munity, and school. The special equipment and experiences
facilitating learning are finding their way into homes through
television (Sesame Street style), educational toy lending libraries,
mobile preschool units, program "take-homes," and home educator
visits. The distinctions between home learning and school learning
are gradually fading at the early childhood levels.

Summary

There has been enthusiastic activity in arranging varieties of
programs for the nation's young children over the past few years.
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Old ,classifications and expectations have in many respects given
way, but there is little consensus to date on such matters as the
nature of the goals of early education for all children, the desirabil-
ity of specifying objectives in operational terms, the most effective
methodologies, or the characteristics of the "ideal" early childhood
prograM for any given educational purpose. Perhaps one of the few
areas of consensus will .for some time continue to be thc belief in
the value of continued searching and questioning regarding optimal
experiences for the young.

Emerging Patterns of Elementary Education

Deliberate efforts have been made in most of our schools to
keep them close to the people. We continue to struggle with ways to
solicit greater public understanding of and involvement in the work
of thc school. Administrators concerned with elementary education
are constantly bombarded with questions: "What are children learn-
ing?" "What do elementary school children need in order to achieve
in secondary school?" "What knowledge is of most worth?" "How
can education affect the lives of people in more penetrating ways?"
These questions are illustrative of our concern for keeping educa-
tion alive and for having it make its maximum contribution. Unfor-
tunately, we know much more about quality elementary education
than we currently practice. There is a kind of crisis confronting
elementary education today, suggesting the great need for overhaul-
ing many practices, curtailing some trends, and recharting the
course.

The complex social problems of our time have increasingly
found their way to the schoolhouse door, piling mammoth burdens
upon the education system. These burdens have ranged .from the

Wadministration of meat stamps and gas coupons during World War
II to the current efforts to deal with drugs, school-related suicide,
and delinquency. Today we also find the schools concerned with
major problems of racial integration. In a way, the fact that major
problems have been turned over to the schools is indicative of the
continuing vitality of the school system. The schools have not
shirked their responsibility as service agencies as well as learning
centers. Yet.the result has been one of the continuing problems of
education--lack of clarity about the central purpose of the school.

Over the years we have seen many new programs, new
emphases, new materials. As they have appeared, disappeared,
and reappeared, they have left a stockpile of practices that can be
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thought of as appropriate and sound. Persisting concerns that have
stood the test of time are needs, values, and creativity; today these
may be seen as the major strengths of many elementary education
programsprograms based on the needs of the people, guiding
children to develop' value systems, and emphasizing the creative
process and its dynamics.

Out of the numerous attempts to state the basic purposes of
the school, there has tended-to cmerge as a primary purpose that
of helping each individual to develop and maintain his potential.
This powerful statement of philosophy can give direction to our
programs. It is more than an abstraction; it is an aspiration!'

Emerging Patterns of Curriculum

Rather than review the extensive literature concerning specific
projects, programs, and developments, we prefer to highlight the
major emerging emphases that seem to be giving focus and direc-
tion to elementary school curriculum work.

Clarification of Curriculum Theory. One of the profound de-
velopments of recent years has been the increased emphasis on the
importance of a rationale or design for the development of curricu-
lum. The work of Herrick and m?ny of his graduate students, like
the work of Beauchamp, has stressed the importance of curriculum
theory and its concern with new insights. Such developments have
provided a new focus for the curriculum field, giving curriculum
decisions greater prominence and greater internal consistency. The
teacher is still recognized as curriculum decision maker, but the
process is no longer a casual one. It is hoped that the teacher is
making such decisions in terms of some logical construct, based on
the question, What do we believe are the essential elements of a
theory that gives meaning, consistency, and specific direction to
the curriculum?

Development of a Variety of Curriculum Projects. Since
Sputnik, a number of curriculum projects, sponsored by univer-
sities, foundations, and agencies, have been developed for various
subject areas. These projects form a new foundation for the
curriculum field. Eisner (5, p.1) states, "These projects are
important not only in their own right, but also because they provide
the necessary conditions for building the empirical foundations of
the field of curriculum."

Certainly the various projects have demonstrated the neces-
sity for updating content, for seeking the advice of specialists, and
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111
for developing greater insight into the structure of each_of the
disciplines. Yet their impact upon effective and efficient curriculum
practices is questionable. In many cases they lead to greater
specificity of content and more concentration upon textbooks,
workbooks, and ready-made materials. In some cases the emphasis
is on process, but the child's application of the process to local
problems, local-conditions, and local understandings is limited or
nonexistent. The emerging pattern generating the most optimism
is the tendency for local groups to study existing projects and pro-
grams and to remake their own tentative guide or plan. Encour-
agement should be given to local groups to study, evaluate, and
experiment with proposed new projects. Opportunities should exist
for local people to develop extensive background and expertise in
these innovations.

Clarification of Objectives. Increased concern is being shown
for the cognitive development of children. There are those who
believe that the elementary school exists primarily for this dimen-
sion of an individual's growth. The current emphasis on behavioral
objectives resulting from cognitive learning reinforces such a point
of view for many people. Too many leaders seem to be emphasiz-
ing cognitive objectives to the exclusion of affective or psychomotor
objectives. Emphasis on cognitive behavior is not new. Leaders
in elementary education have long been concerned with modifying
the behavior of children, but this concern has assumed even greater
importance today. The emphasis on behaviorally oriented objec-
tives resulting from cognitive learning leads to more precision in
identifying content.

We face In important dilemma. As teachers specify objectives
within a single content area and work primarily for such objectives,
they run the risk of forming major gaps in a child's growth. Objec-
tives must be considered in terms of particular children, rather than
in terms of particular subjects. A more penetrating course of action
would be for each school faculty to recognize the needs of the
particular school and then attempt to formulate purposes to be
achieved for a particular group and/or individual. Methods of
achieving purposes would then include opportunities for each
discipline to contribute to development in other disciplines. Learn-
ing to FeelFeeling to Learn (14) and Freedom To Learn (17)
are current titles that see objectives as universal and that suggest
the interrelationships of various curriculum areas. Teachers are
providing rich experiences for their particular groups of students
by drawing from a variety of disciplines.
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On the one hand, there is the curriculum pattern that is highly
structured, highly organized, and highly subject-centered. On the
other hand, there is the tendency toward a curriculum that begins
with concerns of the learner and involves a multisensory approach
This is a far more human approach. We-look,>feel, exhibit, try out,
explore, communicate, and learn in many ways.

Renewed Focus on Learning. Teachers are increasingly rec-
ognizing that children learn in many ways, that many resources are
useful in facilitating learning, and that many of these resources
are available locally. Out of the materials dealing with learning
has come the idea that learning is an active process and that total
involvement of the learner is imperative. Teachers now recogniZe
that children learn at different rates and that they do not all start
from the same place. Individualization of instruction has become a
prominent concept in curriculum circles, and teachers recognize
the importance of this concept as they conceive i. he curriculum.
More and more teachers are realizing that learning is a multisen-
sory activity and that youngsters need to feel, hear, move, con-
struct, listen, and dramatize as they engage in learning activities.

This realization has contributed to renewed prestige for such
areas as art, music, dance, physical education, home economics,
and industrial arts. A variety of pilot studies have underscored the
importance of these areas as sources of rich !earnings for many
children. There has been a nationwide surge of interest in ele-
mentary physical education in recent years, and exciting things
are happening in schools around the country. For many years the
physical education curriculum was limited primarily to games,
sports, conditioning activities, and some folk dance. Now there
is momentum for structuring the physical education curriculum
around basic movement, whereby a child can be helped to manage
his body in many different situations. The trend is away from
isolated activities and tow.arcl a comprehensive developmental
program with basic movement as a core, facilitating achievement,
a sense of belonging, and involvement. Teaching methods empha-
size the interrelationships of movement experiences with other fields
of knowledge and skills. Out of physical education may come
vocabulary building and reading, as well as illustrations of science
or social science concepts.

The same type rof development is occurring in both art and
music. Increasingly we are recognizing in the elementary school
that these areas are not isolated within theniselves but are useful
as a means of helping people to communicate ideas in a variety of
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ways. For example; out of work on pollution can come a chant,
a song, a dance, or a dramatization, followed by careful analysis
of the multiple scientific and social concepts related to pollution.
Learning becomes exciting, and children develop new interests and
perceive new dimensions of knowledge from their learning ac-
tivities.

Curriculum Design. In Curriculum for the 70's: An Agenda
for Invention, Arthur W. Foshay (7) calls our attention to three
curriculums operating in our schools: Curriculum I is the formal
academie offering; Curriculum H has to do with social develop-
ment; Curriculum III concerns self-development. If we would
break down the barriers between these three curriculums and
think increasingly of the school as a humanizing agency, this
analysis could provide for an important extension of our curriculum
activities.

Curriculum I, the formal academic offering, consists mainly
of school subjects organized around the disciplines they represent.
As Foshay indicates, this curriculum connotes a cool, detached,
objective,version of what it means to be a human being.

The, latent curriculum, Curriculum II, has to do with the
nature and function of authority in life, with the problems of
preparation for making one's own decisions, and with social devel-
opment in general. Most curriculums do not fulfill their obligation
to enhance the social development of the individual. The lack of
reality in the social studies curriculum is quite apparent on the
present scene. Our schools need very much to offer more oppor-
tunities to help children grow in human understabding.

Self-awareness and self-development, Curriculum HI, has
been neglected. Persistently we find art and music being taught as
isolated areas of the curriculum. Dance is often separated from
the work in physical education. Self-awareness could provide an
entirely new ingredient for helping the schools modify the basic
behavior of children.

Now is the time for administrators to look at the curriculum
of the elementary school in a more analytical mariner. No longer
is it appropriate to raise the question, "Should the school teach the
children to read, to quantify, or to understand the heritage of our
culture?" Thoughtful administrators have long recognized the
importance of these components, but perhaps we have been too
busy with isolated fragments of the schoolnamely, reading,
arithmetic, geography, and historyto concern ourselves with the
massive Interrelationships among these areas of content. There are



probably few children who do not wish to learn to read. There are
probably few children who do not want to become responsible.
But all children need help and guidance. Teachers need sensitivity
and direction. These needs give direction to overall curriculum
design.

Educational literature' has been spotty. There 'lave been
curriculum movementsthe "activity" movement, the "unit"
movement, the "project" movement. Each of these is good in its
own way; each has something to offer. But at this point what we
need is a penetrating look at every child in terms of how best to
develop competencies that help him to become more human, to
assume some responsibility for his role in today's world, to see
meaning in today's life. We must help our youth develop respect
for their world and develop their'individual maturity and security.

Emphasis on Esthetics. Chandler Montgomery, in Art for
Teachers of Children (15), places great emphasis on esthetics.
He says that producing art is not the aim of his approach. Rather,
the aim is to develop an appetite for what is lively, vivid, and
personally felt. The teacher who has lasting effects on children
must have deep roots in experience if he is to bring the distilled
quality of his living into productive relationships with children.

Many teachers today are, concerned with trying to generate the
esthetic outlook in their students. This outlook appreciates the
beautiful as distinguished from the moral and the useful. The
concern is with the individual's esthetic experiences, with his own
active doing process rather than with comparisons of his products
with those of other children or with a "standard" for a given age
group. Administrators need to make itAncreasingly acceptable for
schools to provide opportunities for children to engage in meaning-
ful and vivid activities that foster esthetic qualities, thinking, and
valuing.

Relevant Content. Van Til's article, "The Key Word Is,Reie-
vance" (19), made quite a case for relevant content selected on
the basis of the social realities orthe student's environment. There
is no substitute for knowing the learner as an individual. Many of
the current activities in the curriculum field seem to crowd out
this process.

Evaluation in Curriculum Practice. Mere and more current
developments in curriculum planning have their roots in evaluation
activities.

Evaluation may be thought of as providing a basis for curricu-
lum planning. It is more than testing; it is more than meas-
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urement. There are those who tend to place-evaluation in a
terminal position rather than to conceive.of it as a vital part
of the entire educational activity. It is proposed that evalua-
tion might well become the antral ingredient around which
the work of curriculum planning, emerges.

The process of evaluation is the same whether it serves an
entire school faculty or the individual teacher. The faculty
may use this process in planning ways of improving the
program; the individual teacher may use it as she studies a
group of children and plans ways of helping them. It is also
the same process for an individual teacher who works with an
individual child to determine his weaknesses and charts ways
of helping him to overcome Ahem. Evaluation makes it pos-
sible for one to describe or summarize status at a given time.
This seems vital as a basis for making judgments as to future
changes which are needed. This is essential in curriculum
planning. (6, p. 495)

Efforts to diagnose an individual's status, to determine needs,
and to involve him in meaningful learning experiences have an
evaluation base. Evaluation is no longer a terminal enterprise.
Evaluation is ongoing and continuing; in its most effective role it
is an initial facet of curriculum planning. Extensive efforts at
formulating "prescriptions" for learning are based on evaluative
efforts. Evaluation needs the attention of administrators.

As teachers become increasingly alert to individual children
their anxieties, fears, worries, concerns, interests, and participation
they attempt to secure more and more evidence concerning each
one's status. Self-evaluation activities hold much promise for
letting teachers view a child in a more comprehensive manner.
Perhaps our greatest hope is for evaluation that is extended over
a period of time and that makes more valid judgments concerning
one's programs.

Emerging Patterns of Organization

Leaders in elementary education over the years have been
impressed by the importance of the learning environment. School
organization has been a matter of concern to many during recent
years. Numerous organizational models have arisen out of 'the
concern for providing organizational features that offer greater
flexibility and enhance learning. The Dual Progress plan imple-
mented in several schools demonstrated that organization could
be modi&d significaatly without detriment to the quality of stu-
dents' learning or growth.
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In the early 1960's, there was a great debate concerning the
relevance and value of the self-contained classroom: The debate
often resulted in modifying the structure as an attempt not only
to make education more relevant but also to make better use of
school personnel. The nongraded school has long been advocated
as an important organizational plan. There arc probably as many
versions of nongradedness as there arc schools with such a label.
The concept of team teaching likewise has emerged as a means of

better using teachers' competencies and of developing greater
flexibility in the work of the school. The focus should be placed
on "team planning" as much as on team teaching. Multi-age
groupings, too, have certain desirable features, when they arc
based on careful screening, assessment, and status identification.
More recently, many have advocated the "open" school in which
there are many centers of interest and in which children can work
in their own -manner using whatever resources the school has to
offer.

It would be difficult to endorse any or these plans as "best."
Yet we know-that the organizational structure of the school affects
the potency of its program. Organization should be a function of
purpose. Schools should seek those organizational qualities that
make possible the realization of the purposes they seek. Movable
walls, adjustable furniture, flexibilty of schedule, lack of rigidity of
time, and-more openness in space are laudable qualities. Perhaps
elementary schools should not be saddled with one organizational
scheme but should draw from the entire available list those orga-
nizational factors that enhance their purposes. Selection of orga-
nizational pattern on this basis returns us to the importance of
continued planning on the part of the faculty,as a mc:ns of fulfilling
the requirements of the educational program, as opposed to using
an organizational scheme that is fixed, specific, and maintained at
the cost of other purposes to be achieveu.

Conditions in many schools create organizational blocks.
Older buildings with fixed structures pose numerous problems for
administrators seeking to promote flexibility. On the other hand,
in newer buildings with open space there can-be many barricades
which teachers have constructed to "fence themselves in." Many
of the more traditional schools still have a library period or a
physical education period or a music period scheduled on a highly
organized basis in complete isolation from the balance of the
program. Such rigidity in organization poses major hazards to
the instructional program. The newer arrangement is to have a
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multimedia center, providing books, phonograph records, films,
filmstrips, television, radio, and reference materials of all kinds
in one central location. The center, which becomes a kind of core
for the school, is characterized by diversity of materials, flexibility
and openness of space, and availability to the children.

It is too bad that a fluid organizational scheme allowing for
4;ontinuing modification in terms of purpose has not emerged.

ne requirements for effective organization are daily faculty assess-
ment of program needs, daily planning, and maximum utilization
of both faculty and space. We need a school plan with much time
for planning and conferring among teachers, special services
personnel, and administrators. The administrators who advocate
a four-day teaching week with a day for planning may well be on
the right track.

Emerging Patterns of Instruction

The individual child is more clearly in focus in instructional
activities today than ever before. It may be that the typical school
has at last found the child. Today's teacher appears to know more
about each child than ever before. School records, although still
grossly inadequate, contain important information about the indi-
vidual, his home and family, his interests, and his status. It could
well be that much or this- knowledge is not used adequately, but
it is a start in planning for an individual.

Teachers are making increasing efforts to individualize in-
structional procedures. The diversity of materials now available
in our schools makes such efforts possible. Abundant materials
have been developed in recent years that enable children to engage
in exploration and discovery, sharpen their ideas, and communicate
them in their own way.

The concept of exploration is an exciting one. Providing
dynamic Qpportunities for exploration "turns on" the student and
promotes automatic involvement. Exploration occurs with "things"
an idea, a book, a situation. In the child's response the teacher
has a great opportunity to observe his status, perceptions, and
work habits, as well as to find clues to fruitful further learning
steps. To be sure, no discoveries are made Without exploration.
The elementary classroom is becoming more and more a work
center, a learning center, a problem- solving center, offering children
opportunities to work in multiple ways with many materials.

97



Conceptual systems arc now identifying relationships among
complex and interacting disciplines and/or areas of content.
Teachers arc increasingly using nstuctional procedures based on
large concepts in contrast to the kind of instruction -that only
dispenses factual material isolated from a meaningful settins.

Although evaluation was emphasized p.S an element in cur-
riculum practice, it also comes into focus in relation to instruction.
Evaluation has become a central element in instructional practices.
Evaluation of teaching has been employed at all levels of the
instructional entevrise. Testing is but one element of the evalua-
tive operation. Observations, listening, and analysis of student
work are becoming prominent in evaluation nutterials. More
important, a child's progress is used as a basis for assessing his
studies and, therefore, as a basis for planning his program.

Among-thf: instructional practices conspicuous in our schools
arc the following:

1. Greater concern for firsthand experiencestrips, walks
around the block, discussions with re ours people.

2. Greater diversity of instructional materials, art supplies,
books, and references; a variety of science equipment, tele-
vision, tapes, phonograph records.

3. Greater emphasis on esthetic experiencespainting, music,
dance, dramatics.

4. Greater attention to enrichment e)?eriences drawing from
the arts, science, dramatics, and field experiences.

5. Greater acceptance of technology and of using products of
technologytelevision, audiovisual materials, computers.

6. Greater concern for coin; .heasive evaluation employing
many sources of data, formal :rad informal.

Instruction now takes place in many ways and at varying rates,
using a diversity of materials. Moro teachers than ever before
seem concerned with finding ways to f-xilitate learning.

The emerging instructional pattern of the recent decade has
centered around the; concept of humaneness. As Combs (4,
p. 174) says, "Wht.t makes people human are matters of feeling.
beliefs, values, attitudes, understanding. Without these things a
man is a nothing."

Learning has two phases: the acquisition of new knowledge
or experience and the discovery of its meaning Attempts at
curricuk..; refinement often overemphasize the I., -nation side
of the leaning equation. Instruction must help us t.. 3ring about
greater balance. Teachers whe see themselves in essentially posi-
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tive ways, who perceive themselves and their world accurately and
realistically, and who develop deep feelings of identification with
other people, should be able to draw on such qualities for instruc-
tional procedures.

Directions for the Future

Our elementary schools are not as they should be or as they
could become. Our programs are often ineffective, and our instruc-
tion often misses the point. Administrators could well ask, "How
do we help people to live better? How do we plan educational pro-
grams that respect the dignity of people and provide opportunities
for them to know themselves better, to interact with their peers
more effectively, to develop dreams and hopes and aspirations, to
enhance their thirst for knowledge, and finally, to develop the
qualities that make for democratic living in a well-ordered society?"
There are no formulas or prescriptions. But there are aspira-
tions and wishes. A promising development could be the open- .

access curriculum. Another could come with freeing the capacity
to learn and rccognizing human variability in learning. In all these
lovely phrases we see the essential ingredients of faith in oneself,
faith in people, faith in tomorrow, and faith in human dignity.
After numerous philosophical statements about the structure of
knowledge, organizational patterns that foster learning, and rele-
vant methodology, the essential questions remain: What turns
people on? What challenges and stimulates individuals? What
motivates them to want to become all that they can become? As
one wrestles with such questions, the following "shoulds" for the
elementary school of the future seem of high priority:

1. A school should be inviting, attractive, and stimulatinga
place where children like to be, a place where each can find
himself.

2. A school should be staffed with adults who care. The
school needs people who are open, responsive, imaginative,
and sensitive to the young and to their parents.

3. A school should have a storehouse of raw materials, to be
used for creating and communicating ideas.

4. A school should recognize that it exists in today's world
and should analyze, study, refine, and understand today's
people, resources, and problems.

5. A school should be cognizant of its community, which
should be a library and a storehouse of problems, cultural
heritage, and vast interrelationships and interdependencies.
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6. A school's faculty should recognize that knowledge is
unfolding daily, to be understood, to be interpreted, to be
used. The newspaper, the news broadcast, the events of the
day, the movies should all find their place in the modern
school.

7. A school should provide its students with opportunities to
share their talents an to provide social service to others:
the aged, the young, the sick, etc. These experiences should
begin at an early age.

8. A school should make it possible for students to be respon-
sible for their activities. Assuming responsibility contributes
to personality development, to citizenship practices, and
to value education.

9. A school should make it possible for students to discover
latent competencies, to find out "what I can do." To paint
a picture, to participate in a dance, or to create a new set
of relationships provides security and maturity. Each day
should contribute to the student's stockpile of competencies
and to his own feelings of adequacy.

10. A school should provide opportunities for each child to
realize his own power; to identify progress; to verbalize his
Emitations without fear; to accept his status as a bench-
mark of adequacy, a basis for continued learning, and an
clement of positive mental health.

11. A school should be led by an administrator who is sen-
sitive to people, sensitive to learning, skilled in leadership,
and comfortable with change.

This is what school is all about. Those who are preoccupied
with this or that body of content, type of school organization, or
piece of instructional gadgetry miss the point. Let us not become
so engrossed in the trivia of our profession that we lose sight of
the dynamics of our opportunity. To help people live better, to help
people communicate with greater clarity, to help people strive for
something, to help people help themselvesthese arc objectives of
the highest order. They require neither massive legislation nor new
sources of money. They reflect a deep commitment to basic human
values and the recognition that the school is the one agency in
our culture best prepared to nurture humaneness, to foster growth,
to develop competencies, and to enrich life.
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6
English Language

Arts Education

The past decade has seen a continued search for clarification
of English as a subject for study in schoolsclarification that estab-
lishes proper priorities, that specifies concretely what the English
teacher is to do, and that increases opportunities for developing
good sequential programs from elementary grades through high
school to college undergraduatq levels. In major experimental cur-
riculum centers throughout the country, a numbcr of models for
the curriculum in English are under study. In at least one center,
the model is a language-based curriculum, and composition and
literature are treated as the two highest and most artistic manifesta-
tions of language; in a second, separate but related strands of lan-
guage, literature, and composition are being organized into a K-12
sequence. Another popular modol is the literature-centered curricu-
luni, with the sequence based on the reading of particular works and
with study of writing, speaking, and language growing from reading
and discussion. Also receiving attention, especially at the elemen-
tary level, is a curriculum emphasizing cognitive processes, the
mental operations involved in reading and in the uses of oral and
written language. These and Other models are being tested con-
tinually. In the next few years experimentation with many patterns
of organizing instruction in English rather than the adoption of any
uniform national pattern will probably be evident.

Despite the diversity in approach and sometimes in definition,
curriculum builders now widely accept certain principles. Primary
is their recognition that English instruction involves both content
and skills. Regardless of emphasis or approach, curriculum leaders
today agree that the teaching of English is concerned with the con-
tent of literature, language, and composition (i.e., the principles of
rhetoric), and with the supporting skills of speaking, listening, read-
ing, and writing. In most programs, skills are developed as the
content is explored.

To overstress the skills of English to the exclusion of its con-
tent places an almost insurmountable barrier between elementary



I and secondary programs and provides no intellectually valid context
for teaching skills. For example, when the teaching of reading is
overstressed during elementary years, it can too easily slide into a
separate program alienated from other English instruction and
organized without commitment to any content. On the other hand,
overemphasis on the content of language and literature, especially
at the secondary level, can lead to the neglect or even the abandon-
ment of either reading skills or the uses of oral language.

Though imbalances are possible in either content or skill, a
curriculum limited to the teaching of skills may create greater
dangers. Since the teaching of reading, writing, speaking, and listen-
ing is quite properly the goal of genefal education, everything
contributing to this goal can be regarded as "English"; and every
teacher can be regarded as "a teacher of English." Such a view ex-
plains attcmpts to stress the basic processes of communication in
teaching in all subject areas, but it also may partly account for the
insufficient emphasis on specialized preparation in English. Elemen-
tary teachers, for instance, who spend 40 to 60 percent of their
time teaching skills embraced under the general tcrm English, spend
only 8 percent of their preprofessional course time on preparation
for this task (17, p. 96). Faulty preparation to teach content, as
well as skills, also contributed to the findings reported in Robert C.
Poo ley's three-year Wisconsin study of K-12 English programs that
few planned literary experiences were introduced between the
end of grade 3 and the beginning of high school. In the absence of
any concern with literature, elementary teachers stress reading
almost exclusively as a set of skills. Once children become inde-
pendent readers after the primary grades, reading becomes only
practice to maintain or improve efficiency and a means to gather
information in other content fields. It is important that all reading
and study skills needed by children be carefully taught; it is no less
important that the content of English receive necessary attention.

To rejuvenate awareness that English is a content subject as
well as a skills subject is one of the major aims of the profession's
current efforts in curriculum. An awakening to the integral relation-
ship of the two parts of English is directly related to new under-
standing of concept development and the psychology of thinking.
In proper balance, skills and content should help lead each stu-
dent to use language effectively and to find in literature a storehouse
of human understanding, as well as extend each individual's knowl-
edge about laguage, literature, and composition.



Emerging Concepts and Applications
in Teaching Language

No aspect of English is changing more dramatically than the
teaching of oral and written language. Insights into the nature of
language and language development of children have modified our
basic perceptions about the content that we teach and how we
should organize instruction.

In the past, many teachers taught English as a series of sepa-
rate subjects: reading from 9:00 to 9:20 A.M. and spelling from
11:00 to 11:20 A.M., or literature on Monday, grammar on Tues-
day, and composition on Thursday. They failed to see that the
processes of reading, spelling, speech, and applying usage and
grammar are bound together through an awareness of basic lin-
guistic processes. Teachers strengthen the entire K-12 sequence
when they relate its various parts to a central view of language
study.

The field of reading can serve to illustrate how language is a
major consideration in everything we teach. New programs in read-
ing are based not only on physiological, psychological, social, and
experiential factors, but on linguistic factors as well. In teaching
children to read, we are newly aware that we are teaching the
mastery of a written language system. Most linguists and many
reading specialists agree that programs of beginning reading should
be based on the consistent structures of sound in the English lan-
guage as we know them to exist. To achieve proficiency in reading
and spelling, the child must learn how the sounds of English are
translated into written symbols, something quite different from the
reverse process of translating specific but arbitrary letters into
specific sounds.

To help children most effectively, teachers need a basic under-
standing of the relationship between pronunciation and reading and
the systems of phonemics and phonetics. Linguist C. C. Fries calls
reading "the process of transfer from auditory signs for language
symbols, which the child has already learned, to the visual signs
for the same symbols." The ways in which the child learns to asso-
ciate sounds with written symbols in reading then relate to the ways
he masters spelling. Clearly a sharpening of relationships between
reading and spelling is emerging from present work on finding the
true consistencies of sounds and letters in the language codes.

When a child enters school, oral language is the language. It is
the only method of communication he knows. Instruction in written
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language and reading must accordingly be built upon the oral lan-
guage that the child brings to school, not on more formal written
language that is unrelated to what the child uses every day. Hence,
increased attention 's given to aspects of language as these are in-
volved in teaching the child to read; e.g., dialect study of the culture
groups whence children conic, study of children's language habits,
readiness instruction that includes more attention to speaking and
listening, and a relaxation of rigid vocabulary control so that sen-
tences more closely resemble those the child hears.

The importance of oral language is best illustrated in pro-
grams for teaching the disadvantaged. Head Start instruction
throughout the nation, the Wilmington Project on Changing Neigh-
borhoods, the Bernstein studies at the University of Londonall
demonstrate the importance of two-way oral language in improving
the thinking and language skills of childten. Through the work of
sociolinguists, schools are recognizing that teaching English to the
disadvantaged involves not piecemeal remedial processes but the
teaching of a second, overlying language system in addition to the
one such children habitually use. Some specialists recommend that
the schools, particularly in the primary grades, conduct much class-
room learning in the oral language familiar to children, even while
attempting to develop children's facility in using language patterns
of a more socially approved type.

Abundant evidence shows, too, that our early and most suc-
cessful readers generally profit most from a rich background of
oral language. For poor readers today, as well as for disadvantaged
children, the path to improvement may lie not so much with reme-
dial work in reading, but with frequent and effective oral experi-
ences to make up for the deprivation. How far existing programs
need to go in strengthening experiences in speaking and listening is
suggested by a recent study finding that conventional language arts
textbooks for children devote lees, than 25 percent of their content
to speech activities (3).

Oral language is not the only aspect of language instruction
receiving attention today. Of equal importance in improving ele-
mentary instruction ale applications of studies of sentences used by
children, studies revealing that most children beginning school, even
those from disadvantaged areas, have mastered orally most of the
sentence patterns they will use even as mature adults. No longer is
the teacher seen as one who presents a new, correct language;
rather, his role is one of expanding and activating the linguistic
repertoire which the child already possesses. New reading materials
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introduce children to a rich variety of sentences; wide reading of
many books helps supplement and extend a restricted basal pro-
gram; and experiences with oral literature provide children with
rich and imaginative uses of language. These are some hallmarks of
our new language programs.

Ability to manipulate the possible variations within the English
sentence distinguishes the articulate child from the inarticulate, the
effective from the ineffective. The implications are clear. The need
in schools, especially in elementary schools, is for more emphasis on
sentence building through purposeful discussion, conversation, re-
porting, and dramatizing and less emphasis on sentence analysis;
more stress on achieving variety in writing and speech and less on
restricted correcting of printed sentences that seldom resemble the
child's own.

Nor is meaning forgotten in newer approaches to language
study. Since studies show that children entering school have spent,
on the average, more than 1,500 hours before a television set, hear-
ing thousands of new words with only limited understanding, atten-
tion to the meaning in communication becomes increasingly critical.
The newer English programs display extensive concern with multi-
level meanings of words in various contexts, with persuasive lan-
guage, with metaphorical or imaginative language, with informa-
tional and evaluative language, and with the purposes to which
language is put.

Literature, too, is important in the lant6aage development of
young people. As Ruth Strickland has observd, "It is through
exposure to literature that children learn the possibilities of their
language. In everyday communication, they hear the language
used for utilitarian purposes. In literature they encounter it in
more artistic and creative forms. .. . And listening to the teacher's
reading of good literature is especially important to the child who
comes from a substandard language background." (26)

If understanding of the nature of language provides a new per-
spective on the development of children's language, it also makes
us ask what should be taught about language itself and how. Most
English specialists have clearly rejected the notion that the only
purpose of language study is the improvement of writing, speaking,
listening, and reading. Language, as the study of one of man's most
characteristic modes of behavior, has a content which is profitably
taught in itself, much as is the content of biology or history. The
questions before the profession today are, How much study, when,
and of what kind?
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The study of the history of the language as related to dialect
growth and change and evolution of its structure is one facet cur-
rently receiving new attention. From such study young people learn
how our language has changed and what forces havt.; promoted
change and continue to influence the development of the language.
Some specialists argue for attention to linguistic history early in the
curriculum. Iii considering the expansion of the American West,
for example, fifth-grade children may trace the westward movement
of the English language and the changes which occur: the pioneer
terms, the Spanish influences, the regional place names, the regional
pronunciations like "creek" and "crick." For the secondary school,
special units on the history of language are being developed to
accompany the study of literary history. One new development is
the publication of selected historical texts showing pupils the forms
in which English has appeared over the centuries, i.e., selected
printed passages and authoritative oral (or recorded) readings of
Old English and Middle English passages.

Young people who will live in the rich diversity of the Ameri-
can culture need to develop deep respect for the variety of English
tongues. A special concern is the teaching about English and Amer-
ican dialects, the variations of English deriving from social and geo-
graphical influences. Awareness of linguistic differences, of what
such differences signify and do not signify, is important to a mobile
population in a land characterized by social change. Listening to
recordings of dialect samples in intermediate classrooms; studying
dialects of "live" speakers in the elementary, junior high, and senior
high schools; and studying lexicography, that is, dictionaries, dic-
tionary makers, and what dictionaries are forali are important.

One product of the "great dictionary controversy" of the early
sixties has been an increase in the attention schools give to the
nature of English usage. Modern teachers are trying to explain
what appropriate language is; language that effectively communi-
cates meaning to a specific, stipulated audience. To understand this,
children must learn that the effectiveness of language varies with
the context in which it is used, and our programs must help them
learn to adjust their own language to each immediate occasion
while they are, for other purposes, learning the common usage of
educated adults in their own region.

The grammar of English is now studied as subject matter in
its own right, not as a means of improving speech and writing.
Forty years of research in education has shown that the study of
grammar, when narrowly conceived, does not contribute observably
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to the improvement of the way students write. Although experi-
mental efforts to demonstrate the. relationship between grammar
and writing continue, specialists today argue for grammar instruc-
tion which contributes to the child's understanding of the structure
and operation of his language rather than an allegedty "functional"
instruction which confuses grammar and usage. Some newer ap-
proaches attempt to improve the possibilities of transfer of gram-
matical study to actual use. The creation of sentences (the writing
of examples of structure) has values that Mere analysis of someone
else's sentences does not have. The rewriting of papers enables
students to use grammatical knowledge at the moment when it may
have the greatest potential for transfer.

At least three grammars are being introduced in new school
programsscholarly, traditional grammar; structural grammar;
and transformational grammar. Until recently none of these had
been widely taught as a discipline in schools. The "school gram-
mar" of recent decades, too often a confused blend of usage and
grammatical rules, has been referred to as "traditional" grammar
because it was traditionally taught in the schools, but seldom in a
coherent, systematic way. Such "school grammar" has been uni-
versally denounced by scholars. Specialists are not yet agreed on
what kind of grammar should be presented in the classroom, but
they generally agree that teachers themselves should understand at
least two methods of grammatical description, if only to free them-
selves from dependence on a single approach.

Structural or descriptive grammar provides a valid description
of the relationship among words and the patterns of word groups
(syntax); the forms of words (morphology); and the sounds of the
language, including such features as intonation, stress, and pause
(phonology). Transformational grammar, on the other handy is a
rigorous description of the regular, internalized structural and
semantic systems through which individuals produce English sen-
tences. Scholars differ in their views of these two newer grammars.
Some regard transformational grammar as a iogical extension of
structural approaches, while others view the two as incompatible
in many ways. Most modern programs of language instruction
derive from one or both of these grammars; transformational
analysis has perhaps attracted the most recent attention.

Still widespread are differences of opinion about the place of
grammatical instruction during the first six years of school. Many
specialists argue that school should vigorously provide for expand-
ing and enhancing the child's own repertoire of linguistic behavior
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rather than for studying theoretical principles of grammar. These
specialists argue that to pause for grammar study is to deny the
time needed for stimulating language growth. Programs of instruc-
tion should provide for creative expression as well as for the more
practical uses of language. The teacher must understand that chil-
dren need a wide range of experience in conversation, discussion,
reporting, and dramatizing which will build toward later attempts to
generalize about language. The formal study of English grammar
should be delayed until secondary school when, according to these
observers, children would be so conscious of the possibilities of
language that the study of grammar would not encourage empty
verbalization.

Some recently published textbooks, however, introduce
sequential study of grammar early in the intermediate grades.
For some children, such carefully organized programs may provide
useful and interesting knowledge about the nature and operation of
language without necessarily interfering with language growth.
Supporters of this approach argue that there are limits to what
schools can do to stimulate language growth, which, it is believed,
is but one part of total growth.

In any event, however it is introduced, a carefully defined
sequence of grammar instruction is characteristic of many new pro-
grams being developed in school districts and in textbooks, whether
the sequence begins in the late elementary school or in high school.
The curriculum study center at the University of Oregon, for
example, introduces principles of transformational grammar in
grades 7 and 8, then expands its concerns over the subsequent
years to include such aspects of language as its history and regional
and social variations.

Concerned about the needless repetition of instruction in lan-
guage from grade to grade and aware of the confused relationship
between knowledge about and use of language which fragmented
many programs of the past, curriculum specialists are moving to
create curriculums in language which inform young people about
language while teaching them to use it more effectively. Because.
of the help offered by numerous institutes and inservice programs,
elementary and secondary teachers should know more about the
full dimensions of language, and schools of the future should be far
better prepared (a) to evaluate the purposes, possibilities, and limi-
tations of the new programs and textbooks prepared for children's
use and (b) to Create and teach language programs in keeping with
what is known and is appropriate to their pupils.
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Emerging Concepts and Applications
in Teaching Composition

Program!, today tend to stress planned, cumulative experiences
in writing. A remarkable development recently has been the stress
on composition at almost every grade level, including even the pri-
mary school. An important byproduct of initial teaching alphabet
programs in reading, although the occurrence is not confined to
these programs, has been the stimulation of much writing by chil-
dren. Introduced to new words and new ideas by their early
independence in reading, children begin writing very early. Experi-
ences with new media and new books also generate an early interest
in writing. The "writing approach to beginning reading" is based
on the dictation and reading of children's own stories almost from
the first moments of school. Such early creative experiences serve
in turn as a foundation of literary sensitivitychildren write their
own literature, read and listen to the literature read by others, and
shape their experiences through artistic expression.

At the intermediate level, writing continues and is related both
to reading and to oral expression of ideas. Although still uncertain
about how much direct writing instruction to give in the upper
elementary school, specialists agree that both imaginative and
objective writing should play some part at this level.

New programs in the secondary school, while devoting more
attention to writing than did the old, place more emphasis on the
composing process itself, often by using short selections for analysis
that develop conceptual understanding of how the material is put
together. Often considerable help is given in planning and organiz-
ing a paper and in revising and polishing. Instruction in spelling,
drills on convections of writing, vocabulary work, grammar, the
study of English usagethese are not substitutes for writing, for
they "too often direct attention away from writing itself. Particularly
in junior high school programs, where teachers traditionally have
substituted so-called exercises for actual writing, new programs are
resulting in significant changes.

Formal statements stipulating what amount of practice in
writing should be required have not had widespread support. The
"theme a week" proposal e7; a few years back was more an appeal
for increased attention to composition than a carefully reasoned
position. No doubt students should do some writing almost every
week. But heavy teaching loads still handicap teachers who could
otherwise offer their students thoughtful, creative instruction. Be-
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cause of these heavy loads, few teachers can develop major 'weekly
assignments with care and find time to evaluate the resulting moun-
tain of themes. When they casually introduce unmotivated weekly
writing assignments, their pupils seem to experience little perma-
nent growth in ability to write. In such circumstances, it is prefer-
able that students write less frequently if their writing is therefore
more thoughtfully and carefully conceived and their teachers have
time to read papers carefully and offer constructive help. Accord-
ing to one recent study of successful programs, only 15.7 percent
of high school time is spent on composition, an emphasis consid-
erably less than most authorities would recommend, but perhaps
not inadequate if the time is carefully spent (23, p. 192).

Writing of a composition by a student and reading of it by a
teacher should be a process which begins at the level of ideas, not
at the level of conventions of sentence analysis. Since airy writer
must have something meaningful to .',.ly before writing an accept-
able essay, even a child's writing should indicate that he has done
some thoughtful reading or that his personal experiences Shave led
him to form some thoughtful conclusions. Writing is a skill which
demands constant practice, but this practice must be in expressin
ideas and feelings. Thus the emphases in a program of composition
are on wide reading, discussion, and the relationship between writ-
ing and the reading of literature. It is hardly possible, then, to
separate writing from reading anti literature. Children who have
read and experienced little, and who have thought or fancied even
less, may find the writing of a meaningful story, poem, report, or
essay well beyond their powers.

Little evidence exists that reliance on workbook exercises or
drills or meticulous sleuthing through student papers for missing
commas or misspelled words encourages growth in writing ability.
Indeed, an education overemphasizing mechanics and conventions
in writing can lead to other problems. A student' sacrificing ideas in
order to write what he considers to, be a "perfect" or "safe"
paperone which the teacher can't attack-because it is written in
simple declarative sentences, all properly punctuated and capital-
izedhas missed the point; he has not understood that the purpose
of the communication should determine the structures and conven-
tions of writing and not vice versa. And the teacher is derelict in

.,grading pipers if he fails to indicate that thinking and organizing
are matters of primary importance and that errors in mechanics are
not evils of and by themselves but are simply obstructions t the
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flow of thought within the essay which should be overcome through
revision.

Sequence, now seen as important to good composition pro-
grams, must be based on psychological rather than logical patterns
of organization. Long before Jerome Bruner evolved his carefully
considered construction of a spiral curriculum, philosopher Alfred
North Whitehead discussed the "rhythms of education" at various
education levels and insisted that the sequence through which effec-
tive education is best 'achieved is not necessarily that leading from
the simple to the complex. It is still common for teachers to argue
that children should master the paragraph before proceeding to the
essay, should master the sentence before proceeding to the para-
graph, should master the parts of speech before proceeding to the
English sentence. But linguists have now reiterated that the struc-
tural and semantic properties of words have meaning only in larger
language unitsphrases, clauses, sentences, and paragraphs. Parts
of the communicative process can be studied only in relation to the
whole communication. Modern elementary teachers find that chil-
dren's ability to compose is enhanced by experiences in building
and manipulating sentences, in clarifying sentences, and in changing
them to achieve a pleasing variety or repetitive sound, often before
much word study has been introduced. Similarly, today's secondary
teachers learn that concepts of the paragraph and even longer units
of writing develop sloWly and require recurrent study.

The usual method of writing instruction followed in many
schools proceeds from student writing of compositions to teacher
"correction" and subsequent return of the essaysin many cases to
be revised and resubmitted. No doubt this time-honored system
will continue to be practiced by many teachers. It emphasizes
instruction through correction after writing and is supported by the
belief that success depends upon adequate annotation of student
papers. Unfortunately, recent studies of teachers' annotations on
students' writings have revealed startling deficiencies. Examination
of one sampling of thousands of papers returned to students
revealed that one third had not been annotated in any way; in
another third, only "gross errors" of spelling and usage were cor-
rected (23, p. 193). The basic problems of expressing and organiz-
ing ideas, problems which should receive major stress, are too
often ignored.

Without a doubt, heavy pupil loads often prevent teachers
from carefully annotating themes. If as much as 8.6 minutes is the
median time required to mark a 250-word paper intended to teach
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"writing and thinking" (8, p. 4), then a teacher with 125 to 150
students, the national average in secondary schools, will devote
about 19 hours per week to correction of papers if he requires stu-
dents to write a "theme a week." Few teachers can sustain such an
outlay of time When teaching loads cannot be reduced substan-
tially, most specialists recommend giving writing assignments less
frequently. But they emphasize that the annotation of this writing
should be focused more upon quality of ideas and organization and
effectiveness of presentation than upon conventions of writing (22).

Nevertheless, instruction in composition after the act of writ-
ing may be less effective than what the teacher does with children
before they write. The composition assignment is thus developed
with care, and students are urged to explore the composing prob-
lems involved before putting pen to paper, not to write in a rush
and repent at leisure. Extended writing laboratory periods give
classes sufficient time to develop ideas before beginning to write
and also afford the teacher opportunity to assist individuals with
problems in composing at the time when problems occur.

New programs are placing great emphasis, also, on both
principles of rhetoricthat is, the principles of effectiveness in
expression and communicationand methods of rhetorical analysis
derived from the restudy of classical rhetoricians and from modern
scholarship in communication. In a few programs, too, teachers are
relating such principles and methods to both oral and written dis-
course, seeing in the composition program a way of developing
understandings pertinent to speech as well as writing. Although
they have only limited value, models of good writing by both
students and adults are frequently introduced. The use of models
may help children recognize the unity of parts in a whole composi-
tion before they emulate in their own writing the models provided.

Attention to the rhetorical problems of composing means
greater attention to the "inventing" of subtle topics and to methods
of organizing and expressing ideas. Before ideas are organized and
expressed, however, problems in determining a speaker's attitude
toward his subject, his purpose, and his awareness of audience and
selection of detail must be stressed in modern programs. Most
important of all in rhetorical approaches is the stress placed on
composing as the writer's way of shaping and communicating ideas
through language.

Establishing arbitrary differences between personal (imagina-
tive, subjective) and practical (factual, expository, business) writ-
ing seem less important than providing balanced experiences in
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writing during a total curricular sequence. On certain occasions,
students wish to describe their feelings; on others, to narrate
vicarious or personal experiences or convey information; on still
others, to grapple with abstract ideas and to analyze the ideas and
perceptions of others. In the hands of children, the impersonal can
become personal, the expository become imaginative. Exaggerated
stress on allegedly different modes of adult discourse, the tendency
to avoid imaginative writing, and the practice of overemphasizing
one particular kind of analytical writing represent considerations
that are external rather than internal (e.g., the need to communi-
cate). Children progressing through the schools should have a
variety of opportunities to write; inevitably their writing will be-
come increasingly impersonal as experience and maturity lead them
toward control of more abstract discourse. Yet reasonable balance
between the development of personal and of practical writing
should be provided.

Writing is the attempt of an individual first to clarify for him-
self and then to express his personal attitudes, ideas, and feelings.
Here, perhaps more than at most points in the curriculum, em-
phasis should be placed on the individual. Those programs in
writing that subordinate the individual either to abstract and
sometimes fallacious notions about composition or to the group
in what is assigned, in what is expressed, in what is taught, in how
sequence is achievedwill ultimately be less successful in encour-
aging effective composing than are programs designed to free
individual expression.

Emerging Concepts and Applications
in Teaching Literature

For many years now the quality of literary experiences pro-
vided children and young people has concerned the profession.
The inadequacy of organized programs in literature for elementary
children, the paucity of adequate literary materials in conventional
basal reading programs, and -the substandard selections from lit-
erature in conventional high school curricula have recently been
attacked. Conditions are already improving, however; elementary
schools are introducing programs in literature for children; new
elementary school readers include far more literary content than
the old; high school anthologies have been substantially improved
by weeding out the peripheral and dull selections; and the paper-
back revolution in the publishing industry has provided schools
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with extensive and relatively inexpensive resources for literature
of quality which allow great latitude and imaginative planning.

Traditionally, elementary schools have introduced literature
as only one aspect of the program in reading or have relegated
it to being merely enrichment for other subjects, such as social
studies. These approaches can be justified in part and almost cer-
tainly will continue. But most curriculum leaders today feel a
compelling need to organize developmental programs in literature
for children, programs designed to introduce literature for its own
sake, for its inherent cultural values, and for the delight which
it conveys.

Effective curriculum planning in the elementary schools begins
with attempts to increase children's enjoyment and understanding
of literature of many kinds. Instruction to help boys and girls learn
to critically analyze well chosen works also is important, but such
instruction must be so planned as to enhance appreciation rather
than to kill it. Providing extensive opportunity for personal reading
from the abundance of worthwhile literature for children is crucial

_throughout primary and intermediate levels and even more so in
junior high school, when most people will read more books than
at any other time in their lives. Thus the development of organized
programs in literature for the first eight grades emerges as an
important curriculum need and a trend which is evident today.

Model programs to encourage further change are being tested
in the schools. For example, a sequence for grades 1-12 has been
developed by the curriculum study center at the University of
Nebraska. The sequence introduces children to representative liter-
ary genres: parables, fables, picaresque tales, myths and epics,
comedies, poetry, and romances are presented throughout the
curriculum; increasingly complex selections appropriate to the age
and interests of the children are introduced every two or three
years to achieve a cumulative effect.

Another approach stresses the education of the imagination.
The child not only reads stories, dramas, and poems, but also tells
them or acts them out. Personal experience and creativity, involve-
ment, and engagement are vital ingredients. Less attention to rea-
soning and the analytic skills at an early age and to the acquisi-
tion of knowledge about literature are characteristic of this sec-
ond approach.

Still a third model for the elementary curriculum supports
wide personal reading by direct study of the elements of literature:
character, theme, plot, style, diction, tone, and figurative language.
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Differing in emphasis, the paradigms are similar in stressing
a common core of literary experiences as central to educating the
imagination of children. However these common experiences are
achieved, thcir quality and richness are as important in elementary
as they are in secondary education. Insistence on quality does not
mandate rigid teaching of a fixed list of books. The extensive
resources of literature in English and literature in translation are
available to both teachers and students. Valuable annotated book
lists and collections of appropriate reading should be available in
every school library, textbook room, and English classroom. From
such resources teachers can select those literary works which prom-
ise to offer most to the young people in their classes. Pseudo-
literature, potboilers, and pap, writings which communicate no
genuine experience and no sense of artistic form, have no place
in any program. Under an avalanche of adverse criticism, class-
room use of adapted or rewritten versions and snippets or bits
of longer literary workswhether of children's literature or stand-
ard classicsis disappearing. A good, well-written contemporary
work appropriate to the interests and abilities of a child can provide
far more genuine experience in literature than does a rewritten
classic, no matter how venerable.

Although specialists in English agree on no canon of literary
works which all children must read (and there is no likelihood that
they will), they do agree that programs should incorporate literature
of many kinds. Some literary forms have clearly been neglected;
recent study of high school literature anthologies, for example,
indicated that an average of only 2.7 percent of the content of
these books is devoted to the essay (5). Also, recent recognition
of the impoi,ance of the myths and folktales, which form the back-
ground of allusion for other adult works of literature, has created
an impetus to introduce such genres in elementary programs. This
reading, however, should supplement, not replace, the reading of
such superb modern works for children as Charlotte's Web and
Make Way for Ducklings.

To achieve a well balanced program, teachers must assign
priorities. Because of the scope of literature, most students will
have gaps in their reading, but better readers at least should have
some contact with classic myths; Arthurian tales; stories from the
Old and New Testaments; Shakespeare; major New England
writers like Ralph Waldo Emerson and Nathaniel Hawthorne; and
representative modern writers like Robert Frost, William Faulkner,
Ernest Hemingway, and George Orwell. Just because no national
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curriculum compels the teaching of specific titles, teachers should
not assume that "anything goes."

How, then, should literary works be selected? The prevailing
sentiment is that the literature program in every school should be
arrived at through a consensus of the English teachers, at least a
consensus of those teachers informed about both literature and the
available literary resources, sensitive to the individual readers, and
knowledgeable about contemporary criticism and the newer prac-
tices of teaching literature to young people. Only if teachers know
why they teach each selection are they likely to be responsible and
effective. As the Commission on English writes,

To accept the fact of unavoidable variety is merely to recog-
nize that curriculums in literature must respond to the needs
and interests of teachers and students in varying communities
and in changing times. In the individual curriculum of a
particular schoolor of a school systemthe achievable
consensus on literature finds its center. (4, p. 46)

Significant imaginative experiences in the classroom are ap-
parent, too, in programs for the non-college-bound student. The
excessive emphasis on the technical, "practical," and scientific
which has characterized many English programs for "the lower
tracks" is yielding as educators realize that oral reading and inter-
pretation by the teacher of selections which pupils cannot read on
their own will excite the imaginations of such young people. Fur-
ther, the literature of the film can evoke significant and surprising
aesthetic response. The curriculum study center at Hunter College
has developed a three-year sequence of literary units for disad-
vantaged boys and girls in grades 7 to 9. For young people whose
access to aesthetic and cultural achievement is sometimes limited
by restrictive social environments, the education of the imagination
can provide significant release.

For some decades teachers have concerned themselves with
whether arrangement of selections by historical period, by theme
or topic, by genre, by author, or by individual work might offer the
greatest teaching possibility. Each approach has its dangers; each
its own possibilities. All are being used effectively with some
students today, though direct emphasis on literary history or
thematic organization seems less in favor now.

More important than any particular system of organization
is the attention givento individual selections. The unique quality
and instructional demands of the work itself and the relationship
of the work to the student should govern what is done in the class-
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room. Careful reading of a particular text with close attention to
the interrelationship of idea and form and language is fundamental.
Historical and biographical matters, background information often
overstressed in programs of the past, can then be introduced as
necessary to illuminate the reading of the text. Newer programs do
not present a steady diet of such information.

The literary work itself is the center of study. Recognition of
the cruciality of the text has led to a de-emphasis on coverage and
to stress on close reading of a smaller number of selections with
extensive personal reading following class study. Such literary
pieces are taught in their entirety so that readers may sense their
total impact. Historical surveys of English and American literature,
even geographic surveys of world literature, are less important than
concentration on literature itself.

But the close reading of literary texts will never promote life-
time habits of reading until schools find better ways to encourage
wide personal reading. Indeed, attention to close reading alone
may restrict the interests-of individuals as well as their freertom_in
book selection. Thus, supplementary textbooks, small sets of books
for group reading, classroom book collections, and improved school
libraries are needed for modern programs. Library corners in ele-
mentary classrooms, special reading rooms and reading hours in
the secondary school, and efforts to bring the "outside" reading
insidethese are significant new developments. Research and
experience have convinced many teachers that young people will
develop permanent appreciation only with the opportunity to ex-
pand their interests. As T. S. Eliot once wrote, "Wide reading is
valuable because in the process of being affected by one powerful
personality after another, we cease to be dominated by any one,
or by any small number."

Another trend in teaching literature is to a renewed interest
in oral literature. To all students, not only to the disadvantaged,
teacher readings of myths, fables, and fairy tales provide an im-
portant source of aesthetic pleasure. Moreover, oral interpretation
is virtually a necessity in dealing with genres meant to be read
aloud, such as poems and plays. Creative dramatics, role playing,
and dramatic improvisation also stimulate active response to liter-
ary expression and contribute to the development of sensitivity.

Administrators and curriculum specialists have long worried
about the need to integrate the learning of many parts of the cur-
riculum. The interdisciplinary relationship of all art forms is re-
flected in new humanities courses, many of which provide contras-
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tive and comparative experiences in literature, art, and music. The
study of films as literature, an art form developed in this century,
seems likely to open new opportunities for the study of modern
drama. Recent attention to the emerging English-language litera-
tures of Africa and Australia communicates to young people a
sense of the urgency and universality of the literary experience.
Our new programs in literature introduce young readers to some
of the best literature of our time and to some of the best of all time,
striving always to cultivate heightened taste and interest in reading.

Emerging Methods of Instruction in English

New content for English programs has demanded new methods
of instruction. English, more than most fields of study, has felt
the impact of new theories of teaching and learning. As a conse-
quence, at least five basic trends are apparent.

The learning of English is now seen largely as a process of
inquiry and discovery. In placing greater emphasis upon the intel-
lectual development of children, teachers have become increasingly
aware of fundamental mental processes. Learning in English be-
comes learning to compose rather than learning about composition,
learning to engage in literary experience rather than learning facts
about literature, learning to manipulate the elements of the English
sentence rather than learning isolated principles and rules of gram-
mar. The Commission on English of the College Entrance Exami-
nation Board in its final report says that the fundamental goal of
English in the high school is "criticism," and by this the Commis-
sion intends substantially more than criticism of literature or lan-
guage. Rather it intends the development of a critical and evalu-
ative attitude toward literature and toward life itself. Learning in
English becomes the learning of the processes of criticism.

This change in perception requires the establishment of criteria
for judging learning different from mere reliance on the number of
correct answers on a weekly spelling test or a quiz on the author's
life and times. Instead, the processes of learning English are em-
phasized: students learn how to spell rather than memorize spell-
ings, how to read books and discover what is in books of varying
kinds, how to respond critically to a Shakespearean drama rather
than recall a collection of facts about the work and its background.

The quality and the depth of each learning experience are
important, the extent to which it reaches the intellectual base of
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the learner and cuts through to his emotional, psychological, and
philosophical consciousness. Our classrooms for this new English
should be remembered not as places where 50 sentences were
diagrammed each day or 50 facts about the French Revolution
memorized as a result of reading A Tale of Two Cities, but rather
as places where young writers first discovered how unity brings
effectiveness to communication and where they were brought to
the edges of their seats with excitement about the inferential quali-
ties of words.

New approaches to learning English concentrate on concepts
related to the "structure of the subject" and avoid attempting to
cover the entire feld. In English as in other subject fields, knowl-
edge is being generated rapidly. Consequently, more and mole,
programs are designed to help the student discover basic unifying
ideas which offer insight into the nature of the discipline (or the
several disciplines of literature, language, and rhetoric). Through
study of significant examples, rather than through broad coverage,
the learner may gain sufficient understanding to make it possible
for him to cope with future knowledge.

In language, too, selectivity of content is important. New pro-
grams for grammatical instruction restrict attention to fundamental
insights, introduced in a careful sequence. One attractive feature of
transformational grammar, for example, is its reduction of most
English sentences to a few basic patterns. Furthermore, the study
of linguistic history and geography focuses on basis concepts which
assist young people in understanding historical changes in language
and varieties of language they will later encounter on their own.

New methods of teaching English require a variety of learning
and teaching materials. Learning today provides seriously for
anticipated differences in individuals, involves the full repertoire of
linguistic processes, and depends upon intelligent use of a great
variety of materials. If young people are to read extensively on
their own, strong school libraries are essentialat an invitational
national conference, high school English chairmen called for book
collections of 500 titles for every English class (14, pp. 13-14).
Important, too, is a more diversified supply of textbook materials,
especially a wide range of supplementary textbooks suitable for
group and individual use.

But more than books and printed materials are needed in a
modern English classroom. The overhead projector, record player,
and tape recorder (perhaps equipped with earphones for use by
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groups within the classroom) enable teachers to use promising
visual and auditory means for providing linguistics and literary
experiences. In the presentation of sample passages for the study
of composition, transparencies shown on the overhead projector
have long demonstrate(' their unique value. Also widely used to
extend the experiences ,.: children arc motion pictures, filmstrips,
slide projectors, and television receivers.

Possible uses of educational technology are promised by new
experimental programs such as programed individual drills on
English usage presented orally through specially designed machines,
the use of programed instruction for the expansion of language
pattcrns, individual listening carrels for recorded experiences in
literature, computerized instruction in basic reading skills or in the
mechanics of English, and short, single-concept cartridge films for
reinforcement of classroom learning.

The time devoted to English studies varies with individual
need. The learning of language, so central in man's behavior, is
affected by a constellation of factors: the learner's social and cul-
tural background, his motivation and capacity, psychological and
emotional factors, and the context provided for learning. Individ-
ual differences in the learning of any subject are considerable; in
language, they are probably greatest of all. Of all the subjects
taught in the schools, English least lends itself to the traditional
age-grade sequence of progression.

To achieve necessary flexibility to accommodate individual
differences, time adjustments are being made in the school day.
For example, programs in which slower students devote twice as
many hours to English as do their more advanced peers are not
uncommon. Flexibility is further achieved through independent
study for able students. For disadvantaged children or those learn-
ing English as a second language, special pattern practice in English
language laboratories can be assigned. Seminars and tutorial ses-
sions also enable teachers to tailor instruction to individuals. Eng-
lish laboratory periods can be scheduled in specially .equipped
classrooms supplied with books and equipment for individual study
and work such as typewriters, self-instructional aids, reference
works, writing tables, and reading areas, which provide centers
for instruction. Reduced teaching loads and flexible schedules
release teachers for conferences with individual students. For more
than a decade, national studies of the teaching load of secondary
teachers of English have recommended not more than four classes

122



or 100 students per teacher; concern over the pupil load of ele-
mentary teachers also seems to be growing. In short, new patterns
of administrative scheduling and staff utilizatial, planned in rela-
tion to the needs of learners and nature of the subject, offer possi-
bilities for redesigning the teaching of English.

The interrelated content and skills of English must be taught
in a continuous, unified program. Recent reappraisals of the cur-
riculum in English, from preschool to college levels, suggest the
need for an integrated sequence from beginning reading instruction
based on children's own oral language through writing instruction
that gains strength from the reading of literature and discussion

periences in oral language sparked by the reading program to
studies of rhetorical principles which apply to both oral and written
discourse. In the future, focus will be on particular skills and con-
tent at different levels and for different children, but this attention
will not be so exclusive as to constitute neglect of other outcomes.

A continuous developmental program in general English is a
first priority. Such a program would be provided all students and
might embrace the first 10 years of education; it should provide
for the spiral reteaching of basic skills not only in English classes
but in all subjects, reinforced by all teachers. A second-phase pro-
gram, appropriate for schools which have begun this minimal pro-
gram even when it is not fully in force, is the establishment of
small classes to meet special needscorrective reading classes,
advanced reading instruction for the able, honors work, and special
instruction in writing and speech. In increasing numbers of schools,
the final years of English provide diversified courses approximate to
individual pupil goals: intensive study of literature and expository
writing for some, opportunities for creative expression for others;
assured work in language and literature for vocational students;
interest courses in humanities; technical, journalistic, and scientific
writing; and speech and theatre work.

But before these final years, English should be regarded as a
unified subject, taught as a unified subject, presented with appro-
priate attention to the general language development of each child.
This means that teachers of English at any level can no longer
neglect the teaching of reading and teaching of speech; it means
also that specialized instruction in reading or writing or detailed
attention to spelling, vocabulary, and English usage will be a
strength only if related to a carefully designed overall develop-
mental program.
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The Case for an Intelligent Pluralism

This, then, is English teaching today: a profession aware of
modern psychological theory, concerned with contemporary schol-
arship in literature and language, seeking more economical ways
to teach important concepts and skills in the classroom, and explor-
ing new avenues to learning. The explosion in curriculum develop-
ment, promoted by almost thirty regional curriculum study centers;
the changes in teacher education stimulated by NDEA English
institutes for advanced study; the upheaval in publishing created
by Amerkan technologyall promise ideas, personnel, and mate-
rials capable of transforming the teaching of English, the nation's
largest educational enterprise, into dynamic new programs for
tomorrow's youth. During the next few years, our elementary and
secondary schools will encounter more attractive alternatives for
new curricula, more information from scholarship and research,
and a greater array of competing chokes than could possibly have
been imagined a few years ago. Faced with conditions which will
demand intelligent pluralistic planning, school administrators may
find the outline of trends and possibilities in this "report useful as
a guide in curriculum planning.
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7
Foreign Language

Education

School administrators at all levels are seeking answers to ques-
tions, exploring new trends, and searching for new directions so
that they may make wise decisions concerning foreign language
programs under their jurisdiction. The following seem to be some
of the major questions:

How do foreign language programs fit into the total cur-
riculum?
How can school administrators effectively evaluate their
foreign language programs?
Does the study of foreign languages help in developing
better interpersonal relationships in the community?
When is the best time to begin the study of a foreign
language?
What is the value of FLES (Foreign Languages in Ele-
mentary Schools)?
What are the new developments in foreign language
curriculum?
How important is the role of local supervision in upgrad-
ing instruction in foreign languages?
How relevant are foreign language course offerings for
students?

Probably the most basic question -'-^" vith the rationale for
foreign language instruction in today s ..';ugly crowded cur-
riculum. A world drawn closer by technology has made exposure
to at least one foreign language generally accepted as an important
part of every student's education. However, goals, courses, length
of sequence, and methods and materials of instruction are all part
of the fluid state of education in general and of foreign languages
in particular.

In any transitional -period, certain basic tenets begin to
emerge, and the following appear to represent the current status
of foreign language instructional patterns:

1. The goal of foreign language instruction is communication.
'2. Foreign language instruction embraces both linguistic and

cultural activiti,:',s.
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3. Attitudes of intercultural understanding may be fostered by
the study of foreign languages at all school levels.

4. In order to take advantage of the special language proclivi-
ties of young children, foreign language instruction should
begin as early as possible.

5. An interdisciplinary approach to the teaching of foreign
languages can add greater relevance to the instructional pro-
gram and deeper significance to such subject areas as social
studies and literature.

6. A foreign language should be offered to all students at some
point in their educational careers.

7. The changing nature of foreign language offerings has
brought about variations in programs: long sequences,
courses for specific purposes (comparative literature, travel,
reading, etc.), mini-courses, individualized programs, and
courses for independent study.

8. Bilingual programs and the teaching of English as a second
language have become part of the broadened scope of foreign
language education.

9. A modified audiolingual approachproviding instruction in
the four skills 0; listening, speaking, reading, and writing but
stressing the first twois widely used.

10. The changing nature of course offerings has brought about
varied goals and objectives. No longer is "mastery" the
expected outcome of all sequences; behavior is specified in
terms of "an understanding of ...," "an appreciation
of ...," "the ability to ask directions ...," "fluency in
ordering a meal in a restaurant ...," "the ability to under-
stand a native speaker on the telephone ...," and so on.

Emerging Curriculum Concepts

There has been a revolution in the teaching of foreign lan-
guages in recent years. Since 1959, instruction has undergone
major changes in both objectives and methods. Prior to that time,
stress had been placed upon the teaching of reading skills, the
analysis of grammatical rules, and translation, with little emphasis
upon listening and speaking skills. Furthermore, foreign language
study was reserved for college-bound studentsthe intellectual
elite. In the 60's, the focus shifted from the grammar-translation
method first to the audiolingual approach and finally to the funda-
mental skills approach, an eclectic philosophy that values highly
the listening-speaking aspects of instruction yet maintains a har-
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monious balance of the four skills of listening, speaking, reading,
and writing. This, then, is the current framework for instruction
in the foreign language curriculum.

The structure of the foreign language curriculum is based on
the major premises of linguistics, psychology, anthropology, and
physiology. Linguists have told us that language is primarily oral,
that language consists of a sound system and of a system of struc-
tural patterns; and that the prime function of language is communi-
cation. Furthermore, they have noted that the natural order for
learning the skills of a language is listening and understanding first,
then speaking, and finally reading and writing.

Psychologists have theorized that language is a complex set
of habits and that first (native) language habits interfere with the
acquisition of second language habits as the child matures. Psy-
chologists also stress that learning should involve a multiple-sense
appeal so that each of the senses can provide reinforcement for
the others.

The cultural dimension of foreign language instruction follows
the findings of anthropologists who note that students are inter-
ested in the activities of their peers in foreign cultures, particularly
from the point of view of similarities and differences in modes of
behavio- If by culture we mean the total numbe: of activities and
expo , of a people, then it follows that learning their language
is one route to participation in their "culture"a first step toward
understanding a little about their way of life and their way of
looking at reality.

The field of physiology indicates to us that young children
have a plasticity of brain and vocal functions and that the optimum
time to begin the study of a foreign language may be before age 10.
In educational, psychological, and linguistic terms, the early intro-
duction of a foreign language to elementary school children is
highly desirable and important if we are to help them live in a
culturally pluralistic world. Interested in all new experiences, the
child in the first decade of life is uniquely receptive to the linguistic
patterns and cultural role playing that language instruction pro-
vides. The study of a foreign language can be integrated easily and
appropriately into the social studies curriculum, the language arts
sequences, and the humanistic areas of art, music, and literature.

School districts faced with economic difficulties can still pro-
vide basic foreign language study in the early grades if they exploit
such possibilities as the team-teaching approach.
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Methods of Teaching Foreign Languages

Methods of teaching foreign languages vary greatly, since a
number of factors determine what happens in the classroom: objec-
tives of the course, materials of instruction, teacher fluency, teacher
personality, student interest and motivation, type of evaluation of
the program, and the textbook. Too frequently the text or the
final examination determines the methodology to be used. When
this happens, unfortunately, not enough attention is given to the
objectives of the program and the specific needs of the students.
The focus should be on the goals of the program and how they
can best be achieved.

The current thinking of the profession leans toward the four-
skills developmental program for the standard course, with heavy
emphasis on the aural-oral skills (listening and speaking). Mind-
ful of the recommendations of linguists, many foreign language
teachers first present new work orally and then proceed to prac-
tice in speaking, reading, and writing. Formerly it was deemed
important to maintain a time lag of a week, several weeks, or
several months (or even years for the FLES level) between the
initial oral presentation to the students and the subsequent viewing
of the written word. The time lag has now been considerably
shortened, depending upon the age and maturity of the students and
their mastery of the sound system. Some secondary school teach-
ers, for example, present a new dialogue at the beginning of a class
period and, after sufficient repetition and drill, show the written
form of the dialogue to the students at the end of the period. Some
FLES teachers present new material orally in one class period and
present the written form of this material in the next class period.
Others wait until the material is thoroughly familiar and memorized
or nearly memorized before introducing the written form.

Listening and Understanding Skills

Pupils do not acquire listening and understanding skills merely
by hearing the foreign language in the classroom or language
laboratory. They need a variety of ear-training activities if they
are to learn to discriminate among the various sounds of the
language, especially those that differ from similar sounds in English,
and to become famil;_i- with the rhythm, pitch, stress, and intona-
tion of the language. Such activities often include repeated direc-
tions, chain drills, recordings and tapes, songs, dialogue sequences
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and adaptations, question-and-answer procedures, contrastive pairs
of words and sentences, and purposeful listening practice in the
language laboratory, classroom listening corner, or electronic
classroom.

Speaking Skills

Pupils acquire speaking skills in the foreign language by first
imitating the basic sounds and intonation patterns in a dialogue,
song, or poem. Generally speaking, the younger the pupil, the
more accurately and more freely he will pronounce the foreign
sounds and patterns. Speaking skill, however, implies more than
imitation and the ability to recite memorized material. It includes
the ability to select from a reservoir of learned material the appro-
priate response to comments or questions. Thus, speaking skill
consists of pronunciation and intonation skills and the correct
manipulation of language in functional speech, within the limits
of learned material.

Reading Skills

Reading skills are developed through a sequence that starts
with reading labels and short sentences, proceeds on to reading
familiar material (memorized dialogues, songs, or poems), and
continues through analysis of soundsymbol correspondences to
the reading of recombined and unfamiliar material. Through con-
trastive exercises and phonic drills, attention is given to maintaining
a high standard of pronunciation after reading has been introduced.
As language skills are developed, intensive reading lessons stress
comprehension of the written word, determined by questions, sum-
maries, pictures, matching activities, and true-false and fill-in items.
Reading material of high interest and wide variety, such as newspa-
pers, cartoDns, magazines, and pen-pal letters, should be available.

Writing Skills

The ability to write in a foreign language depends upon previ-
ous experience in understanding, speaking, and reading the lan-
guage. Early activities involve copying correctly, labeling, writing
from dictation, and directed composition. Since material that
pupils write should be corrected so that poor habits are not rein-
forced, it is wise to keep such activity to a minimum or at least
limited to an amount the teacher can easily correct until students
have been trained in proofreading skills.

131



More sophisticated writing activities include writing in the
foreign language for creative and functional purposes: writing
stories and poems for the school paper, writing pen pal letters,
working on puzzles, writing book reports, writing for information,
and so forth.

Cultural Awareness

One of the prime outcomes of foreign language study is an
understanding of the people who speak the language and an atti-
tude of openness toward them. Numerous class opportunities,
therefore, are planned for the inculcation of cultural awareness.
Dialogues, for example, reflect aspects of the life of the people;
reading material deals less with factual items such as mountains,
rivers, and cities than with current information about sports, tele-
vision, heroes, student protests, ecology--in short, topics of interest
to students.

Where there are large numbers of people in the community
who speak a foreign language, there may be opportunities for
representatives of these groups to come into the schools as para-
professionals or visitors. They can work with small groups for
remediation or for enrichment lessons, bringing personal glimpses
of their life in the foreign country to the students. Very often, such
involvement helps to promote unity within the community as the
self-image of these ethnic groups is raised.

Presentation of New Material

Following a warm-up review (which may include a review
dialogue, a poem, a song, a rapid chain drill, a series of questions
and answers, or a directed dialogue), the teacher presents new mate-
rial orally. There may be a very brief explanation in English at
first, and then the new material is presented in the foreign language,
with gestures, pictures, puppets, overhead transparencies, visuals on
the chalkboard, maps, and various objects used as aids to convey
meaning directly. The teacher is the model as the class repeats
the materials (as soon as checks for comprehension have been
made). Choral repetition may be in the form of whole class, half
class, boys, girls, or row repetitions. Questions and answers that
personalize the new material complete this stage of the introduction
of new patterns. A visitor to the class would hear student talk,
teacher !alk, small-group talk, and large-group talk, for language
learning is spirited and noisy.
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Grammar (Structural Patterns)

Language consists of vocabulary, idiomatic expressions, and
structures. In order to learn how to use language, students have to
learn how to manipulate these dements and understand how and
why they change. Structural patterns are taught through pattern
drills, and a generalization of the particular point being drilled is
elicited from the students and explained. Some pattern drills that
may be used in foreign language classrooms follow:

1. Repetition drills
The teacher presents a pattern and tin students repeat it.
Teacher: I am going to the park.
Students: I am going to the park.

2. Substitution drills
The teacher presents a pattern and then gives a cue for stu-
dents to substitute in the pattern.
Teacher: I am going to the park . . . (cue) movies.
Students: /am going to the movies.
Teacher: bullfight.
Students: I am going to the bullfight.

3. Transformation drills
The teacher presents a pattern and indicates how the stu-
dents are to change the pattern (to a different tense, to the
negative, to the interrogative, etc.).
Teacher: / am going to the park . . . (cue) tomorrow.
Students: Tomorrow I will go to the park.

When the grammatical structures are handled with ease, further
practice may include more creative activities in the form of directed
dialogues, games, and conversational adaptations on topics of
interest to the students.

The Textbook Series

Many of the current textbooks have been revised to reflect
the new directions in foreign language teaching. They abound in
dialogues, pattern drills, exercises, and culturally authentic and
interesting material; they have numerous supplementary com-
ponents such as tapes, take-home records, charts, pictures, trans-
parencies, filmstrips, films, and the like. Teachers and local super-
visors should be invited to inspect new textbooks and materials,
but for purposes of articulation (which will be discussed later),
it is best to select one series for use throughout the foreign language
sequence.
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Since foreign language lessons are most effective when they
arc dynamic, teachers should be encouraged to depart from the
textbook for time to time in order to adapt some of its lessons to
a different format or to take advantage of the vast array of news-
papers and current materials.

Multimedia Resources

Language training benefits from all types of media, including
resource centers, language laboratories, programmed learning, and
computer-assisted instruction (CAI). Research indicates that peo-
ple learn differently, some perceiving content more readily by one
sense than by another. Consequently, the best approach would be
multiscnsorytraining students to express themselves orally, derive
meaning aurally, comprehend written materials, and communicate
in writing. Concentration on a single point through several sen-
sory techniques has a greater impact and aids memory and im-
plementation.

When the pure audiolingual approach was at the height of its
popularityfrom the late 50's to the middle 60'sthe language
laboratory was considt:red an indispensable adjunct to the class-
room presentation. But experience over the years showed that the
sheer repetition of uncomprehended patterns or dialogues created
very little ability to use language freely, and the formal language
laboratory in the high school underwent a change in function.
The high schools, borrowing from the universities, now assign the
laboratory facilities largely on an individual basis rather than for
lockstep class drill. Dial-access laboratories have the potential
for providing immense quantities of information and drills to
several schools from a single central location.

The facilities of the standard laboratory are designed to chan-
nel several programs simultaneously. Some students may be re-
viewing materials missed when absent, while others listen to tapes
of plays they have studied, and still others study independently a
language not offered as a course. Where there are not sufficient
tape programs, either the teachers may work in the summer to
prepare them or the school may tie in with a central dial-access
facility.

Mechanical devices such as films and tapes bring a new
dimension to the language program by introducing the language as
spoken by natives in a culturally correct setting. Computer-
assisted instruction individualizes the course work and frees the
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teacher from time-consuming drill to work with students in creative
conversational or evaluative groups. Programmed courses (12)
have not yet proved fully effective, but experimentation with some
shows great promise; we can expect to see greater use made of such
courses in cases where the enrollment is small or the student is
motivated to progress at his own speed.

The resource center is perhaps the fastest growing innovation
in foreign language facilities in the schools today. Ideally, it is
provided with comfortable chairs, study carrels, tape recorders,
a supply of current periodicals in many languages, encyclopedias,
reference materials, the texts used in the courses, books about
the countries being studied, drills on tape (with the answers), old
tests for review, and film loop machines with tapes v..) accompany
the films. Most important, native aides, paraprofessionals, or
teachers are assigned to the center to direct the students in their
search for information, recreation, or experience in using their
language skills.

The tape recorder, phonograph, radio, television, videotape
recorder, electronic classroom, listening corner, and language
laboratory have tremendous value in the foreign language program.
Live and recorded sequences can furnish listening practice, an
intimate confrontation with the foreign culture, and the opportunity
to bring excitement intoday-to-day lessons. The electronic equip-
ment may serve one group of students who need specific drills
while the teacher works with another group. Individuals who
need remedial work or enrichment can profit from "software"
planned, prepared, or selected by the teacher with the assistance
of paraprofessionals who are native speakers of the language.
With the trend toward small-group instruction, individualized
instruction, and independent study, optimum use of electronic
equipment is a necessity in helping to provide disparate learning
situations, for foreign language instruction no longer takes place
in a conventional classroom at all times.

An active and interested teacher should be given enough
preparation time to develop suitable and exciting materials for use
with the multimedia equipment.

Use of English

The use of English should be minimal in the foreign language
classroom. There will be times, however, when clarification is

needed, when comprehension checks need to be made, or when



explanation is required before the presentation of new work. The
teacher may use English, but student use of English should be
discouraged.

Translation is generally not part of the first few years of
foreign language instruction, although occasionally a translation
drill may be used for practicing idiomatic expressions. Translation
is considered a highly technical skill and is usually reserved for the
more advanced levels of study.

Bilingual and TESOL Classes

In many areas, two major programs that involve children
whose native language is not English have been added to the
school curriculum: Bilingualism and Teaching English to Speakers
of Other Languages (TESOL). These programs may logically be
assigned to the foreign language department.

Bilingualism is, on the one hand, an attempt to capitalize on
the ability of the young child to learn another language with rela-
tive ease and, on the other, an effort to derive fuller value from
the linguistic treasury of the country's foreign languagespeaking
population. There are bilingual schools that teach children in two
languages: instruction during the early years is offered wholly in
the native tongue, and gradually the second language is added
until half the instruction is given in each language. In the beginning
stages, the material presented in the foreign language frequently
repeats the work taught in the native tongue, thereby serving as
reinforcement as well as language training. Extensive research
has shown that this approach not only does no harm to the
ability to assimilate content and express oneself in t1..1 native
tongue but also provides an invaluable gain in the individual's
appreciation of the second culture (14, 26, 30). Volume 2 of the
Britannica Review of Foreign Language Education (18) indicates
that 100,000 teachers of bilingual education will be needed in the
70's (p. 252).

Far more common in most city and suburban schools is a
TESOL program. Where a large number of nonEnglish-speaking
students attend a school, certain teachers from the school, a county
agency, or a central office may be assigned to work separately with
them. The elementary school teachers attempt to teach enough
basic English to enable the children to keep up with their peers
in the regular classes. On the secondary level, the students may
attend special classes all day or be withdrawn for tutorial sessions.
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Techniques of teaching English as a second language closely
parallel those of teaching any other foreign language, with the
added advantage of immediate reinforcement by the English-
speaking environment and the motivation-provided by the constant
need to communicate.

In the urgency of improving the English skills of nonEnglish-
speaking students, the school often neglects the first language.
These children usually come to the United States before their
abilities in their native language are solidified. Unless these
abilities arc further developed, the students may well end their
formal training illiterate in both languages. It is, therefore, incum-
bent on the administrator in charge of curriculum to provide prac-
tice in the native language as well as in English for his non
English-speaking students.

Emerging Administrative Procedures

Hiring

The changes of emphasis, direction, and goals in foreign
language education demand a review of staffing procedure. The
continuing stress on learning to speak the target language as a
prime goal underscores the need to interview prospective teachers
with an eye to their ability to express themselves fluently in com-
prehensible, contemporary, educated speech. It has become com-
monplace for the candidate to be interviewed in the language(s) he
is applying to tea... If the department chairman or coordinator
is not c.nnpetent in that language, a teacher from the department
may be asked to hold a brief conversation with the candidate.
Experience abroad is also preferred; teachers should have first-
hand and in-depth acquaintance with the culture of the people
whose language they are teaching. They should recognize the
values, characteristics, and contrasts embodied in that culture and
be prepared to impart an awareness and understanding of the
elements to their classes.

Language classes are particularly well suited to differentiated
staffing. In accordance with their degree of competenceand state
licensing rulesa supplementary staff comprising native aides,
college majors, and part-time teachers may be used to monitor
laboratory exercises, meet with small conversation groups, operate
a resource center, prepare drills, provide extra practice for slower
or faster students, serve as a team resource unit, or free master

137



s.

i.:

teachers by administering tests and correcting papers. Guide-
lines for opal utilization, standards of preparation, and pro-
cedures for evaluation of ' differentiated staff should be developed.
The evaluation should include everyone affected in order to judge
the real effectiveness of the staff organization. Clearly delineated
but less formal measures are needed to judge the performance and
results of peer teachersthe advanced students who work with
beginning or intermediate students much as the native aides would
do. Instead of being paid, however, the peer teachers may credit
the time they spend to course work or to independent study.

Scheduling

Newer modes of scheduling also lend themselves particularly
well to foreign language classes. Two methods, back-to-back
classes and modular scheduling, provide the flexibility that best
suits contemporary foreign language classes whether they are
organized about individualized performance or the more traditional
group achievement. In the back-to-back classes method, as many
sections of the same class as possible are scheduled for the same
time slot. This type of scheduling permits the teacherswith the
support of the administration, guidance department, parents, and
studentsto modify speed of teaching, techniques, amount of
coverage, and skill priorities over a broad spectrum to cc %)rm
to the interests, needs, and abilities of each language level. Stu-
dents may move, voluntarily or at the suggestion of their teacher,
with relative freedom from one section to another until they find
the class that seems best suited to their preferences and abilities.
Because similar sections are offered at the same time, a student
wishing to change sections does not need to rework his entire
schedule. It is necessary for the principal to plot out the foreign
language classes before the others. As described from an admin-
istrator's point of view (31, pp. 114-19), this modest step toward
individualization of instruction and its resultant low rate of attrition
are well worth the effort of building the schedule around the foreign
language classes.

Modular scheduling encourages an organization of foreign
language classes that makes extensive use of groups of various sizes,
progress by small increment instead of semester or year blocks,
mini-courses, contract planning, interdisciplinary presentations
and projects, and individually paced curriculums. If the schedules
are determined on a semester or yearly basis, it is exceedingly
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important that the time distribution be the result of the depart-
ment's joint decision as to how tte courses arc to be developed. For
example, if the teacher of a beginning level class wishes to teach
grammar, show a film, present a guest speaker, or team, up with
another department or teacher once a week, a long block of two
or three modules should be reserved for that purpose. Different
time allotments for testing, reading and vocabulary check, and
remedial, regular, and enrichment oral-drill groups should be pro-
vided for within the total modular schedule. Upper level classes
may allot certain modules to working in the resource center or
library, working with native aides, college students, peers, or
beginners, using equipment or meeting privately for instruction,
guidance, or evaluation, and mutually setting up future assignments.

It is doubtful that the goals of the "new" language programs
arc best achieved by the traditional five-days-a-week meeting in one
classroom. Where the schedule is fixed semiannually or annually,
a summer workshop could explore the potential benefits implicit in
the modular system; if the school recycles the schedules several
times during the year, one or two days before each new sci,Idule
is programmed the department should be given the opportuniu, to
meet and evaluate the preceding cycle and remedy its shortcom.ngs
or provide for new situations within the cycle.

The trend toward diversification is seen in the scheduling prac-
tices in foreign languages. Characteristically the foreign language
program has been divided into levels or years of language study.
As a result, the school that offers its students four years of four
languages would have 16 separate designations, possibly with
several sections of each. Students who are tracked (grouped by
ability) or who use different texts would be accommodated in extra
sections.

The outward appearance of a progressive foreign language
program organized about individually prepared objectives would
not differ greatly in the first levels. Upper level courses, however,
rather than being designated as Language 3, 4, or 5, would very
likely have descriptive titles such as Contemporary Spanish Short
Story, Advanced French Composition, the History of Germany
(taught in German), Scientific Russian, Current Italian Periodicals,
or Golden Age Latin Poetry. Some courses might specify prerequi-
sites; many would last only 10 or 20 weeks. The courses would
cut across levels of preparation: sophomores, juniors, and seniors
would frequently be in the same class.

Administratively, such programming will require (a) flexible
use of facilities to accommodate classes of widely varying ..izes,
including singletons, and (b) encouragement of the staff to prepare
themselves to offer specializations that interest their students. The
same flexibility will welcome colleagues from other departments
with special skills, such as the math teacher who can teach algebra
in French. The foreign language staff will have to recognize that
the ability to discuss French cookery and the ability to conjugate
a verb in the pluperfect subjunctive are both viable language skills.
Many language teachers, both experienced and newly appointed,
retain a strong sense of "traditional" values and must be encour-
aged to view the whole of language learning from a different
viewpoint, as a sum of skills, supplementing each other and put
use as soon as possible-and wherever feasible. The result is a lan-
guage student who is not o\ly linguistically proficient but also mo, e
knowledgeable about other ways of life.

Articulation

Still completely unresolved is the meter of proper placement
of students. Two considerations operate to make the smooth flow
of learning between different schools and different grades a point
of dissension. First, not all language teachers agree on the basic
methodology to be used in training beginning students. While it
probably does not matter which system is ultimately adopted, it is
difficult for a student to switch from one approach to another when

changes teachersfor example, fruin an audiolingual approach
to a cognitive code (i.e., grammar-translation) orientation. In
each case the succeeding teacher feels that the student is lacking
the requisite skills on which to base further learning, while
student experiences a strong sense of disorientation and disillusion-
ment at finding his previous attUnments discounted. Many FLES
programs were dismissed as unproductive because their graduates,
who were highly adept in speaking and understanding the foreign
language, were confronted with junior high school programs
predicated on reading and writing with strong grammatical bias.
Similarly, there are still college foreign language departments
dominated by scholars who measure foreign language competence
by the student's ability to analyze classical literature, who persist
in equating two years of high school language study with one
year of college work, and who do uz-,t always recognize that ap-
proaches to foreign language learning differ.



The second problem is that there is a great disparity in_con-
tent from one textbook series to another, even among those that
espouse the same meti.odology. Students cannot readily proceed
from publisher A's first -level text to publisher B's second-level text
without extensive supplementary work on the part of the teacher.
One text may have developed its lessons on home situations, another
on the American or foreign schools, and still others on historical
and geographical elements or familiar incidents relating to the tar-
get culture. In each case the basic vocabularly will be very different
and, probably, the order of grammatical presentations will vary
greatly. If level one of series A presents all work in the present
tense, saving its verb manipulations for the subsequent book, and
level one of series B stresses early tense development, students
switching from, series A to series B for their level two work are in
for trouble. The teacher will have to resort to double sets of texts,
extensive reliance on review workbooks, or the inordinately time-
consuming preparation of drills. Fortunately, the coverage of
fundamental grammatical elements and elementary vocabulary is
completed in most series by the end of level two; a divergence of
materials after that point causes fewer problems and may even be
welcome as an indie'tion that student preferences are being served.

Coordination
The need for coordination of the total program and all of its

components is urgent. Implied in the descriptions above are vital
but- divergent coordinating tasks that are most effectively delegated
to a single individual. This may be an appointed district coordina-
tor, one of several building chairmen, a teacher who has been
relieved of some other duties (in a district with no chairmen), or
an administrator who has been assigned the supervision of the
foreign language staff. This individual will be answerable for the
text resources, supplementary media, uniformity of approach, and
flow between schools and levels. In view of current trends, he or she
will have even more extensive responsibilities than before. Where
the whole staff or several uembers have elected to experiment with
new techniques or concepts, especially those leading to an indi-
vidualized program, the coordinator must be available to help
them locate, examine, and evaluate existing programs and adapt
them to their own situation where appropriate. He or she must
make certain that all students will be able to continuc their studies
if they drop out of the class or if the new program fails. The
coordinator must be prepared to instruct the staff in the implemen-
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tation of new techniques and, in particular, to help them develop
guidelines, objectives, and evaluative procedures. An individualized
program may very easily become a free-for-all in which students,
while seeming to select programs that reflect their personal goals,
are in reality dissipating their energies because of ill-defined and
uncertain aims and lack of understanding of how to approach the
program and attain the mastery desired. The coordinator must be
instrumental in helping the staff evaluate student skills according
to acceptable objective measurements, perhaps even using per-
formance objectives. Constant inservice work is required to derive
optimum value from relatively unfamiliar approaches..

The coordinator plays an equally important role even where
the staff has not selected techniques as radically different as indi-
vidualization of instruction, contract planning, or programmed
learning, but has simply chosen to modify an established procedure.
The government no longer provides facilities for the retraining of
teachers through NDEA or EPDA summer institute:. As a result,
many experienced and even some newly graduated teachers are not
properly familiar with progress made in such standard techniques
as teaching by means of a dialogue or pattern drill. Without de-
tailed guidance, observation, and demonstration, the dialogue can
degenerate too easily from meaningful conversation into the mere
parroting of lines. Similarly, a pattern drill taught by a teacher
intent on the memorization of the pattern instead of the concept
on which the pattern is based may hinder the class from using the
information in an unfamiliar language Lituation. A teacher who
does not understandand agree withthe philosophy underlying
the function of the pattern drill may actually defeat the purpose
of the lesson. There are few thing:, s boring and irrelevant as a
blandly taught, misunderstood pattern drill. Although it was
previously felt that an early presentation of printed matter would
interfere with proper pronunciation, research in the last few years
has indicated the strength that reading and multisensory teaching
devices add to the mastery of all skills.

The coordinator has a major-inservice function: to promote
understanding of accepted techniques, to encourage experimenta-
tion and creative adaptation, and to demonstrate and share effective
practices among the staff. The administration can help the coor-
dinator by supporting his efforts; by providing inservice workshop
time, credits, materials, and expenses after school or in the summer;
and especially by understanding the nature of the foreign language
education methodologies.
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Supervision

Supervision is one facet of coordination. In the sense that
supervision ensures the smooth and continuous flow of the pro-
gram, it is a direct result of coordination: However, in today's
foreign language programs, the supervisor has a twofold concern:
he must recognize, encourage, and aid his staff's experimentation
with new techniques and with programs that accommodate the
individual student, but he must be careful not to ,courage the
effective teacher who is serving his students well despite his adher-
ence to more traditional methods. It is easy to equate change
with improvement and excellence, but change for its own sake is of
no value. Even where desirable, change may be counterproduc-
tive if it is promoted exclusively by administrators rather than
adopted by teachers themselves.

The foreign language classroom is a noisy and active place.
The supervisor should look for students who are being encouraged
to use the foreign language as a normal medium of communication,
who are meeting in small groups to discuss some phases of work
in the target language, and who are moving from table to carrel to
desk as they pursue a particular part of the lesson that they are
mastering. Although the teacher in the traditional classroom will
exercise more direct control than in the individually organized
setup, the supervisor can observe student initiative and self-
guidance in the selection of readings, choice of written exercises,
and participation in debates and panels. A teacher's straightforward
questions seeking set answers should yield to elaborations on the
class's reactions to the readings; homework assignments should be
diversified. While the chalkboard may still be the principal visual
aid, frequent use should be made of the overhead projector, tape
recorder, phonograph, and other devices. Bulletin boards should
show the range of areas covered and be integrated into the class's
activities. A few disparate -avel posters are not nearly as effective
as calendars, verb charts, scenes depicting the target cultures, letters
from pen pals, and other material pertinent to the students' work.

Placement of Students and Chuice of Language

For many years, foreign language teachers have been accused
of preferring to serve only the intellectual elite or the college-
bound students; of necessity, this picture is changing. Foreign
languages are entering the mainstream of the total school curricu-
lum for all students, and programs are being tailored to suit the
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demands of the new clientele. As previously noted, the skills pur-
sued by each student may differ, but each will find some elements
that make foreign language study valuable to him. Test results
should aid the guidance department in placing each student within
the language program but should not serve to exclude anyone
from it.

It takes a considerable number of years to develop full pro-
ficiency in all facets of a language. A program aimed at total
linguistic control would ideally begin in the elementary school in
order to take advantage of the abilities peculiar to each grade level.
However, not everyone needs or wants to devote a long time to
mastering one language. Effectively designed programs permit
students of varying talents and interests to derive the fullest pos-
sible value froin either short or long exposure. Because one does
not always know what language one will need 20 years after leav-
ing school, the contemporary class concentrates some effort on the
process of language learning, which can be of great value in future
studies.

Students are often influenced by friends and guidance coun-
selors to seek the "easy" language. There is no easy language, just
as there is no hard one. In a language that is inherently different
from English, and therefore "hard," the methodology will make
allowances by providing for more practice. With today's decreas-
ing emphasis on grammar, the main considerations in recommend-
ing a language for study should be the interest it holds for the
student, the time available for its study, and the appropriateness
of the learning materials to the student's age and ability. The
contemporary American student should become more adventurous
and less intimidated by languages that have not traditionally been
found it our high schools. Proper counseling should encourage
students to study languages important in today's world, such as
Russian, Japanese, and Chinese.

Latin

Much of the preceding discussion appears to have excluded
Latin. It was not meant to, for the values inherent in the study of
Latin and the classics are as vital and far-reaching as they have
been for centuries. But. instead of emphasizing the "discipline" to
be gained by learning Latin, the classicists now point to the
relevance of Latin as a source of exciting literature and of glimpses
into our cultural past that have meaning for us today.
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To implement these changes in direction, new syllabi and new
texts have been devised. Institutes jointly sponsored by national,
state, and local language organizations have refreshed participants'
techniques and reshaped their viewpoints. The result has been to
move away from translation into Latin, to rely more on sight
translation, to treat grammar as an adjunct to reading, and to adopt
many new texts with themes of interest to the contemporary stu-
dent. Even the audiolingual approach has been adopted in part to
help the student develop a feeling for the more formal grammatical
aspects of the language. The Latin and Greek cultures are ex-
amined in depth in an attempt to understand their role in developing
modern values. Viable and successful Latin FLES programs have
been developed in Philadelphia and Washington, D.C.

It appears certain that if Latin continues to stress the inher-
ently positive strengths of its materials rather than such secondary
benefits as mental discipline and improvement of English vocabu-
lary, its popularity and enrollment will increase.

Testing and Evaluation

In evaluating a foreign language program, student achieve-
ment tests, both standardized and teacher-made, are of great
importance. Evaluation must also include attitudinal instruments,
which determine student opinion about foreign language study and
about the people who speak the language natively; clearly, an
attempt must be made to determine the degree of cultural receptiv-
ity the students have acquired from their foreign language work.

Evaluation of teacher performance is best made by the teacher
himself through interaction analysis procedures and videotape
recordings and through consultation with the foreign language
supervisor. A supervisor should be assigned to the area of foreign
languages, as this is a highly specialized subject. An on-the-scene
supervisor is essential to ensure smooth articulation, horizontally
and vertically; to keep teachers informed about the latest materials,
texts, supplementary aids, drills, tests, and professional meetings; to
interpret the program to parents, community members, and school
board members; and to work cooperatively with administrators on
planning the optimum program.

Objective Tests
Standardized test scores predict a student's language ability

with greater accuracy than do the opinions or prior notions of
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teachers of subjects other than foreign languages. The correlation
between IQ and language achievement is too low to permit reliance
upon the IQ alone as an effective indicator of aptitude. While
much still has to be learned about the aptitudes of a good language
learner, objective tests that identify potential ability have been
devised. The principal reason for ascertaining the student's prob-
able aptitude is to help the guidance department place him. A
school that tracks its classed could also make effective use of the
information.

Among the more popular tests are the Elementary Modern
Language Aptitude Test (6) for lower grades; the Modern Lan-
guage Aptitude Test (7) for grades,9712, college, and adults; and
the Pimsleur Language Aptitude Battery (25). These tests indi-
cate the student's probable degree of success in assimilating lan-
guage skills in the standard class. The Pimsleur test is particularly
interesting in that components account for the individual's interest
in language study as well as his grade point average (GPA).

The objective proficiency examinations most widely admin-
-isfered are the Modem Language Association Cooperative Foreign

Language Tests (21). These tests are available on two levels of
achievement and two forms for each level in French, German,
Italian, Russian, and Spanish. They are composed of four parts
that test listening, speaking, reading, and writing achievement sepa-
rately. The speaking test is recorded on tape and requires a trained

.evaluator to score it. Although Valette (33, p. 48) has questioned
the validity of the test when it is administered to students whose
training has been audiolingual, the battery can outline the relative
status of portions of the district's or school's program, especially
when the test is administered over a period of years. It is relatively
simple to establish local norms and, by an examination of the
test questions, determine which segments most validly reflect the
local program.

The College Entrance Examination Board Achievement Tests
now require a listening comprehension portion as well as the
traditional written questions. New York State is planning to add
an oral skill component to its Regents Examinations in modern
foreign languages. These changes reflect the goals sought in con-
temporary courses.

Classroom Nonobjective Tests
A test representative of the aims of the class's work must

incorporate the skills being taught. At present, most foreign Ian-
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guage classroom tests are more oriented toward assessing reading
and writing proficiency and grammar control than would be indi-
cated by the class time spent on teaching these skills. The reason
is that these skills lend themselves more easily to objective testing.
In contrast, questions evaluating the student's ability to compre-
hend material presented aurally are difficult to prepare and time-
consuming to administer. If a teacher has several of the same
classes, the physical effort of repeating the material is very great
unless he can tape the questions. The skill least tested is speaking.
The time necessary for each student to speak and be graded is
overwhelming, especially if the teacher discusses each student's
speech with him or her as a guide for further studywhich is the
function of testing. Administrators are urged to provide the neces-
sary time and assistance in order to encourage the foreign language
staff to evaluate speech. To free the teachers for this vital function,
paraprofessionals, native aides, and college students can be trained
to grade objectively.

The year-end testwhere it is still givenis an excellent
opportunity to prepare a well-rounded review of all skill areas
covered during the year. The supervisor should verify that test
coverage in each skill area is proportionate to the time the work
occupies in class. For example, if 25 percent of the class time is
devoted to aural-oral drill and only 10 percent to writing, the final
test should certainly not demand half its answers in written form.

A Handbook on Foreign Language Classroom Testing (23)
and Valette's Modern Language Testing (34) can help the teacher
prepare meaningful questions in a variety of formats for each skill
area and understand the evaluative and teaching function of
foreign language tests.

Attitude Questionnaires

In 1970, the Northeast Conference on the Teaching of Foreign
Languages commissioned Leon Jakobovits (16), a noted psycho-
linguist, to prepare an attitude questionnaire for its Reports. The
purpose of the questionnair- was to provide the feedback a staff
needs in order to see its curriculum methodology and general
appearance from a student's point of view. The questionnaire
itself has been an aid in assessing numerous programs over the
country and spurring improvement and change in foreign language
teaching priorities. In conjunction with interaction analysis, it
offers the individual teacher a picture of his teaching techniques,
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attitudes toward his students, and their reaction to him. Other
attitude questionnaires explore the students' reaction to other cul:-
tures. To test how "alien" an environment is to a foreigner, See lye
(28) composed a questionnaire on Guatemala. Lambert and
Klinebcrg (17) have prepared others to determine whether
acquaintance with a person's language makes a student more
amenable to that person's culture.

Performance Criteria and Contracts

The growing acceptance of individualized training brings with
it a need to express desired pupil performance in exact terms. The
use of performance objectives permits each step- in the learning
procedure to be described in such a way that the student knows
precisely what he has mastered and what still lies before him.
The teacher no longer states that his students are being trained to
"communicate." He now says that they can speak to an educated
native at so many words per minute on specified top s with a given
number of errors in structure and vocabulary. The specificity of
each step makes it comparatively simple to devise increment tests.
Programs that take existing mater;als and break them down by
performance criteria with accompanying tests are being used in
Tucson, Arizona (4), and Stanislaus County, California (29).
Descriptions of these and other programs are available on micro-
fiche through the ERIC (Educational Resources Information
Center) system.

To keep students abreast-of what is required of them and to
assign the work in accessible portions, teachers have been resorting
to the contract plan. After a conference with the teacher, each
student-"contracts" to complete so many steps, units of work,
projects, and so on within a specified period of time. Successful
completionthe form of which is specified by the contractgives
the student credit toward his grade or certification of mastery.

Grading

Performance criteria, individualized programs, and special-
ized mini-courses have inspired foreign language educators to
reexamine the grading system. If a student enrolls in a course
because he enjoys it and is willing or able to attain only semi-
masterybut that semimastery is of benefit to himshould he be
penalized with a low grade? Has a student failed if he completes
fewer units of a course than his classmates if he has genuinely
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assimilated those units? Adhering to the concept that a person who
is learning to swim has not failed until-he has given up, more and
more schools arc encouraging their foreign language enrollees by
offering pass/fail, pass-honor/pass/fail, or grades of A and B plus
"incompletes" until the work reaches the minimum contracted
point. Each school that adopts individualization has to determine
what kind of grade is earned and when to assign it. Does a student
receive A or B when he completes a predetermined series of steps
and nothing until then, or is his mark predicated upon the number
of steps completed at a definite point in time? To forestall problems
of credit evaluations, schools have been converting such grades into
scores acceptable to the colleges by means of standardized tests
that assure students of proper placement.

Organization

Improvement, reexamination, and curricular change are
sparked by many active professional ssociations. Vigorous lead-
ership is being exercised by the sta foreign language 'bureaus,
the individual foreign language teacher groups (e.g., American
Association of Teachers of Spanish and Portuguese), and such
organizations as the New York State Association of Foreign Lan-
guage Teachers and the Northeast Conference on the Teaching
of Foreign Languages, which represent various languages and
levels. Newsletters, conferences, workshops, symposiums, profes-
sional journals, and nationwide competitions for students keep the
profession united in a common purpose and informed of current
matters, research results, and new ideas. Travel groups chartered
by the organizations facilitate direct experience with changing cul-
tural phenomena in the different countries.

The newly created American Council on the Teaching of
Foreign Languages (ACTFL), sponsored in part by the Modern
Language Association, has assumed a major responsibility in ad-
vancing the interests of foreign language teachers. ACTFL seeks
out and initiates developments in both application and theory in the
teaching of all languages at all levels. Its journal, Foreign Language
Am -als, has become a primary source of research data and detailed
descriptions of innovative practices. The annual meetings, held in a
different part of the country each year, have attracted thousands
of foreign language educators and have stimulated and reviewed
developments in teaching, philosophy, administration, and all areas
affecting programs locally and nationally. ACTFL organizes and
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commissions workshops, pamphlets, Focus Reports, and the
Britannica Review of Foreign Language Education series. Its
activities are closely related to those of the Modern Language As-
sociation; the Educational Resources Information Center (ERIC),
and other organizations that serve the-profession. Administrators
are urged to seek ACTFL's aid whenever they need consultative
services beyond the resources of their own district and to encour-
age their staff to take advantage of its services.

A- View of the Future of
Foreign Language Instruction

What role will foreign languages play in tomorrow's educa-
tional program? There will probably be a limitless number of
patterns. The availablity of sophisticated equipment, liberated
schedules (both in and out of school), and diffcrenti-' .! -naffing
will all contribute to a wide range of choices. P st de, will
be able to'pursue the study of any language for any purpose in the
manner most suitable for meeting his individual needs and goals.
The refinement of technology (CAI, television, videotape cart-
ridges, satellite broadcasts, retrieval centers, etc.) will make it
possible for students to use their knowledge-and skills in situations
that may require direct application.

In the future, foreign languages will be valued as much for
their cross- disciplinary-function in the study of man as for their
intrinsic quality of developing humanistic awareness. Developing
creative and exciting methods and materials of instruction that are
attuned to the needs of each individual student while keeping pace
with technological advances will remain a challenge to the
profession.
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Glossary *

Audio lingual The combination of listening and
speaking, the two basic language
skills; teaching designed to produce
and improve these skills.

Audiovisual (a) Equipment for listening prac-
tice using headphones. (b) Listen-
ing practice itself, with no oral
response expected.

Bask sentences Those that illustrate the points
of structure and the words and
phrases that are to be mastered in
the dialogues, exercises, and read-
ings of the course.

Chain drill An exercise, usually oral, in which
one student asks a question of an-
other, the second student answers
and asks a question of a third, who
answers and continues the exercise.

Contrastive linguistics Comparison of the native language
of the learner with the language he
is studying, in order to give spe-
cial attention to areas where the
contrast is greatest.

Dictation A classroom practice requiring the
student to write exactly what he
hears. Permits the student to
examine his ability to comprehend
the sound-symbol relationships of
the particular language.

Direct method Foreign language learning during
which neither teacher nor student
makes any overt use of the stu-
dent's native language.

Directed composition A written piece based on a series
of directions given to the student;
the directions may be in either na-
tive or learned language.

* Most of these definitions are taken from Donald D. Walsh (35).
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Directed dialogue A form of oral practice in which
the teacher directs a student io
make a statement to or ask a ques-
tion of a second student, who is to
react or respond to it. This drill
gives unlimited opportunity for
practice of forms and patterns. It
can also be used for simple recall
of basic sentences.

FLES Foreign Language (in) Elementary
Schools.

Intensive reading

Intonation

Kincsics

Linguistics

Rcii-diDg of limited pages or lines
in such a fashion that the meaning,
structure, and references are ex-
amined fully.

The rise and fall in pitch of the
speaking voice.

The systematic study of the non-
vocal body motions that play a
part in communication, e.g., hand
gestures, raised eyebrows, changes
in stance.

The systematic study of language
or of one or more languages or
dialects.

Pattern practice Drills (generally oral) designed to
develop automatic response to
verbal or situational stimuli; in-
volve systematic changes in sound,
order, form, and vocabulary.

Pitch level An intonational phoneme that dis-
tinguishes meaning.

Rhythm Recurring stress on certain syl-
lables.

Sound-symbol correspondence The sound that is associated with
a letter or combination of letters
in a given language.

Structure The regularities and patterns of a
language viewed as a system in
which elements are defined in
terms of their relationships to
other elements.
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Time lag

Warm-up

The length of time allowed to
elapse between the presentation of
material in oral form and the in-
troduction-of- the same material in
written form.
A practice period at the start of
the class period, using familiar
materials to reintroduce the sounds
and rhythms of the language to
the class before new material is
introduced.
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8
Health

Education

In the increasingly complex urban society in which most
people in the United States live, perhaps the greatest educational
imperative for the next several decades will be to help students
learn who they are and how to achieve some degree of self-
actualization. These are times deeply troubled by racial tension
and strife, alienation between young people and adults, and shift-
ing perceptions of acceptable moral codes and values. The chal-
lenge to the schools today is to provide curriculums that can help
students discover their humanness and how they may live effec-
tively with other human beings. In speaking of this crucial issue the
schools must face during the 1970's and 80's, Boulding (7) says

It must never be forgotten that what any society is producing is
people.... the educational system is producing men, not man-
power; people, not biologically generated nonlinear computers.

Education, he notes, must be a means, not an end, and must serve
man, not technology.

In its "Schools for the 70's" series of books and tapes, the
National Education Association called for a series of town meetings
across the country to involve teachers, parents, students, adminis-
trators, industry, and government in finding ways to humanize the
school environment, to develop each student as an individual. The
Association for Supervision and Curriculum Development focused
on the same problems in its 1970 yearbook, To Nurture Humane -
ness Conunizinent for the 70's (4).

Never before has health education had such powerful allies,
and perhaps never before has there been such universal awareness
of the need for a dynamic curriculum in !th education for
kindergarten throu0 twelfth gradenot watt 'awn courses in
anatomy and physiology, or lectures on cleanlini. and grooming
squeezed into ph)sical education, but an educati, gal experience
that encourages students to build skills of problem solving, includ-
ing decision making and critical thinking. What is needed is a cur-
riculum that views health as a dynamic point somewhere on a con-
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tinuum of well-being, that helps students recognize the interrela-
tionships among the physical, social, and mental-emotional forces
that influence their position on that continuum at a given point in
time. The ideal curriculum recognizes that health is not an end in
itself, but rather a state that enables one to make the most of his
potential. Most importantly, perhaps, such a curriculum motivates
the student to seek new information as a continuing, life-long
commitment.

In sum, health education is an applied science that draws
upon the physical, biological, medical, and behavioral scie ices
for its body of knowledge. It is a discipline that synthesizes con-
cepts and theories from these several areas and interprets them in
the context of human needs, human value--§Tand human` potential.
It is deeply concerned with promotion of personal effectiveness
and the quality of human life.

Rationale

Most of the problems that so deeply disturb responsible
people at every level of societyfamily, school, community, state,
nation, and the worldare health problems. They are directly
involved with health behavior in all its dimensionsphysical,
social, and mental. What are these problems? The list is as
familiar as it is long: uruns, sex, abortion, ecology, pollution. An
estimated 10 percent of till total population in urban areas of the
United States is afflicted with major mental illness. In a hypotheti-
cal community of 500,000 (about the size of Dayton, Ohio), the
National Institute of Mental Health predicts there will be 1,980
schizophrenics, thousands of people suffering from depression,
nearly 13,000 alcoholics, 9,900 homosexuals, 165 narcotics addicts,
and 1,300 mentally ill children (46, p. 4).

In the 1960's, young people between the ages of 16 and 23
represented 12.9 percent of the population but 27 percent of the
arrests. They were cited fr:' 26 percent of all murders and non-
negligent manslaughter, 50 Nrcent of all forcible rapes, 49 percent
of all robberies, to mention just some of the categories of crime
(37, p. 120). The latest estimates place the 16-through-23-year-
olds at 20 percent of the present population. The adolescent years
are critical for these young people who must learn to function effec-
tively in a troubled world. The schools are the only agency
specifically organized by society to help them.
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Health education is specifically designed to provide the present
a generation of students with subject matter and teaching methodol-

ogy geared to their daily needs and problems. Far from being a
luxury, health education is very possibly the greatest imperative
in education today. "The task of health education is to equip
people intellectually and emotionally to make sound decisions on
matters affecting their health, safety, and welfare," says Hochbaum
(19, p. 1). What is needed is an education that develops compe-
tence in applying the best available strategies for survival in a
world filled with unprecedented troubles, uncertainties, and oppor-
tunities, say Postman and Weingartner (36, p. xv). We need
education that produces people who have clear purposes, .who know
who they are, where they are going, and why, say Raths, Harmin,
and Simon (38, p. 12).

The urgency of the need for the kind of curriculum that
health education alone offers is implicit in the following description
of the present role of education, as viewed by the President's
National Goals Research Staff (29, p. 99):

In the past, the public has equated going to school with edu-
cation. The role of ,the school was to transmit information
and instill traditional values. The socicty of today is one
changing so rapidly that skills and information become out-
moded and traditional values are under challenge. Further-
more, the proportion of information that children receive
from the mass media is so large and the range of values to
which they are exposed so diverse that it may well be that
the schools should he devoted to giving them the cognitive
skills for integrating information and a framework within
which to sort out the diverse values to which they are exposed.

Health education is essential in the schools because many
health needs are not being met either by the family or by commu-
nity agencies. The family cannot be expected to discover and
communicate the ever-changing results of health-related research
to its members. As Morrison says (25),

The family, which is a fine mechanism for transmitting con-
ventional wisdom in a relatively static society, is relatively
poor at assimilating and transmitting new knowledge essential
to survival in a rapidly moving world.

Health education affords the best medium for bridging the gap
between the accumulated new -knowledge generated by scientific
study and man's application of these discoveries in his everyday
world.
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The following sections of this chapter will focus on con-
cepts in the body of knowledge special to health instruction (what
is to be learned), on principles of organization and administration
(how to plan and schedule health education in the curriculum),
on teaching strategies for health instruction (how to plan teaching-
learning activities), and on valid evaluation procedures (how to
determine the effectiveness of those plans).

Emerging Concepts in Curriculum Content

In any discipline, the most urgent curriculum problem today
is that of deciding what to teach. What content should be selected
from the wealth of knowledge that increases even as such decisions
are being made? Recent curriculum investigations have concerned
means of structuring content so that the student may acquire not
only ideas but also the :nodes of inquiry unique to a field. With
these tools, it is reason. d, young people will be equipped to
continue learning, to cope with new problems, and to process new
information as it is developed at an ever increasing speed.

A Comprehensive, Balanced Health Education Program

The Joint Committee of the American Association of School
Administrators and the National School Boards Association, the
National Congress of Parents and Teachers, the American Associa-
tion for Health, Physical Education, and Recreation (AAHPER),
and other groups all endorse a comprehensive program of health
education in grades K through 12 as the only effective way of
meeting the health needs of youth so as to prepare them for their
future roles as citizens and parents. Such a comprehensive
approach is better than the categorical "bandwagon," crash, or
vested-interest approach that leads to one course for sex education,
one for nutrition, one for drug abuse, etc. The comprehensive
program is based upon an organizational framework designed to
meet all the needs, interests, and problems of school-age children.

Two studies at the national level have focused on identifying
the most powerful concepts in health education. The first was
concerned with providing guidelines for health instruction through
identifying concepts and content, while the second was far more
comprehensive and productive in the preparation of curriculum
materials. Each placed emphasis on identification of important
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concepts in health education to serve as guides to selection of
subject matter for administrators, curriculum specialists, classroom
teachers, professional preparation institutions, and researchers.
Both studies made contributions to present curriculum trends in
health education.

The Health Education Curriculum Comrlission Project. In
1962 the Curriculum Commission of the Health Education Divi-
sion, AAHPER, gave priority to the task of identifying (a) the
crucial health problems of the 1960's and 1970's relating to school-
age children and (b) the related basic health concepts a student
should acquire by the completion of 12 years of instruction. Prob-
lem areas identified included the following: accidents, venereal dis-
eases, smoking, alcohol, teen-age diets, obesity, poor mental health,
lack of adequate family life education (including instruction in teen-
age sex problems), periodontal diseases and ,lack of fluoridation,
medical economics, and lack of evaluation of health information.
Outstanding authorities in fields relating to these health problems
were asked to specify the essential concepts in their fields of spe-
cialization. These concepts were then refined and restated, and
supporting data were included.

As an example of the kinds of concepts stated by the Cur-
riculum Commission, we quote the following mental health con-
cepts (1):

Human behavior tends to be ordered and patterned.
Behavior is complex.

Behavior is characterized by adaptability.
Interpersonal relrtionships are enhanced through an under-
standing of the ,rs underlying behavior, including be-
havior of self a, ..rs.

Extensive research in the behavioral sciences has provided
a basis for determining possible causes of certain behavior
patterns.

Understanding behavior involves recognition that there are
reasons underlying a given form of behavior.
Physical and mental disorders may be related.
Emotional disorders can be treated successfully in many
cases. ,

Self-acceptance is fundamental to sound mental health.
Cultural and environmental factors have a considerable
influence upon the developitient of personality and behavior.

161



For each of these concepts a content outline was developed. For
example, under one of the concepts stated above, part of the
outline is as follows:

Self-acceptance is fundamental to sound mental health:
Emotional well-being is based on the capacity to appraise
oneself realistically, recognizing one's own strengths and
weaknesses.

This approach represents a bridge between the traditional
health content areas and an overall conceptu .1 framework for a
health curriculum. Neither the identified problems nor the con-
cepts inferred from them are intended to represent the total scope
of health education.

A project in the planning stage is that of the National Instruc-
tional Television Center, in cooperation with AAHPER, to develop
a series of 15-minute television programs in health education for
children aged eight to nine, with 30- minute inservice programs for
the teacher. The health programs will revolve around certain
processes and skills.

The School Health Education Study. The nationwide School
Health Education Study (SHES), initiated in September 1961
with private funds, began with a status survey of health instruction
practices from kindergarten through grade 12 in a stratified random
sample of large, medium, and small school districts across, the
country. The SHES investigations revealed significant weaknesses
in instructional and administrative practices in the majority of
health education programs investigated. The misconceptions held
by students were found to be extensive and potentially dangerous
to health. Other problems reported included inadequate 'profes-
sional preparation of staff; indifference to or lack of support for
health education on the part of some teachers, parents, administra-
tors, and other influential members of the community; neglect of
health instruction when forced upon the physical education pro-
gram; the lack of .a sequential and structured curriculum; ineffec-
tiveness of instruction; and failure to provide instructional materials,
classroom facilities, and time for health instruction (42). The
frequency with which these and other problems were cited pointed
to a need for research and innovation in curriciflum- design for
health instruction.

Accordingly, before the first phase of the study was completed,
the second phase. directed toward development of experimental
curriculum materials for schools, got under way. The challenge
given to the writei.s selected for this task was to identify priorities
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for health content areas, to develop a structural framework involv-
ing a plan for organizing the scope and sequence for health instruc-
tion, and to prepare sample instructional materials based on the
curriculum so devised for experimental use in selected school
systems. An innovative approach to a curriculum framework that
would be useful to schools across the nation seemed essential. The
intention was not to create a national curriculum, but to develop
a structure that would provide stability yet remain flexible and
ad2 ?table enough so that individual schools could modify it to fit
local needs.

It was concluded that a new curriculum could best be con-
structed by identifying and categorizing basic concepts derived
from the body of knowledge fundamental to health education. The
SHES project viewed the health education curriculum as structured
around a hierarchy of concepts. Health itself was placed at the
apex, representing the comprehensive, generalized concept to
which the lower levels of concepts were subordinate. Health was
viewed as a unified concept having three dimensionsphysical,
mental, and social. These dimensions were further described as
follows (40):

Rea lth is a quality of life involving dynamic interaction and
interdependence among the individual's physical well-being,
his mental and emotional reactions, and the social complex
in which he exists. Any one dimension may play a greater or
lesser rL.c than the other two, at a given time, but the inter-
dependence and interaction of the three dimensions still holds
true ... different individuals may be deemed "healthy" with-
out necessarily exhibiting identical proportions of the three
dimensions of well-being. At certain times and under particu-
lar circumstances, one dimension may be more in need of
attention than another in order to maintain and promote a
state of optimal health.

At the next level of importance, the three key concepts funda-
mental to health were identified as growing and developing, inter-
acting, and decision making. Each represents a life:cycle process
typical of all mankind and thus exemplifies the processes under-
lying health. These key concepts are not separate but interrelated
and interdependent.

At a third level, 10 concepts were identified assepresenting the
total scope of health instruction. These concepts, which serve as
the components of the curriculum framework, are the following:

Growth and development influence and are influenced by the
structure and functioning of the individual.
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Growing and developing follow a predictable :quence, yet
are unique for each individual.
Protection and promotion of health is an individual, commu-
nity, and international responsibility.
The potential for hazards and accidents exists, whatever the
environment.
There are reciprocal relationships involving man, disease, and
environment.
The family serves to perpetuate man and to fulfill certain
health needs.
Personal health practices are affected by complex, often con-
flicting forces.
Utilization of health information, products, and services is
guided by values and perceptions.
Use of substances that modify mood and behavior arises from
a variety of motivations.
Food selection and eating patterns are determined by physical,
social, mental, economic, and cultural factors.

From these concepts, subconceptsin the form of facts, principles,
generalizations, and valueswere developed. In effect, the 10 con-
cepts offer an integrated approach to health curriculum, encom-
passing the 30 or more separate health topics traditionally covered
and providing opportunity for an organized and comprehensive
program of instruction.

Among the publications resulting from the School Health
Education Study is the basic document, Health Education: A
Conceptual Approach to Curriculum Design, Grades Kindergarten
through Twelve (40), which describes the rationale for and
design of the curriculum. Ultimately there will also be 10 sets
of teaching-learning guides, extensive compilations of resource and
reference materials, and coordinated visual packets of transparen-
cies. The study's conceptual approach to curriculum design has
been widely adopted and is proving a valuable asset to curriculum
workers in general, and specifically to those responsible for health
education. It remains flexible and adaptable to local needs and is
being used both in the United States and overseas.

Major Trends in Content and Scope of Health Education

The foregoing two projects at the national level reflect
emerging trends in organizing health education curriculums. The
notion of concepts as a vehicle for the definition of content has
been seized upon with growing enthusiasm by most health text-
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book authors and by curriculum developers at every level of
responsibility, including a growing number in fields other than
health education. The word concepts, however, is often used to
describe content, as supportive to or as an expansion of a topic or
area of health instruction. The topics themselves are generally
indistinguishable from those representative of a traditional approach
to the structure of the body of knowledge. Concepts are thus
employed as means of organizing factual information relevant to
the topics rather than of providing a framework for that knowledge.
Health curriculums developed recently at the state level represent
varying degrees of fa: .fulness to the concept approach.

For example, the 1970 state curriculum handbook Conceptual
Guidelines for School Health Programs in Pennsylvania (35)
addressed itself to the idea and significance of concepts and con-
ceptual learning for health education. The organizing elements
of the proposed curriculum are not concepts, however, but 17 of
the usual topics: alcohol, anatomy, community health, consumer
health, dental health, discasc control, drugs and narcotics, family
relationships, health carters, heredity and environment, human
sexuality, mental health, nutrition, physical 4' oHess, safety, and
smoking. The statewide Framework for Health Instruction in
California Public SchoolsKindergarten through Grade Twelve
similarly categorizes concepts, or big ideas, at two levels of
specificity by means of,10 content areas (consumer health; mental-
emotional health; drug use and misuse; family health; oral health,
vision, and hearing; nutrition; excrci: rest, and posture; discasc
and disorders; environmental health hazards; and community
health resources). Since 1967 the State University of New York
through the Curriculum Development Center of the 'tate education
department has been developing curriculum materi for the ele-
mentary and secondary grades based on five strands: physical
health, sociological health problems, mental health, cnvironmcntal
and community health, and education for survival. Included in the
guides for each strand are major understandings and fundamental
concepts, suggested teaching aids, learning activities, references,
and supplementary information for the teacher. The State of
Washington's Health Education Guide to Better Health (work-
ing copies) includes concepts for nine health topics and outlines
broad, general competencies, sample learning experiences, and
resources.

Whatever the plan of organizing content for health education,
a comprehensive curriculum is essential. The trend is toward pro-
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viding sequential and progressive learning experiences from grades
K through 12 in broad health content areas including growth
and development, accident prevention, use and abuse of mood-
modifying substances, consumer health, community health, envi-
ronmental health, food and nutrition, personal health practices,
dental health, communicable and noncommunicable disease, inter-
national health, and family life and sex education. To seize upon
one area of health behavior and develop it as a separate curriculum
is as absurd as it is useless. As Oberteuffer (32) says, "Another
thing we don't need is continued fragmentation of the curriculum
into little sub-areas relating to health." The two health categories
most often offered as separate courses rather than as integrated
parts of a total health curriculum are drug abuse education and
sex education. It is as though it were reasonable to believe that
the drug user has no sexual life, no family responsibilities, no need
for nutrition, or that his drug dependence could be viewed as
separate from his other health needs. In the case of sex education,
it is as though the social, emotional, and physical sexual problems
and needs of an individual were unrelated to his behavior and needs
in any other area of health-related decision making!

Sliepcevich (42) refers to a "revolving door syndrome,"
pointing out that crisis-oriented health education programs tend to
follow cyclical patterns. Each problem finds its place of top priority
in the curriculum during a period of community uproar and is then
slowly pushed aside by a new problem with higher priority, only
to reappear at the top of the crisis list a few years later; and the
cycle continues. The result is that programsnot problems
are eliminated.

A review of curriculum materials in health education indicates
that the scope of the instructional programwhat is to be taught
is derived from the health needs of the local community, the
individual needs of pupils, the legal requirements of the state and
local districts, and the objectives set forth for the area and the
course.

The emphasis of instruction is mo-Jing away from memoriza-
tion of facts and toward the acquisition of abilities and skills of
problem solving. Content is used as a means to motivate thinking,
not reciting. Finally, the trend is away from the notion of health
as absence of disease or infirmity in:their solely physical manifesta-
tions and away from the teaching of health as a series of no-no's or
finger-wagging admonitions against just exactly what people most
enjoy doing. Health is viewed instead as a quality of life, its peak,
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a means of participating in all life activities with enjoyment and
productivity.

Administrative Organization of Health Instruction

The governing hoard of each school district has the responsi-
bility to provide for a comprehensive, articulated, well planned, and
continuously evaluated health education program. To be effective,
this program should be syAematically and sequentially Organized
with progression from kirderga,:ten through twelfth grade. Lack
of progression can mean deadly repetition. At the college level,
education for health is relevant as a contribution to meeting the
individual needs of college students on or of campus, as a part of
the college health center program, and as a part of the local com-
munity health program. Specific programs are needed to provide
competence in health teaching for all preservice and inservice teach-
ers as well as for those selecting professional preparation for a
career in school, college, or community health education. Planned
and vital instruction is essential in teacher education programs for
school administrators who need not only understanding of, but
preparation for, assuming the administrative responsibility for
health programs.

Accountability

Accountability is becoming a prime concern of school admin-
istrators as interested citizens, students, board members, and
others are requesting (and sometimes demanding) that the quality
of education be improved. Accountability means that all the
professionals in a school system are held responsible for educa-
tional outcomes, so as to provide better student achievement and,
in general, better education results.

The essential prerequisites for accountability are definition of
behavioral objectives; organization of concepts, content, and edu-
cational process; and consideration of the environmental situations
in which learning opportunities occur. The output is a body of
organized and effectively evaluated results. When a program is
well planned, a cost value can be readil, applied. More precise in-
struments are still needed, but the ground has already been broken.

The School Health Council or Committee

Absolutely vital is the organization of a group of representa-
tives from the administration, the faculty, the student body, and the
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citizenry to carry out health planning, programming, budgeting,
problem solving, and coordination. A health coordinator, prefer-
ably a qualified health educator, can contribute much toward mak-
ing this group functional and relevant. Councils have sometimes
failed through lack of dynamic leadership. Others have flourished
and recommended appropriate action for improving the health
program through the use-of effective organizational procedures and
quality personnel. The Tulare County School Health Advisory
Board, Tulare, California, has functioned effectively under leader-
ship of a health coordinator since 1957. New York State programs
arc now using health coordinators in this way. The State of Florida
has encouraged the use of a school health committee plan for each
individual elementary or secondary school. Members arc appointed
by the principal or elected by the faculty. This organizational
structure can be used well at the school, district, or county level.

A usual and workable plat. for curriculum development is
the formation of a health instruction committee responsible to the
school health council; which in turn reports to the appropriate
administrator. Such a committee works closely with the curriculum
director and the overall curriculum committee of a school, district,
or county.

In some states, several-school districtz, .ftnties are working
cooperatively on the dc.clopment and imple..,..nation of improved
health instruction programs, aided by ESEA Title HI funds. Some
of these projects, such as Project Quest in Los Angeles County,
involve experimental use of-new materials. In this case, curriculum
guides were developed using student health goals and objectives as
the organizing elements. Other Title HI projects, such as the four-
county project in education at Centreville, Maryland, and the three-
county project in Florida, have chosen to use and implement the
School Health Education Study curriculum materials. The latter
project has now been widened to some twenty counties.

Emerging Patterns of Curriculum Organization

A 1964 nationwide status study of prevailing program prac-
tices (42) revealed a variety of curriculum organizational plans in
operation. The most prevalent one at that time was the incorpora-
tion of health content through correlation with other curriculum
areas. (A particular subject becomes the vehicle for teaching
health units, topics, or other such organizing centers. Correlation
with biology, chemistry, social studies, home economics, and physi-
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cal education has been common.) Evaluation studies have shown
that these programs, though attractive on paper, do little toward
changing the health behavior of students. Such organization is a
fine supolernentary procedure for the separate health course; how-
ever, as the only method of education for health it falls far short
of meeting the needs of childrc- auth. Evidence indicates
that unless a school or school c mploys a full-time health
coordinator-teacher, health programs organized only
on a correlated oasis are ineffective.

The current trend in health instruction, as in other areas of
the curriculum in the 1960's and early 1970's, is toward organizing
health instruction as a separate comprehensive course or courses
at the secondary level. Two school districts can serve as t...amples:

1. In the Los'Angeles City Unified School District, a principals'
committee, with the aid of health education supervisors and
curriculum personnel, changed their offerings from a corre-
lated program to one of direct instruction. The present
instructional specialist in health education reports that since
1970, one semester of health education has been a district re-
quirement for all pupils enrolled in tenth grade classes in the
senior high schools. Since 1969, one semester of health educa-
tion has been required for all pupils enrolled in seventh grade
classes in the junior high schools. In neither instance is
time for this instruction taken from that allocated to the
physical education program. The health classes are separate
and distinct programs, although close relationships are main-
tained with several related areas. In Los Angeles elementary
schools, health is one of the many general requirements in
the overcrowded elementary curriculum, but no time allot-
ment is specified. Although the Los Angeles program repre-
sents a big step in the right direction, it- can be,,considere d
minimal in time allotment. In the future, ix rhaps twice as
much time will be necessary if the news of young people are
to be met adequately. Time allotted for health education or

7--health science should be in keeping with that allotted for
other essential subject fields in the curriculum.

2. Alhambra (California) City Schools, under the excellent
guidance of the associate superintendent of instruction, has
a well-planned, direct instructional pro:- 1. Alhambra uses
a curriculum committee and a health coordinator. Recently,
their curriculum revision has been an interdistrict program,
planned with the neighboring districts of Garvey and San
Gabriel, which cooperated in developing health education for
the 1970's. Writers from each of the districts have collabo-
rated in constructing the teaching guides for an articulated
program for prekindergarten through tenth grade, based
upon student needs. The curriculum is organized as a cycle
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plan, allowing for important emphases relating to individual,
family, and community health to be reviewed over the years
in accordance with growth and development characteristics
and interests of students. The featured separate course is a
two-semester program in the tenth grade. It appears that
instruction at the eleventh and twelfth grades is left to natural
correlation with other courses and to those teachers who
believe in health guiCance. The separation of health educa-
tion and physical education offers promise for increased
effectiveness of instruction for both subjects.

As of January 1970, 104 colleges and universities in 31 states
reported offering one or more programs with major specialization
in health education at the undergraduate and graduate levels (41).
Another 30 institutions and 5 more states are in the process of
adding such programs. These statistics do not include dual and
combined majors such as health and physical education. Individ-
MS with specialization in health education are increasingly being
sought as health coordinators and teachers, to fill positions in
teacher preparation programs for state departments of education,
or as health education consultants in health organizations and
agencies.

Integration of health instruction remains the preduninant
curriculum pattern at the elementary level, although elementary
programs appear to be using separate blocks of time to a greater
degree than formerly. Organizing elements such as health con-
cepts and also skills, practices, and valuescontinue to provide
centers for. specific health !earnings. Health instruction units orga-
nized around "Mood-Modifiers," "Man Interacting," "Health Has
No Boundaries," "Investing in Health," "Food: It Gets to You,"
and "We the impressionable Ones" are specific illustrations of
central themes.

Today's health education program requires qualified teaching
and supervisory staff, adequate facilities, time for organized instruc-
tion, and appropriate teaching materials.

Sequence of Instruction

A modern health instruction program should provideprogres-
sion for students from prekindergarten through the twelfth grade,
junior or community colleges, and four-year colleges and universi-
ties. Traditional programs have developed a cycle arrangement
of health instructional areas or organizing centers, wherein specified
problem areas are considered at predeterinined grade levels. The
Health Education Curriculum Commission made no attempt to
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develop sequence but left this function to the local-school district
or school. The School Health Education Study, with its conceptual
approach to curriculum design, designated four levels of develop-
ment in relation to each concept. Related content may be studied
at progresr;ve levels of complexity and ^omprehensiveness. The
behavioral objectives for euzh level prescribe the content. Revisit-
ing of the concept on the successive levels, calling for additional
content and diffe -"nt and more complex behavior, provides
sequence to the SHES materials. Thus the sequence is a flexible
one that leaves exact placement of content to local school systems.
Horizontal sequence is incorporated through the medium of the
10 major concepts as reflected by the behavioral objectives identi-
fied for each of the four levels. The natural relationship of one
concept with artother also tends to dictate the horizontal sequence.

Emerging Methods of Instruction in
Health Education

If constructs such as concepts, topics, or problem areas give
structure to a curriculum, then process defines its essential 'unc-
tions. Health education seeks not to provide answers in the form
of prescriptive "content covering" but rather to provoke lifelong
habits of questioning. The critical dimension of any method
selected for teaching is not so much the subject matter involved
as the process through which the learning occurs. Dale (13) points
to this new focus on learning ways of using information rather than
making information itself the instrtictional goal:

Much of our thoughtlessly memorized knowledge is inert,
undynamie; it isn't going<anywhere. A mental miracle will
occur when we learn to restructure or rearrange what we
already know in response to the solution of real problems.
The chief emphasis will be on reconstruction of knowledge,
hot on its reproduction.

The methodology of health education is intended to afford
students the opportunity to apply what is learned as a means of
solving real-life problems. It is from this point of viewrecogni-
tion of the importance-of effective health behaviorthat the meth-
ods employed in teaching and learning about healthful living must
and do emerge. If the learner is to be motivated to change his
behavior where this is desirablewhether cognitive, affective, or
activeteaching strategies must be selected that, by their very
nature, involve his personal participation.
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Three factors are fundamental to currcnt methodology in
health instruction. First is selection of material or content to be
taught. The subject matter to be dealt with must be relevant to the
life of the learner; if the material is essential to solve a health
problem, all of the methods or teaching techniques must be chosen
for their contributions to meeting that need. A second factor is
teaching strategies. These should allow for extensive student
involvement in meaningful activities and independent study. The
teacher's role s'eould be that of a _facilitator of student learning.
A third fundamental is instructional objectives. These must be
formulated recisel\ To the extent that they are stated operation-
ally, choice of metho.; is facilitated. For example, compare the
following forms of objecives (40):

1. Understands disease prevention and control
2. Integrates information aroout disease prevention and control

into an efectivc plan for 4-ducing problems caused by these
diseases.

The teacher's interpretation of the finq objective is crucial to the
decisions involved in devising an appropriate learning activity.
Gin no more clue than "understands," he might choose any one
of many teaching procedures. If, as happens too often with this
kind of objective, the student is asked to memorize names of
pathogens, the chain of infection, and types of immunizations, there
is no assurance that he can or will use these 'facts as tools in solving
a related problem.

The second objective stated above Jescribcs the expected
cognitive behavior and so provides a c. /e to method as well as a
direction for eventual choice among evaluation procedures. If the
method is effective, at the end of his instruction the student will
be able to demonstrate the skill and deal with the specified content.
(Note that the content is also more explicit in this statement.)
Instructions! objectives stated with such prccision communicate
their inte squally well to any teacher who may seek to achieve
them. Whatever variation there might be .n method or techniqu s
chosen by various individuals to implement the objective, the out-
come should be the samethat is, evidence that the specified
intended behavior and content have been attained by the student.

To be effective, however, all methods must involve the learner
in active participation. Active participation may be of an overt or
covert nature and may be in a direct or vicarious situation. A
method or instructional device should give the student meaningful
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experience that can contribute to improvement of his health behav-
ior and the health status of his family and community.

Methods particularly applicable to health teachingbecause
of the opportunity they provide for individual participation
include discussions, panels, demonstrations, field experiences, com-
mittee work, community action and campaigns, role playing.
symposiums, buzz groups, computer-assisted instruction, use of
resource speakers, research projects, laboratory experimentation,
simulation, case studies, and value studies. The techniques most
often used for vicarious participation include television (live,
kinescoped, closed-circuit, and videotaped); educational films,
transparencies, slides, or filmstrips; recordings (reel tapes, records,
cartridges, and cassettes); and multimedia.

Problem-solving learning opportunities are particularly effec-
tive in health education. While researchers continue t probe the
effectiveness of this method as a means-of providing greater gains
in factual information, investigation supports its superiority as .a
means of promoting skill development, developing critical thinking,
arousing interest, and changing attitudes (15). Such technological
innovations as television and the overhead projector have brought
new variety to the learning process. Television is increasingly being
used both as a source of new information and as a technique in
health education (30). Many school systems are using planned
ETV broadcasts to supplement and enrich health instruction (11).

There is an increasing concern for values in today's society.
Health education pro'ides ample opportunity to guide the student
through value-clarifying processes in connection with his reaction
to posed issues or problems. Critical thinking, self-analysis, identi-
fication of values, and personal co nitment help the student take
sure steps toward learning who he is (38).

However, no one approach is as productive as a flexible plan
employing a variety of techniques and a combination of methods
such as lecture-discussion, discussion, and problem solVing.
Modern health education uses such a multimethodological approach.
A new approach providing a variety of learning experiences while
making the most of individual teacher styles and competencies is
the team-teaching method. In this approach several teachers form
a team with mutual responsibilities for, planning, developing, and
evaluating the instructional program for a comparatively large
number of students. Teachers in any field'have differing interests
and competencies, but especially in health education, owing to the
broad range of disciplines from which its body of knowledge is
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derived. i /hen teachers pool their resources, each can make more
effective prep trations and contributions in his field of specializa-
tion. Those not involved in the major presentation in an area can
give attention to small-group activities. An assumption basic to
this approach is that certain aspects of the teaching-learning process
occur best on an individual basis, others in small groups of 10 or
15, and still others in very large groups, through lectures, demoit,
strations, films, or television. White team teaching should not be
adopted blindly as an end in itself, it offers many advantages as a
method (39).

Fundamental to the effectiveness of any method is selection
of materials that reflect the modern concept of health education and
meet the needs of today's students. Today's skilled health teacher
employs a wide variety of techniques. He selects the one that will
do the best job that day, for that topic, for that particular group of
students. Any technique can involve the learner emotionally when
it is used wisely and well. Increasingly, the trend in all areas of the
curriculum is toward acceptance and use of coordinated instruc-
tional materials prepared for general use by state or national
specialists, often financed through federal grants, and published
with the cooperation of textbook publishers. Generally such
materials provide a rich array of suggested learning opporiumties
and evaluation activities based upon research and carefu. analysis
of the sources of the curriculum. Such organizations as the Associ-
ation for Supervision an Curriculum Development of the National
Education Association offer extremely useful guidelines for the
selection of new teaching m; rials.

The development of resource units in specialized areas of the
health curriculum continues. M4 often these units are prepared
by specialized health interest groups. An example is the curricu-
lum guide prepared by the American School Health Association
and Pharmaceutical Manufacturers Association (Teaching About
Drugs: A Curriculum Guide, K-12): Dozens of other guides have
been developed in the areas of smoking, nutrition, venereal disease,
air pollutionvirtually every health-related problem. But where
there is no provision for health education in the curriculum, there
is no logical vehicle for the effective use of these specialized
resource materials, however valuable they may be, nor is there
often any real attempt to relate the categorical problem area to the
comprehensive notion of health. Such specialized units' chief
virtue is their current and authoritative content. They give little
consideration to the processes involved in presenting effective
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behaviorally oriented objectives. learning opportunities, and evalu-
ation techniques that consider the interrelationship and interde-
pendence of all areas of health concern.

A comprehensive approach to curriculum planning resulting
in a separate time or course dedicated to health instruction provides
an opportunity to conserve valuable curriculum time. But efforts
to develop health education curriculums arc complicated by the
vast number of competing national groups organized in the interest
of specialized health problem areas and by the availability of public
and private funds for particular health problem studies. Resource
materials developed for individual health problems must be used
as enrichment and supportive materials rather than as a substitute
for a sound, overall health program.

Evaluation

Evaluation in health education, as in any other area of educa-
tion, is the appraisal of the value or worth of a curriculum, a
subject, a teaching-learning guide, a unit of work, a teacher, or
some other component of a school or college. Evaluation is an
appraisal based upon a set of values or criteria, or the assessment
of progress made toward established objectives.

Evaluation is an integral part of the health education program.
Many administrators and teachers in successful programs give even
more emphasis to evaluation than o other aspects of their pro-
grams, for very good reasons. Evaluation enables health teachers
to measure the worth of their teaching efforts and to inform stu-
dents of strengths and weaknesses as indicated by their growth
or lack of growth in health knowledge, attitudes, and practices.
For administrators, board members, parents, and the public, evalu-
ation provide:: evidence of a program's progress, of teachers' effec-
tiveness, and _cf students' learning. Evaluation also has public
relations value; it can be used by school officials to justify keeping
a program or a given number and kind of personnel, or to justify
hiring additional personnel.

Trends in Evaluation

Th 7ee approaches to evaluation are most prevalent currently.
The trail ional approach is evaluation by descriptive account.
This includes counting the number of students using facilities or
participating in a program or the number of hours they have
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expended on a project. Fortunately, most districts are either aban-
doning this type of evaluation or using it only in conjunction with
other types.

The second approach is evaluation based upon appraisal of
the established objectivesin health education, the behavioral
objectives formulated to plan teaching and learning activities.

The third approach is cost-time efficiency control, which is
becoming more and more useful as the emphasis on.accountability
has increased. Management techniques such as PPBS (Program
Planning and Budgeting System) are often used in this kind
of evaluation.

Administrative Use of Evaluation Approaches

An evaluation component of a health education program
may be initiated by the administrator, who would request the
school health council or committee to submit a plan for evaluating
the essential factors of the program as a means of meeting the
accountability demands for health education. The plan needs to
include all approaches to evaluai,on. Responsibility should be
clearly defined and outlined by the council or committee or by a
subcommittee on evaluation. Evaluation should be a continuous
part of the program; it might be conducted experimentally to
become an ongoing process later.

Too often evaluation groups seeking accountability tend to use
a strictly quantitative approach, describing the size of the student
population affected by health education, the number ot teachers
involved, the number and kinds of facilities used, the number of
classes offered, the number of contracts with school health services,
and other measurements. The whole process is a numbers game,
largely involving addition of figures to describe the health education
operation. Such an approach tells one nothing about the qualitative
aspects of the program.

Comprehensive Evaluation

Ernaging evaluation procedures in health education include
four types of appraisals:

1. Appraisal of the health education program
2. Appraisal of the changes in health behavior on the part of

students
3. Appraisal of the evaluation process, or how effectively those

persons making the appraisals have carried out their mission
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4. Appraisal of the effectiveness of teachers, supervisors, auxili-
ary personnel, or administrators.

An evaluation committee' incorporating the second approach,
appraisal by objectives, needs first to establish goals and objectives

for the program. To determine instructional objectives, the investi-

gator must look to three sources for data. First is the learner
himself. What-ire his needs and interests and his present knowl-
edge, attitudes, and practices in regard to his health? What are his

developmental needs? What is his socioeconomic background?
Answers to these questions have direct implications for curriculum
decisions. The second source is the subject matter or content of

health instruction. What are the methods of inquiry unique to
health instruction? What contributions can the subject make to
other educational objectives not primary to this discipline? The
third source is the society. What does the learner need know

in order to make sound decisions affecting his own health and that
of his family and community? What are the major societal prob-

lems that relate to health education? How will health instruction

enable the learner to adjust to social forces and trends? What is the

cultural background of this student body? What are the resources

of the community? What are the legal requ.'ements affecting

health instruction?
Perhaps objectives are already formula_ ted in the school health

program guide. Perhaps appraisal forms have been established
at the state, county, or district level. A number of state depart-
ments of education have such appraisal forms. For example,
California (8), Michigan, and Ohio have criteria for evaluating

elementary, high school, and college heaith programs. Materials

developed by the Los Angeles City Schools and the Tulare
County Schools in California are examples of evaluation guides

at other levels.
An evaluation plan using the objective approach can be

developed by charting the objectives in accordance with the follow-

ing steps (see evaluation chart, p. 178):

1. Formulate the objectives desired for the school health pro-
gram or the instructional phase of that program.

2. State the changes desired for peoplepupils, teachers, super-
visors, administrators.

3. State the rind of changes sought.
4. Select the means of appraisalchecklist, observation, test,

or other.
5. Identify situations where changes may take place.
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6. Record and interpret the findings.
7. Replan for a more effective program.

A vital part of health education evaluation is appraising
changes in student health behavior. This procedure calls for formu-
lating behavioral objectives in health teaching for each content area
or health concept and- relating the behavioral objectives to the
learning opportunities and to evaluation procedures designed: to
appraise the specific objective. Many times the objectives for the
development or change of health practices have long-range impli-
cations. Certain health behaviors will not or cannot be practiced
until later in adulthood, or until a student is confronted, with a
problem calling for a specific behavior, or until he is in a position
to assume greater responsibility for his own behavior.

Marian Solleder has prepared tor AAHPER an annotated
bibliography of tests of health knowledge, attitudes, and behavior
for elementarysecondary, and college levels, in the booklet Evalu-
ation Instruments. in Health Education (43). This should be helpful-
to evaluation commuces desiring to use standardized tests to
determine the status of their students.

A variety of evaluation techniques can be used to appraise
student progress toward established objectivesteacher-made tests
directed to the objectives, questionnaires, checklists, surveys, obser-
vations, recording of teacher or student logs of experiences per-
taininf; to the objectives, before-and-after photographs dcricting
changes. Examples of such appraisals are reported by Creswell

Sample Evaluation PlanSehool X
1. APPRAISAL OF SCHOOL HEALTH PROGRAM

ACTIVITIES

Ob
S
jectives:
chool

Health
Program.
School X

--
Changes
in Whom
or What

Kind
of Changes

Sought

Means
of

Appraisal

interpretation
of

Findings Replanning
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and his associates (12) as part of the School Health Education
Study evaluation.

Evaluation by Cost-Time Efficiency Control (PI'JJS)

An administrator facing today's pressures for accountability,
if he has not already adopted PPBSthe planning. programming,
budgeting systemis probably at least considering it. It is up to
him to ensure that this system is applied to the health education
curriculum as well as to Other curriculum areas and that the focus
is kept on curriculum development and on the improvement
of instruction and learning opportunities for students. A team
approach is called-for, involving administrators, teachers, students,
board members, parents and other citizens. Roles need to be
spelled out to make the inputs, interactions, outputs, and feed-
backs meaningful.

The p*rocesgOrapplying PPBS to health education involves-

1. Assessing the significance of the health program by identi-
fying both community and individual health tw-ds.

2. Charting the long-range goals for meeting tr seeds.
3. Formulating behavioral objectives outlining t,,t. health be-

haviors that can be changed in schoolboth in the class-
room and through other school-sponsored activities.

4. Planning the concepts, content, and methods ^f the health
education program, and including relevant lean, activities
or opportunities.

5. Formulating and selecting evaluation procedures for apprais-
ing progress students have made toward the objectives.

6. Placing a price tag on such a program.
7. Securing the funds for the program and needed personnel.
8. Implementing the program and continuously evaluating its

success.

PPBS involves meeting the demands and planning and con-
ducting the health education program on the basis of educational
need while paying the cost to provide for a program of significant
worth. The Pearl River, New York, experience in improving
instruction as well as incorporating a new curriculum in health and
family living is an example of applying PPBS and using this
approach to evaluation.

Implementation

The logical steps in implementing a new or revised health
education curriculum from the blueprint to the action stage arc
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as follows: The curriculum committee, health instruction sub-
committee, or other planning group presents the new or revised
plan to the assistant superintendent in charge of instruction or to
the superintendent himself. The latter discusses the curriculum
changes with principals and other adminP.rative personnel, receiv-
ing their recommendations. The superintendent, after his accept-
ance and endorsement, then presents the new or revised plan-to-the
board of education for final approval.

A pilot experimental period may be recommended as a prac-
tical step in implementation. Such a tryout period enables faculty
to become familiar with and adjust to the needed modifications.
It also allows a trial run before sweeping (and expensive) changes
are made. A gradual shift to a changed program also provides
opportunities for student, parent, and community organization
groups to become enthusiastic -and to support the recommended
program. Well planned -and well conducted inservice education
for teachers is necessary to ensure success of the program.

Various methods may be used to build support in the press
and among community groups. Gaining support from the official
and unofficial health groups in the community is paramount to a
successful program that meets students' needs in today's society.

Evaluating and implementing any kind of curriculum change
is dependent upon the creativity and dedication of the designers.
Active administrative support, sustained interest and effort of the
faculty members involved, and full parent;: and community
cooperation are essential to the task. The rewardssuch things
as -.increases in human vitality and more productive livesare
incalculable.

Health and education are inseparable. The level of health a
student attains and maintains is a major determinant of the extent
to which he profits from his total educational experience, contrib-
utes to society as an effective citizen, and :.hieves individual family
and community goals.

No school system can claim to offer a comprehensive educa-
tional program for all students unless it regards education for
health as basic to the conservation of its human resources and
essential to the attainment of its other educational goals.
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9
Home Economics

Education

Home economics education curriculums in- the schools are
changing, influenced by the interest of education decision makers in
what home economics has to offer, by legislation giving support to
home economics as a part of vocational education, and by changes
in society that have affected personal and family living. The central
focus of home economics continues to be education for the well-
being of individuals and families. Its major- purpose in the middle
and secondary schools is preparation for homemaking. With the
passage of the Vocational Education Act of 1963, home economics
also assumed the responsibility for preparing students for gainful
employment. Increasing numbers of programs are being offered in
grades 11 and 12 that prepare for entry-level occupations that
"utilize home economics knowledge and skills." The Vocational
Education Amendments of 1968 expanded homemaking education
to "consumer and homemaking education," and as a result pro-
grams are giving greater emphasis to consumer education, to
preparation for the dual role of homemaker and wage-earner, to
adaptations in programs relating to social and cultural conditions
affecting families, and to the needs of the disadvantaged and the
handicapped.

Emerging Concepts in Curriculum Content

Home economics curriculums, if effective, relate closely to the
students they serve and to the society for which those students are
being prepared. Objectives are drawn from study of a combination
of the following:

The developmental characteristics, interests, and felt needs
of students, and their readiness for learning the concepts
to be included in the curriculum
The conditions in society affecting students and their fami-
lies or affecting the occupational areas students plan to
enter.
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The competencies expected by society of the homemaker
or of workers in home economicsrelated occupational
areas
The concepts and generalizations from the subject matter
content of home economics.

Developmental Characteristics of Students

Planning hothe cconomics curriculums in relation to the
developmental characteristics, interests, and felt needs of the stu-
dents will ensure that what is being taught is appropriate to their
grade level and relevant to them and their world. For example,
most junior high school students in consumer and homemaking
classes are interested in learning how to help with tasks at home,
in caring for young children, and in exploring future job possibili-
ties. But girls froM disadvantaged backgrounds may reject the
idea of helping at -home and caring for children because they have
too many of these responsibilities already. They may be interested
in and need much help with grooming and personal development,
however, in order to improve their own self-concept. Boys from
disadvantaged backgrounds may be forced to drop out of school
and support themselves by junior high school age. These boys
need special help in finding part-time jobs and a new image of the
man's role in the home (12).

Most eleventh and twelfth graders are beginning to earn
money for themselves, so consumer education and budgeting are
of interest to them. Many are beginning to think of establishing
their own homes, so the study of housing and home furnishings,
meal management and nutrition, and preparation for parenthood
are appropriate areas to include in a homemaking education cur-
riculum for upper high school students. Those students interested
in a home economicsrelated occupation want concentrated prepa-
ration for an entry-level job before graduation.

Conditions in Society Affecting Students,
Their Families, and the Work World

Changes in society affect family life in both a positive and a
negative way. A relevant curriculum in consumer and homemaking
education will help students capitalize on those changes that sup-
port stability in families and combat those that tend to undermine
family life. The following social, economic, and technical trends
should be considered when determining the objectives to be
attained in home cconomics education:
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Demographic changes.
Threats to stability of family life.
Increased mobility of population, in particular the shift.
from rural to urban areas, with an accompanying concen-
tration of health and welfare problems in the cities. (Efforts
are being made to stem this trend.)
Working wives and mothers, the number of mothers in the
labor force having doubled since 1950.
Continued existence of health problems, among them a
steady increase in venereal disease, malnutrition, and drug
and narcotics abuse among teen-agers.
Unmet educational needs, with considerable numbers of
young people leaving school unprepared to find or hold
jobs (8).
Increased physical and mental stress, including tensions
from noise and crowding, emotional strain, anc: changes in
body chemistry caused by limitations in man's adaptability
to physical extremes.
Mounting environmental pollution, with pure air and water
beco:ning two of the scarcest natural resources.
A soaring gross national product, resulting from improve-
ment in the productivity of the labor force and high
consumption.
A dilemma of "people problems," accentuated by diversity
of backgrounds (economic, education, and cultural) cou-
pled with immediate needs and growing aspirations that
have reached an explosive intensity.
Shortened work time brought about by large-scale automa-
tion, resulting in increased needs for education, cultural
development, entertainment, and travel.
Unemployment, advanced technology having left few work
opportunities for the unskilled and rendering many skills
obsolete (3).

The specific conditions in the local community also need study
and analysis when selecting objectives for the curriculum ,)1 a
particular school. For instance, if in a local community most
homemakers work outside the home and trends show a continued
increase, it is especially important to prepare girls for managing
home and family responsibilities along with a job. Boys also need
preparation for assuming their share of responsibility in caring for
the home and family. Household work continues to demand time
in spite of modern home conveniences. A study in 1968 showed
that a total work week of 60 to 70 hours for the homemaker was
a common pattern (18). Husbands of working homemakers spent
only 5 to 7 hours per week helping with home responsibilities,

187



which consisted mostly of yard work and home repairs. HuC.,ands
and fathers need education for helping with such responsibilities as
food shopping and care of ,home and children. Home economics
curriculums need to be organized so that high school boys as well
as girls may gain the help they need in preparing- for their roles
in the home.

If many of the working homemakers in a particular commu-
nity also have preschool children, there may be need for an expan-
sion of day care services and for additional trained paraprofes-
sionals to staff day care centers or to offer day care to individual
families. A curriculum for eleventh and twelfth graders in child
care and development may be offered to prepare them for day care
work. Such a curriculum should be developed to articulate with
a postsecondary curriculum in child care development, if students
should wish to gain further training for jt:: as day care assistants.
Articulation with four-year college prograr s is also needed, for
those students who aspire to become professionals in the child
development field.

In some communities the home economics curriculum may
need to emphasize nutrition, in others the wise use of credit. If
there are many teen-age marriages and a high divorce rate among
young marrieds in a particular community, the curriculum should
focus on education in marriage and personal relationships. A
relevant home economics curriculum should hclp make differences
in a community over a period of years, if improvements are needed
in the quality of home environments and family life.

Competencies Expected by Society of the Homeinaker or
Worker on the Home EconomicsRelated Job

The objectives for consumer and homemaking curriculums
will vary somewhat depending upon the competencies expected of
a homemaker in a particular community. In a recent study (5)
conducted in the southeastern section of the country, Ole following
criteria for an effective homemaker were suggested by husbands,
.teen-age children, and homemakers themselves:

"Keeps :hildren clean."
"Demonstrates good moral standards."
"Understands and is able to cope with the different character-
istics of children of various ages."
"Is a companion to her husband."
"Is a good hostess."
"Is an efficient shopper."
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"Considers home and family concerns of more importance
than work outside the home."
"Keeps the house clean, neat, and orderly."
"Provides clothing suitable for various occasions."

In some rural communities homemakers are expected to can and
freeze food for the family, while in most cities such abilities are
not important. In some communities homemakers are expected to
make much of the clothing for the family, and sewing is important;
in other communities most of the clothing is purchased ready-made,
and homemakers are expected to do only simple sewing.

Objectives for curriculums that prepare for home economies
related occupations are planned in relation to the expectations for
workers on the job. Each job, or cluster of jobs, is broken down
into the tasks to be performed and the competencies needed to
accomplish each task. An analysis of three home economics
related occupationsthe hotel/motel housekeeping aide, the nurs-
ing home housekeeping aide, and the homemaker/home health
aidewas made by Beavers and Carpenter (4). Tasks that were
similar in all three occupations related to safety, household main-
tenance; care and operation of equipment, and sanitation. The
competencies expected in certain specialized tasks varied for the
homemaker/home health aide, depending upon whether the em-
ployer was a voluntary, health, or welfare agency. Since the
employing agencies for the homemaker/home health aide vary in
different communities, curriculum planners would need to know
the expectations of particular agencies in the local community.
A relevant curriculum reflects local expectations for the students
being served.

The Subject Matter Content

After analyzing characteristics and felt needs of the learners,
the conditions of society affecting individuals and families or the
worker, and the expectations of society for the homemaker or the
worker, it is necessary to look at the subject matter available to be
taught in home economics. The structure and content of home
economics as defined in a series of workshops conducted under the
leadership of the Home Economics Branch of the U.S. Office of
Education in 1961, 1962, and 1963 still provide a helpful resource
for curriculum development (2). New knowledge and facts have
been added and generalizations revised, but the following con-
ceptual structure continues to be used in developing curriculums
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for consumer and homeniaking education and for home economics
related occupations:

Human Development and the Family

1. Universality of individuals and families
2. Uniqueness of individuals and families
3. Development and socialization of the individual
4. Challenge and creative possibilities of change

Home Management and Family Economics

1. Environmental influences on individual and family man-
agement
a. Societal
b. Economic

2. Managerial processes
a. Decision making
b. Organization of activities

3. Effective elements in management
a. Resources and their utilization
b. Values, goals,_and standards

Food and Nutrition

1. Significance of food
a. As related to cultural and socioeconomic influences
b. As related to nutrition
c. As related to physiological and psychological satis-

factions
2. Nature &food

a. Chemical and physical properties
b. Factors affecting change in properties of food

3. Provision of food
a. Production
b. Consumer practices
c. Protective measures
d. Management of resources

Housing

1. Influences of housing on people
a. Physical and psychological
b. Social

2. Factors influencing the form and use of housing
a. Human
b. Environmental
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3. Processes in providing housing

a. Designing
b. Selecting
c. Building
d. Financing
e. Furnishing and equipping
f. Managing
g. Maintaining

Textiles and Clothing

1. Significance of textiles aril clothing
a. Interrelationships of clothing and culture
b. Social and psychological aspects of clothing
c. Clothing as a medium for artistic perception, ex-

pression, and experience
d. Textiles and clothing in the economy
e. Physiological aspects of textiles and clothing

2. Nature of textiles and clothing

3. Acquisition and use of textiles and clothing
a. Selection
b. Use and care
c. Responsibilities of consumers

The overall objectives for a home economics curriculum in a
local community are ordered in terms of level, sequence, and con-
tinuity relative to the varying amounts of time available for home
economics in the school schedule. The objectives are further
analyzed and classified according to taxonomies for the cognitive,
affective, and psychomotor domains as a basis for selecting appro-
priate teaching-learning experiences.

Emerging Concepts in Organization and
Application of Knowledge

Kimball Wiles once told a regional conference group of home
economics educators that home economics programs in the schools
should be offered in "large and small packages." The large pack-
age,would consist of a sequence of courses for those students who
need or desire more than one course in home economics; the small
package would consist of one-semester or one-year courses avail-
able without prerequisite and offered at a time when students who
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have specialized interests may elect such courses. Since Wiles' sug-
gestion, many variations in curriculum organization have occurred
in the consumer and homemaking aspects of-programs, and train-
ing programs for home economicsrelated occupations have been
added. The programs are so organized as to -be available to stu-
dents with as many varying needs and interests as possible. Recent
follow-up studies of young women who enrolled in home economics
courses in high school indicate that approximately 95 percent of
them recommend that all girls receive preparation for homemaking
and for an occupation (7). Boys also need such training.

The following chart shom how curriculum developers in
Arizona have identified the knowledge, skills, and attitudes in home
economics to be used as a base for developing two curriculums:

HOME ECONOMICS

The Basis for a Variety of Programs
CONSUMER and
HOMEMAKING

Consumer and Homemaking
Education assists consumers and
helps individuals and families
improve home environments and
the quality of personal and fam-
ily life.

Elentottary-Secondar -Adult

GAINFUL EMPLOYMENT
Gainful emplyoment means em-
ployment in a recognized occu-
pation using the knowledge and
skills of home economics, for
which persons normally receive:
a wage, salary, fee, or profit.

Secondary-Adult

Foods and Nutrition
Functions of Food
World Nutrition
Historical and Cultural Aspects
Food Preparation
Food Money Management
Food Buying and Storage
Food in the Family Life Cycle

Home Management
:.i,bi:ciston-paaking Process

Influences on Consumer
Practices

Effective Consumer Buying
Individual and Family

Resources
Values, Goals, and Standards
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Supervised Fnad Service
Worker--Schools, Hospitals,
Institutions, Lunch Counters

Assistant to Food
Demonstrators

Waitress
Family Dinncr Service Specialist

and Family Economics

Family Health Assistant
Operator of Shopping Service
AttendantCoin-Operated Dry

Cleaning Establishment
Daily Maintenance Worker

Hospital, Nursing Home,
Motel



Housing and Home Furnishings

Housing and Human Fulfillment
Housing Modifications by

Youth
COnsumer Decisions
Available Housing Resources
racial Responsibility for

Housing

Housing Aidc
AssistantFlorist's Shop, Gift

Shop, Drapery and Slipcover
Business

Worker (Dcpartmcnt Store)
Home Furnishings,
Housewares, China and
Glassware

Human Development and the Family

Development of the Child
Skills in Chiid Carc
Adult Responsibilities
Consumer Information for the

Family
Interpersonal Relationships
Successful Marriage Qualities
Family Lifc in Other Cultures

Child Care AssistantPrivate
Home, Nursery School, Day
Carc Center, Playground or
Recreation Center

AssistantChildrcn's Mille or
Hospital, Nursery in
Department Store or Industry

Companion to an Elderly
Person

Textiles and Clothing

Clothing and Textiles
Purchasing

Clothing Selection
Clothing Carc
Construction Processes
Cultural Effects
Fashion Industry

Clothing Maintenance
SpecialistDepartment
Store, Dry Cleaning
Establishments

Seamstress
Laundry Service Specialist
Salesperson for Children's and

'Women's Clothing

Arizona State Department of Education, April 1969

Consumer and Homemaking Education

The principal goals of consumer and homemaking education
are to assist consumers and to help individuals and families im-
prove their home environments and the quality of personal and
family life. Offerings in the middle or junior high school are often
available to both boys and girls and may be for a semester each
year or for a full year at a certain grade level. The curriculum for
the pre- or early-adolescent student generally includes the following:

Understanding and getting along with others
Enjoying and caring for children
Improving food habits
Learning simple food preparation
Improving personal appearance

193



Learning simple sewing
Making-the most of money
Learning to be a cooperative family member
Becoming acquainted with job and career opportunities,
particularly those related to home economics.

At the senior high school level, home economics programs are
organized in different ways. In most schools a comprehensive
course in consumer education and homemaking is offered for ninth
grade students, for the purpose of giving them a general back-
ground in preparation for homemaking. This course may include
units in-the various areas of home economics, such as the follo,,ing;

Learning how to manage school and home activities
.-,L.itarning to budget one's money and to spend wisely

G'etting along with family, friends, and employer
Boy -girl relationships
LindEistanding child growth and development
Understanding the importance If a good diet
Increasing skill in food preparation
Increasing skill in selection, basic construction, and care of
clothing
Making the home attractive a' d comfortable.

In some schools a sequence ci two or three comprehensive
courses in consumer education turd homemaking may be offered,
including a course at the ninth grade level. In addition to, or in
place of, the advanced comprehensive courses, semester or quarter-
long courses in specialized t as,ef home economics may be offered
in such areas as child development; home management and con-
sumer education; foods, nutrition, and health; clothing, textiles, and
related arts; housing, home furnishings, and household equipment;
and personal, family, and eomnPmity relations. These courses arc

-electives and available to both boys and girls.
Many high schools also offer a semester or year course in

"Personal and Family Living" for eleventh and twelfth grade
students, focusing on Interpersonal relations, the functions -of the
family, family life in varying cultures, the meaning of maturity and=
the responsibilities of adulthood, making a wise marital choice,
major adjustments within the family life eye..., the multiple roles
of the modern adult, responsibilities of parent 'Inderstanding chil-
dren, money management and consumerism, lid nutrition and
health. In some schools a comprehensive course in consumer and
homemaking education may be offered in the eleventh and twelfth
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grades for girls who have had no home economics and are becom-
ing interested in establishing their own homes. Schools with flexible
scheduling.and independent study are making it possible -for some
students to select the aspects of consumer and homemaking educa-
tion they most need to study in the limited time available in their
schedules.

Preparation for Home Economics- Related Occupations

Consumer and homemaking education courses not only pre-
pare for the responsibilities of homemaking and family life, particu-
larly for the dual role of homemaker and wage earner, but also
provide the basic preparation for training in home economics-
related occupations. Those students interested in an occupation
related to home economics may be offered exploratory experiences
as part of consumer and homemaking courses in preparation for
skill training to be obtained during the upper years of high school
or at the postsecondary level.

Home economics - related occupations are expanding because
of the increasing need for family serviceschild care,,care of the
elderly, meals away from home. An increase in training programs
is needed to supply the required personnel. Since the passage of
the Vocational Education Act of 1963, which stipulated that home
economics be expanded to include preparation for occupations
using home economics knowledge and skills, jobs have been iden-
tified, curriculums have been developed, teachers have been pre-
pared, and each year an increasing number of high school youth
are being trained and placed in jobs. The jobs cluster around the
basic subject areas of home economics, including

Food management, production, and services: food service
worker in school feeding programs, day care centers, nurs-
ing homes, hospitals, and commercial food establishments.

Care and guidance of children: aide in day care centers,
nursery schools, centers for retarded children, head start
programs, and kindergartens.

Institutional and home management and community serv-
ice: homemaker's assistant (household work); institutional,
hospital, nursing home, or hotel/motel housekeeping aide;
companion to elderly people.

Clothing management, production, and service: clothing
alterer; aide to seamstress or tailor; worker in textile and
apparel industries.
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Home furnishing, household equipment, and services: aide
to-interior designer or decorator; equipment demonstrator;
assistant in custom drapery, slipcover, or home accessory
production.

Under the leadership of the Division of Vocational and Tech-
nical Education in the U.S. Office of Education, a career develop-
ment project is under way in wnich the world of work is being
analyzed to identify all job cluster possibilities. Based on these
analyses, curriculums will be developed to give elementary school
students opportunities for orientation to the world of work, and
junior high students prevocatiOnal and exploratory experiences
to help them decide on a cluster of occupations in which they may
enroll in senior high school. The goal is to provide students with

enough training to get entry-level jobs in their cluster by the end
of high school and/or to enter postsecondary training or college.
Even students who do not complete high school will have at least
some preparation for a job. In the food service field, for example,
students May gain some experience with large-scale food prepara-
tion and service through helping with the school lunch during
elementary and junior high school. In senior high school they may
prepate for a cluster of jobs in food service and then continue to
specialize at the postsecondary level.

Programs for Ethnic and Cultural Groups,
the Disadvantaged, and the Handicapped

Adaptations in home economics programs are made to add
relevance for students from varying cultural backgrounds. In the

Southwest, for example, education in family meal management is
adapted to include Mexican and Indian foods but is also designed
to encourage the use of fresh fruits, vegetables, and milk. In the
inner cities, where many families from the South have migrated,
the teaching of nutrition includes continued use of greens in the
diet, but it also attempts to encourage students and their families to
use methods other than frying in preparing meats, in order to limit
the oversupply of fat often found in the diets.

A home economics curriculum to prepare disadvantaged stu-
dents for the dual role of homemaker and wage earner has been
developed for inner-city schools (6). This suggested one-year
course emphasizes "Skills for Living" during the first quarter.
During the middle two quarters the students are helped to secure
part -time jobs. They bring all their on-the-job problems to class,
where they receive guidance in how to cope with them. Students
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also work on their salable skillsin this case, in the food service
area: The last quarter of the course focuses on how to manage the
home when the homemaker carries the dual role. Boys enrolled
in the courses often come from homes without a husband-father
figure. They need help in developing a new concept of what hus-
bands and fathers can do to improve the quality of family life.
Students who have enrolled in this "dual-role" course are ready to
profit from skill training for a cluster of occupations offered at the
upper high school level.

Home economics programs have also been adapted to students
with various handicaps. Mentally retarded students may learn to
do the routine types of jobs in housecleaning occupations. Hard-
of-hearing students may acquire the skills necessary for a number
of occupations where they can read instructions and follow demon-
strations. Home economics classes may be offered for groups of
students with similar handicaps, or small numbers of handicapped
students may be given special help in classes for regular students.
Some home economics teachers have studied in the field of special
education to gain the understandings and competericies needed to
work with handicapped children.

Emerging Methods of Instruction

Reality-centered teaching has been the goal of most home
economics teachers. Learning experiences are offered to accom-
plish relevant objectives through various avenuesin class through
discussions, demonstrations, and laboratory experiences; in the
home through planned carry-over experiences; both in and out
of class through individualized experiences and through participa-
tion in the activities of Future Homemakers of America. For stu-
dents preparing for home economicsrelated occupations, simu-
lated experiences may be offered in the classroom, or they may
participate in supervised or cooperative work experiences.

In-Class Learning Experiences

A variety of class learning experiences are used. The develop-
ment of attitudes, appreciations, and interests is an important part
of the teaching in home economics. Round-table discussions, panel
discussions, symposiums, role-playing situations, and games may
offer appropriate learning experiences for developing objectives in
the affective domain. Objectives in the cognitive domain may be
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achieved through problem-solving situations from which generaliza-
tions may be drawn, through reading, through having experts in
the field talk to the classes (with accompanying discussion to be
sure the students have gained an understanding), or through dem-
onstrations by the teacher, other students, or resource persons.
Objectives in the psychomotor domain are developed most effec-
tively through laboratory or some type of "in-hands"--experi-
ences. Many of the objectives to be achieved, especially in pro-
grams preparing for home economicsrelated occupations, are of
high ability or skill level. Students must have many opportunities
for supervised practice to achieve skill-level objectives.

Individualized Experiences

In schools with flexible scheduling, students have time for
independent study and work. If a teacher seeks to individualize
instruction within an organized class, she provides opportunities
for students to work at their own pace or to go beyond the class
if possible. Under the leadership o. 1:ay and Shear (13) at Penn-
sylvania State University, a series of individualized home economics
learning packages ("HELPS") is being made available. Other
packages ("LAPS" and "UNIPACKS") are also in production.
These packages will be useful to teachers who lack the time or
creative ability to develop their own. If individualized instruction
is to be effective, many good self-teaching materials are needed.

Planned Carry-Over Experiences in the Home

Home economics students have always been encouraged to
bring their home problems to class for solution and to apply what
they have learned in class to their home situations. This was one
of the first forms of individualized instruction and continues to be
an effective method today.

Home economics teachers believe they must know the stu-
dents' families and home situations in order to be effective. Many
teachers continue to visit the home of each student, particularly
those teaching in small towns and rural communities. In some
states, home economics teachers are hired on a 10- or 11-month
basis, giving them time in the summer to visit the homes of students
enrolled in home economics classes for the fall term. Becoming
acquainted with urban students' families is difficult, but contacts
may be made through the help of visiting teachers and school
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or community social workers. Students' parents may also be
invited to attend planned occasions in the class. When students
are placed in part-time jobs as part of their training for a home
economicsrelated occupation, parents should be informed about
the nature of the work-study program. Many approaches are
needed to build the bridge between school and homes that is funda-
mental to a relevant home economics program..

Activities of Future Homemakers of America

The Future Homemakers of America (FHA) is the national
organization for students who are enrolled, or have been enrolled,
in home economics classes in school. It is the nation's largest
organization for junior and senior high school students. Its overall
goal is to help individuals improve personal, family, and commu-
nity living. Another goal has recently been added through the
creation of HERO (Home Economics Related Occupations) chap-
ters, to provide opportunities and projects that help students gain
competency for an occupation. FHA's method of teaching is highly
effective because the members select their own objectives and plan
their own activities and projects, with the home economics teach-
er(s) serving as their adviser(s). FHA's 1969-73 program of work
offers many opportunities for enriching class learning experiences
by correlating activities with classwork:

Objective: To strengthen bonds within the family and be-
tween the family and the community.

Projects: Our Future as Homemakers
Stable HomeStable Life
Make Time Work for You
Decisions That Count

Objective: To help youth comprehend the problems of society
and contribute to their solutions.

Projects: To Dare Is To Care
Our WorldA Growing Heritage
PreparednessThe Key to Opportunity

Supervised or Cooperative Work Experiences

In order for a student enrolled in a course preparing for home
economicsrelated occupations to gain the skills necessary for
securing and holding a job, some supervised experience on the job
is essential. Sometimes the student works under the supervision
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of both the teacher and the employer. If the student is able to
.perform the job well enough that the employer feels he is worthy
of pay, the student earns while he works. The student should
develop a carefully outlined plan for these cooperative work experi-
ences, with the help of the employer and the coordinator or teacher
of the program.

The Teacher of Horne Economics

Each state has developed its own certification requirements for
teachers of the consumer and homemaking education aspect of the
home economics program. In most states, teachers are required to
have a general education foundation, competence in each of the
home economics subject areas (and, in some states, strength in one
subject area), and professional education including student teaching.

Certification requirements for teachers of courses that prepare
for home economicsrelated occupations are in the developmental
stage in a number of states. Usual requirements include-

1.

2.

Depth in subject matter background in the area to be taught.
For instance, the teacher of child care and guidance must
have at least a minor in child development, and even greater
depth of background would be important for many teachers.
Work experience background in situations similar to those
for which students are being prepared. The teacher's own
experience allows for realistic teaching as well as practical
guidance in arranging for students' work experiences and in
placing students.

Home Economics at the Postsecondary Level
and for Adults

Offerings in consumer and homemaking education are expand-
ing in the postsecondary vocational-technical schools and in com-
munity colleges. For many of the young people enrolled, it is the
"teachable moment" for education in establishing and maintaining
a home. A series of semester or quarter courses in such areas as
home management and consumer education, housing and home
furnishings, nutrition- and meal management, and child develop-
ment and family relationships may be of particular help to these
students. If there is limited time in students' schedules, a compre-
hensive course in "Consumer and Family Life Skills" may be
offered, or models of instruction on different topics may be avail-
able for individualized learning.
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Also offered at the postsecondary level are programs to
prepare for supervisory assistant or technical positions in home
economicsrelated occupationssuch positions as food service
supervisor, dietary technician, child development associate, family
welfare associate, and textile technician.

Many schools offer series of lessons on various aspects of
consumer and homemaking education for adults in the community.
Often these learning opportunities are offered in the neighborhoods
where people live, particularly in low-income areas of the cities.
Classes are held in public housing centers, neighborhood centers,
churches, or storefront buildings in the community. Adults may
also return to school to prepare for a home economicsrelated
occupation. Special courses may be offered for adults, or they may
be able to enroll in training programs offered in the postsecondary
vocational-technical schools or community colleges.

Sunimary

Home economics curriculums should remain flexible and open
to change in order to be relevant to the students they serve. But
there are also some constants for individual, family, and commu-
nity living that need to be preserved. Continuous evaluation and
revision of programs will make it possible to strike an acceptable
balance.

The maior goal to be achieved in home economics programs
is an increasing number of stable homeshomes where the home-
maker and other family members assume their roles to the satisfac-
tion of all, where children are assured of a good start, where those
in the work force have acquired the basic attitudes and habits
needed for success, and where family members gain the support and
security needed to live in this complex world. Home economics
contributes to this goal by (a) focusing on the strengthening of
homes and families through education :Ind (b) providing quality
trained personnel to deliver services needed by individuals and
families to help them maintain strength and stability.
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10
Industrial Arts

Education

Industrial arts is an integral part of the American comprehen-
sive educational system, which is designed to develop the complete
human being. Its body of knowledge is the technology used by
industry in the production of goods and materials. Among its many
goals are the development of (a) human skills necessary if one is
to become a productive citizen in our industrial society and (b)
personal flexibility and adaptability to changing technology.

The study of industrial arts is as basic to our culture as is the
study of the sciences and humanities. The ability to create and
control technology is dependent upon one's ability to think and
perform. The need for improved technological literacy and compe-
tence on the part of every citizen becomes increasingly critical as
man compounds his accumulated knowledge. Industrial arts con-
tributes relevant experiences that broaden technological under-
standing and help the student eventually to be able to master'
technology rather than to become its slave. Its interdisciplinary
nature helps him to find new motivation for learning and to develop
sharper perceptions of himself in contrast to his man -made world.

The schools have the responsibility to provide students with
a realistic orientation to the complex interrelationships of their total
environment and to cultivate a continuing commitment to improv-
ing the quality of life. The systematic study of technology must be
seen as an essential part of each person's education, enabling him
to improve and control his environment.

Each new generation needs guidance in developing the ability
to adapt to changing technological conditions and practices. Indus-
trial arts contributes significantly to the transmission of our cumula-
tive technological culture. Each generation can proceed from exist-
ing technology without being required to rediscover knowledge or
practice.

Industrial arts provides knowledge, comprehension, and
opportunity for application leading to technological literacy;
awareness, response, and values relating to personal stability;
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and tactile control, association, and correction necessary for
productivity in meeting the needs and responsibilities of the
individual and society.

Emerging Concepts of Instruction

Activity-oriented instruction is the basis for most of the "new"
developments that have been proposed for the improvement of
education. But since its inception, industrial arts education has
made student activity the predominant clement in its instructional
program. "Learning by doing" is the original form of scholarship
and remains the primary technique for the transmission ofaccumu-
lated knowledge.

Many young adults are indicating that they are neither satis-
fied with nor confident in their ability to cope with the intricacies
of the machine and its concomitant effects. They are saying, "We
will neither compete with nor participate in the technology that has
produced the highest standard of living on earth while dehumaniz-
ing society with critical environmental problems." Charged with
the responsibility of transmitting and improving culture, education
finds its record of accomplishments questioned. Responding to
societal pressures, leaders in education, politics, and local com-
munities are now calling for a rebirth of the whole educational
enterprise, from nursery schools through higher education. Our
schools need not be confining or sterile; they must become flexible
and open.

Industrial arts has passed through several phases of curricular
development in arriving at its general education orientation. Origi-
nally the "trade and job analysis" approach was used. In the late
1920's and early 1930's the concept of the "general shop" emerged,
which allowed for generalization of content and the study of several
different types of activities. The general shop permitted small as
well as large schools to provide a greater variety of experiences
than could be achieved through the unit shop.

Industrial arts education must increasingly focus its attention
upon the long-term needs of an educated person in a technological
society. Deciding what to teach in a program designed to provide
flexibility and adaptability for future careers of an unknown nature
has led to the realization that technology-demands new approaches
to-preparing people for productive lifetimes in a constantly chang-
ing society.
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Elementary Level

Over a hundred years ago, Superintendent Edward Sheldon of
Oswego, New York, implemented industrial arts activities for ele-
mentary children. The recurring emphasis on manipulation of tools
and materials is an indication of the continuing value of industrial
arts for young children. The Montessori approach to the education
;4 young children and the more recent approach of the British
infant schools clearly indicate that the open classroom, organized
around "doing," is productive.

The real world of children is made up of thingsthings they
wear, things they eat, things they see, things they play with, things
their families use. Verbalization comes into the picture long after
personality has been shaped by the visual and tactile experiences
that a child's environment provides. An environment offering few
sensory experiences produces a disadvantaged child. Evidence
exists that niultisensory experiences without the background of
psychomotor experience fail to produce significant change.

A student's need for success, contribution, and identity is

critical. A concept of self and the maintenance of self-esteem are
necessary for the normal development of personality. The possi-
bility of promoting a feeling of success is of such importance that
industrial arts education might ile justified on this basis alone.

Several approaches to the study of industrial arts at the ele-
mentary level have been developed by various curriculum projects
and educators. These include in-class work areas supervised by
the classroom teacher, mobile carts of tools and equipment, :.:id a
centrally located work area staffed by a specialist. The preferred
arrangement is a separate classroom-size work center staffed by a
consultant, to which groups of children are scheduled through
conferences with the classroom teachers. The industrial arts con-
sultant can be either an elementary teacher with special preparation
to teach industrial arts activities or an industrial arts teacher who
specialized in early childhood education.

The degree of correlation of industrial arts activities with
ongoing classroom studies varies with the interests of the teacher.
Establishing the identity of the subject as an integral part of the
total curriculum seems critical to the implementation and con-
tinuation of a program of industrial arts at the elementary level.

There are many aspects of technology that are well within
the abilities of young children, and it is the responsibility of the
school system to provide a foundation for a lifetime of productive
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citizenship. Industrial arts is the only discipline prepared to orga-
nize psychomotor activities relating to technology for elementary
children.

Middle Schools

The "school in the-middle" seems to be an organization that
has evolved from school housing fvetorq as much as from philo-
sophical rationale. Middle schools can include children from
grade 5 through grade 8. Although a spread of age groupings
exists, the middle school is not a "junior" anything. It does not
need a watered-down seconaary academic, social, or extracurricular
orientation to provide an instructional program that prepares for
entrance into high school.

With the return of an organizational l;reak,point between
grades 8 and 9 and an -increasing move toward more flexible
curriculums for secondary schools, it seems appropriate to think
of the middle school program as foundational, much as the former
junior high school philosophy proposed. Industrial arts can provide
foundational experiences with tools, materials, and processe:t dur-
ing study of the man-made world, just as other disciplines provide
such experiences during study of the natural world.

The increasing tendency of he populace to change jobs, aver-
aging five times per we 'king lifetime, makes it increasingly relevant
to provide a common program at the foundational level. Since the
choice of electh..cs at the secondary level may lead to a variety of
careers in the service, production, technical, or professional fields,
industrial arts eductdion at the middle school level must build a
common background by providing sufficient practical guidance to
allow students to make a responsible career choice at the appro-
priate time.

Secondary Schools

Secondary level industrial arts continues the development of
concepts and meaningful experiences begun in the foundational
program in earlier grades. Individual courses extend and enrich
the curricular content by providing an opportunity for research
and development problems in special interest areas. Psychomotor
ability supplements skills of analysis in providing a solution to
problems in many diverse fields. Medicine, engineering, communi-
cations, and almost all human activities relate t, the design, pro-
duction, consumption, and disposal of the produ LS of technology.
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The "machine," in fact, pervades every aspect of our lives, includ-
ing consumer, cultural, vocational, and recreational endeav^-q.
Experiences in industrial technology enhance the ability of students
to-be adaptable and literate for a lifetime of productive citizenship.

No longer does the production of goods occupy the majority
of employed persons. Service occupations have grown faster than
goods-producing occupations. This changing cultural pattern places
a responsibility on the schools to provide higher levels of basic
education. There is now a dichotomy between those wishing to
provide for general programs of industrial arts, with their long-term
goal of adaptability, and those favoring occupational education
programs, with their short-term goal of employment. In some states
the term "industrial education" is used for programs combining
these two functions, primarily to enable school systems to be
eligible for federal funding.

Manpower needs of the future seem to indicate that while a
degree of specialization will be required, so will a high degree of
flexibility. As the variety of the types of employment expands,
there also must be a comparable extension in the breadth of
experiences to which a student is exposed. To be of maximum
benefit to students, education must prepare them for a future of
applying new knowledge to constantly changing technology.

Emerging Organizational Patterns

Research in the last few years has identified many different
approaches to the organization of instruction. Dudley (8) identi-
fied five basic approaches that have been used in industrial arts
education:

Trade AnalysisThe traditional approach to the production
of articles with an implied tool skill development. Often
substitutes for occupational education in locations that pre-
clude access to .alevant training.
Materials and ForcesBasically a survey of raw materials and
their conversion into products and services. This approach is
characteristic of programs in many urban centers.
Technical OrientationUsually a pretechnical program mak-
ing heavy use of research, development, and experimentation.
Interdisciplinary--Uses activity, and sometimes a common
facility, to reinforce learning in other subjects at the ele-
mentary level.
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ConceptualMay analyze man's role as a builder-communi-
cator-producer, may study the impact of tools and machines
on mankind, or may use a sociological approach to the
analysis of industrial organization systems.

The pages that follow provide a condensed sampling of the
various approaches. Most plans are directed at a particular grade
level. Some present new approaches to basic instruction; others
build upon previous traditional programs to provide alternate ways
of achieving productive citizenship.

The Elementary Industrial Arts Project,
Bertie County, North Carolina

The Elementary Industrial Arts Project, which began with a
federal grant in June 1968, effects a reinstatement of industrial
arts in the elementary schools of North Carolina and hopes to
develop into a workable model for other school systems. Elemen-
tary students in Bertie County have an opportunity to learn how
technology influences the world around them through films, field
trips to industries, and classroom activity related to industrial
technology.

Industrial arts has been combined with the basic curriculum
through a child-centered approach that is presented at the child's
level of understanding and capability. Materials are being devel-
oped to correlate with all areas of the elementary curriculum.
Physical activities appropriate to each child's ability and compre-
hension are used to stimulate and motivate the child. The student
learns to apply knowledge and problem-solving abilities to prac-
tical situations that are personally important.

This project uses the talents and abilities of elementary
teachers to implement industrial arts in the ongoing curriculum.
Teacher workshops are being developed to provide the training
necessary for correlating industrial arts with other subjects. A
supervisor and curriculum coordinators are employed to work
in the classroom, assisting the teacher. Commercial mobile tool
carts are provided in each of the schools in the project. Junior-size
workbenches provide work surface and storage. Hand tools and
several power tools are provided.

Tae five basic areas of industrial technologypower, commu-
nications, transportation, construction, and manufacturingserve
as a vehicle for the learning experiences. Students at any grade
level may be involved in any one of the five basic areas, depend-
ing upon interest and correlation with other subjects. Activities
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include projects on paper and papermaking, circuit boards to assist
in science, rocketry, mapmaking, telegraph systems, mass-produced
projects, safety signs, pottery, the printing industry, textiles and
clothing, crystal radios, and photography.

By combining industrial arts with the basic curriculum in a
child-centered approach, the Elementary Industrial Arts Project
attempts to prepare young children to deal successfully with their
physical and social environment. Industrial arts activities provide
an opportunity for a child to discover and develop competency in
dealing with the technological world and its relationship to daily
living.

The Industrial Arts Curriculum Project (IACP),
The Ohio State University

The Industrial Arts Curriculum Project defines industrial arts
and technology as the study of the efficient actions of men in
attaining material goods, principally those available through con-
struction and manufacuring activities. It has developed two
secondary school courses, The World of Construction and The
World of Manufacturing, to provide an understanding of these
industrial technologies. Curriculum materials for both courses
include textbooks, laboratory manuals, teacher's guides, achieve-
ment tests, and related visual aids and instructional hardware.

Through study of The World of Construction, students learn
how bridges, dams, roads, tunnels, and buildings are produced by
a managed personnel production system. The importance of
construction management is emphasized in activities ranging from
preparation of drawings and estimation of construction costs to
testing of soil and hiring of construction personnel. Students be-
come familiar with production and service practices by building
parts of structures, placing concrete, assembling steel beams, laying
bricks, installing electrical circuits, plastering walls, and many
other representative activities. Students also plan and build a
model house and engage in city and regional planning.

The World of Manufacturing is concerned primarily with
developing an understanding of how the managed personnel
production system produces and services manufactured goods.
Students become familiar with the processes common to all manu-
factured goods by studying the planning, organizing, and controlling
of representative production systems. Activities include research-
ing, designing, and engineering materials and processes to produce
manufactured goods. Students become familiar with occupations,
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materials, tools, and various production procedures. They experi-
ence custom, job, and continuous producing techniques. For
example, as a result of manufacturing a variety of different items,
students would know how a managed production system affects
human and material resources in generating products. Students'
activities represent the industrial technologies (practices) common
to manufacturing.

The two courses are the result of six years of intensive re-
search, development, field testing, and revision. Each IACP
course includes daily behavioral objectives to guide the teaching
learning process. Both courses have been developed for classes
meeting for one 45-minute period each day of the school year
(about 36 weeks) or the equivalent. The program may be imple-
mented in standard facilities. (For information write the Director,
Industrial Arts Curriculum Project, The Ohio State University,
Columbus, Ohio 43210.)

American Industry Project (AIP ), Stout State University

This project defines industry as an institution in our society
which, intending to make a monetary profit, applies knowledge
and utilizes human and natural resources to produce goods or
services to meet the needs of man. It attempts to achieve two broad
goals: (a) to develop an understanding of industry, and (b) to
develop the ability to solve industry-related problems.

Thirteen basic concepts provide the body of knowledge for
American Industry: communication, transportation, finance, prop-
erty, research, procurement, relationships, marketing, management,
production, materials, processes, and energy--all of which function
in a unique environment of government, private property, re-
sources, competition, and public interest.

Titre< one-year courses or levels have been identified for use
in the secondary schools. Level I provides a broad view of industry
and involves the solving of simple industry-related problems. It is
written to be introduced to eighth grade students. The other two
levels may be offered at any time after Level I has been completed,
although Level III seems better suited to the eleventh and twelfth
grades. By the time a student reaches Level III, he is involved in
independent study related to concept areas of his own interest.

American Industry can be introduced into both general shop
and unit shop laboratories, but it is better suited to a general shop
arrangement. It has been taught successfully at all academic and
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socioeconomic levels, in schools enrolling the urban culturally
disadvantaged as well as in small rural schools.

A teacher of American Inenstry should participate in special
orientation courses because the Alt= uses (a) a conceptual rather
than factual approach, (b) a different approach to activity than
has been traditional in industrial arts. and (c) industry rather than
technology as its source. (For more information, contact the
American Industry Project, Stout State University, Menomonie,
Wisconsin 547D I.)

The Maryland Plan, University of Maryland

Student-centered experiences at the junior high -level form the
basis of an approach that relates objectives, program, and student
outcomes to one another. It was developed to use knowledge from
the fields of philosophy, psychology, and sociology along the lines
of current trends in curriculum and instruction. Behaviorial anal-
ysis provides the means to ensure that goals and outcomes have
a high level of precision and consistency.

The Maryland Plan calls for a learner-centered classroom
environment. The teacher must be willing to function as a manager
or facilitator of educationone who inspires, encourages, and
evaluates.

This approach tends to be more academically oriented than
some of the others. Some people might challenge it on the basis
that it provides only a superficial look at the broad concepts of
industry. One of its strongest features is cognitive understanding
of the role and process of industry in society; psychomotor skill
development with tools and machines is only a secondary objective.

The Maryland Plan necessarily requires (and contributes to)
a revised and unique laboratory environment. It offers such activi-
ties as individualized construction with many materials, line produc-
tion of a product, seminar sessions, research, experimentation, test-
ing of materials, detailed planning, and industrial role playing.

The uniqueness of this plan as an ultimate application of
knowledge gained in English, mathematics, science, history, busi-
ness, and other subject areas of the school deserves careful con-
sideration by educators at all levels. If one's philosophy is based
on the merits of a child-centered exploratory experience, the
Maryland Plan has much to commend it. The program is backed
by a considerable amount of field testing.

Grade 7 is an anthropological approach to basic elements
common to all civilized mankind, requiring 90 class periods (45
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minutes each) over 9 or 18 weeks. Content includes the develop-
ment of tools and machines, power and energy, communications
and transportation, and the contribution of these elements to the
growth of civilization.

Grade 8 is a contemporary approach to the study of American
industry, requiring 90 class periods (45 minutes each) over 18
weeks. Content includes an in-depth study of (a) a major basic
industry using the group project method and (b) an industry
using the line production method.

Grade 9 includes a personal emphasis on individual psycho-
logical needs and resourcefulness, requiring 90 class periods (45
minutes each) over 18 weeks. Content includes contemporary
units of study, advanced major industry study (groups), research
and experimentation, technical development, and advanced line
production. All grades are taught in a general shop with audiovisual
facilities, library, seminar, and planning areas. (Address inquiries
to the Director, Department of Industrial Education, The Univer-
sity of Maryland, College Park, Maryland 20740.)

Industrial Arts Technology, State of Maine

Industrial Arts Technology is one of several innovative meth-
ods of implementing content already developed. This plan grew
from a need for a new approach, one that would be simple yet
adequate and easily adaptable to change.

This approach classifies American industries into the following
categories: Manufacturing, Construction, Power and Transporta-
tion, Electronics, and Service. In a comprehensive general labora-
tory, all students are engaged in the same unit at the same time, not
only to permit integration of content but also to minimize the
confusion sometimes associated with other methods. These units
in proper order provide a progressive and spiraling curriculum.

Within the framework of the unit, concepts can be introduced
to help the student gain a better insight into our industrial and
technological society. The unit permits the use of virtually every
method for teaching industrial arts. It is exceptionally flexible and
easily adaptable to any industrial arts curriculum.

The selection of unit titles is based on both student interests
and industries representative of the technological culture. Basic
functions of an industry are included in each unit so that a student
starting at any level can gain a measure of understanding of
industry or technology.
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Units generally concern themselves with research and devel-
opment, personnel administration, production and service, finance,
and marketing. The total program attempts to achieve the fol-
lowing objectives:

1. Understanding of industry and technology and their impact
on society

2. Skill in the use of tools, machines, and equipment, and their
related processes and problems

3. Desirable attitudes toward work, workers, and the products
of industry.

(For information write the Supervisor of Industrial Arts, State
Education Department, Augusta, Maine 04330.)

The Developmental Approach, New York State
o

Industrial arts cducation interprets industrial technology to
provide personal adaptability for the long-tcrm needs of productive
citizens in an industrial society. It develops the capacity to partici-
pate successfully in a technological world.

The developmental approach provides coordinated experi-
ences related to industry and technology in a form relevant to the
individual's level of development, as well as an opportunity for the
development of basic manipulative and verbal skills. It cultivates
socioeconomic values and promotes development of attitudes that
will assist students in formulating and attaining individual goals.
It incorporates activity and content that will serve future citizens
in the interpretation of the technological society. This plan uses
the project method of instruction, involving both individuals and
groups.

The developmental approach organizes technological 'earnings
into different levels, programmed according to the age, grade,
and/or maturation of individual students:

At the primary level, Introduction to the Nature of Work
includes information and activity relating to man and his
tasks as an integral part of the instructional program. Girls
and boys should be scheduled into a work center whenever
a supportive activity can be correlated with an ongoing
instructional unit.

At the intermediate level, Exploration with Tools and
Processes relates the broad technologies to activities and
learning. The shop/laboratory should be scheduled on a
regular basis as an educational resource.
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At the early secondary level, Utilization of Materials and
Forces represents a foundation for the development of basic
skills, appreciations, and knowl:dge. The shop/laboratory
is an essential part of the organization for instruction.
The advanced secondary level presents in-depth Experi-
ences in Industrial Technology to capitalize on the interests
and maturity of the students. Selected technologies are
used to provide an identity and meaning for content orga-
nization and to serve as a base for course development.
Basic Series courses are designed for average students, the
Technology Series for high-ability students. Courses may
be organized on a modular, semester, or term plan.

All grade level themes relate to the broad technologies of
production, communications, and power, and all Provide for cur-
riculum, facility, and staff organization.

Nature of Work

K-Work Environment
1-Service
2-Manufacturing
3-Communications
4-Power

Exploration with Tools and Processes

5-Construction
6-Transportation

Utilization of Materials and Forces

7-Wood, Ceramics, Drawing, Plastics
8-Metals, Graphic Arts, Electricity, Power Mechanics

Experiences in Industrial Technology

9-12 Basic Series
Ceramics, Electricity, Graphic Arts, Mechanical Drawing,
Metals, Plastics, Power Mechanics, Woods

9-12 Technology Series
Graphics Technology, Power Technology, Production
Technology

Industriology, Wisconsin State University

Development started in 1965 on an improved means of aiding
boys and girls to learn about industry in our developing society
through an updated industrial arts curriculum. Two federally
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funded programsa Prospective Teacher Fellowship Program
(1966-67) and an Experienced Teacher Fellowship Program
( I 967-68)provided financial support for the efforts.

The industriology program is designed to provide a basic
understanding and interpretation of industry for all students. It is
intended to supplement, revise, and modify existing industrial arts
programs within existing facilities. It is not intended to replace
industrial arts as a curriculum, although the term industriology is
intended to replace industrial arts.

Concepts and materials are being developed by university
staff personnel, graduate students, and teachers in field test centers.
Materials are being printed and distributed through Wisconsin
State project personnel. Twelve schools in the Platteville area are
cooperating and providing laboratory facilities and field test
support.

This innovation has been planned as a four-phase process.
Phase I, Development and Structure of Industry, for all boys and
girls in grades 7, 8, or 9, has been completed. Materials available
for use in this phase include a Study Guide, Information and Job
Sheets, Teaching Plan and Activity Sheets, Instructional Aids, and
a slide set. Phase II, Basic Elements and Processes of Industry,
for grades 9, 10, or I I, is still under development. Some "module"
instructional materials presently available for experimental use
include Single-Family Dwelling Design, Time and Motion Study,
Industrial Advertising, Process Planning, and Product Develop-
ment. Phase III, Modern Industries, for grades 10, I I, or 12, and
Phase IV, Vocational and Occupational Guidance, for grades I I or
12, are still in the planning and development stage.

Industriology is not intended to require special facilities; exist-
ing industrial arts laboratories should prove adequate. It requires
only single-period daily blocks of time and readily adapts to the
semester plan. Relatively speaking, this need not be an expensive
program to implement. Major expenditures would be for printed
materials, inservice training, audiovisual equipment and materials,
and probably some professional consultation services in the begin-
ning. Teacher willingness and desire to implement this program
would be fundamental to its success. It would require quite a good
deal of extra effort and preparation by the teacher. (Requests for
further information and assistance in implementing industriology in
your school system should be addressed to Director, Industriology
Project, Department of Industrial Education, Wisconsin State Uni-
versity at Platteville, Platteville, Wisconsin 53818.)
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Galaxy Plan, Detroit Public Schools

The galaxy approach to educating young people for the world
of work results from the impact of the Detroit Public Schools'
report, "Preparing Pupils for the World of Work" (1962), the
deliberations of the Research Council of the Greater Cities Program
for School Improvement, and the contributions of many educators,
business and industry personnel, and lay people. The challenge
of preparing a student for the correct one of over 40,000 kinds
of jobs is tremendous.

This plan is one element in the three-pronged approach to a
total educational system: career preparation (exploration of occu-
pation galaxies or clusters, selection of a family of occupations,
and depth training in a specific occupation), basic. education (lan-
guage, mathematics, social studies, and sciences), and personal
development (psychology, health, creative arts, and cultural arts).

Three objectives have been established to undergird this
approach to career preparation:

1. To provide each student with a more efficient opportunity to
learn about the world of work

2. To provide each student with a better opportunity through
actual laboratory experiences to choose the career he would
like to follow

3. To provide every student (including full-time general and
college preparatory students) with a manipulative skill that
would be of immediate value to an employer.

The basic premise for the galaxy approach to career prepara-
tion is that occupational families may be grouped into four major
clusters: materials and processes, visual communication, energy
and propulsion, and personal services. The grouping of knowledge
and manipulative and attitudinal skills into the four major clusters
accounts for calling the plan the galaxy approach, since instruction
is based on exposing the student to a variety of skills and knowledge
common to a galaxy of occupations within each major group.

To provide an articulated educational program from grads
7 through 12, the galaxy approach is structured to consist of three
phases. Exploratory experiences are provided in Phase I (junior
high). These experiences occur in each of the four clusters or
families as students rotate on a semester basis. In Phase II (grade
10) the student is given a chance to c,:plore a reduced field of
occupational possibilities. In Phase III (grades 11 and 12) the
studentwith the assistance of teachers, counselors, and parents-
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may select a specific cluster in which to specialize. These two-year
programs are designed to equip every student with a salable skill.

(Further information may be secured from the Department of
World of Work Education, Vocational Education, Detroit Public
Schools, Detroit, Michigan.)

Interdisciplinary Pr)grams

Correlated programs are not new to the field of industrial arts.
Their history can be easily traced to programs in other fields, core-
curriculum efforts of the 30's, and attempts to make learning more
relevant by using experiences and expertise from other fields. Ir.
the early and middle 1960's, considerable impetus for programs of
this type came from the Ford Foundation and subsequently from
other groups and agencies. .

The primary rationale for such programs is the premise that
education should be a unifying experience rather than a series of
unrelated and self-contained classes. Two basic t) pes of plans can
be grouped under the general heading of integrative programs:
(a) correlation with other subject areas and (b) identification of
commonalities within an area. The many programs that stress
correlation between industrial arts and other subject areas, espe-
cially three sponsored by the Ford Foundation, are of particular
interest.

The Correlated Curriculum Project in New York City, cen-
tered around the areas of business, health, and industry, has been
in operation since 1966. It is designed as a laboratory-centered,
career experience program with interrelated activities in mathe-
matics, science, and English, providing a correlated instructional
program during each of the three semesters of study in business,
health, and industry. Courses in such areas as social sciences,
music, and literature are not correlated, but every effort is made
to draw up the natural.relationships. When they have determined
their basic occupational direction, students proceed to specialize
in one of the broad areas. Experimental data suggests a high level
of success in terms of dropout rates, attendance rates, and graduate
performances.

The Richmond Plan in Richmond, California, developed in
1961 in cooperation with San Francisco State College, is based on
the same rationale, but focuses on four integrated and correlated
courses (English, science, mathematics, and technical) beginning
in the eleventh grade. Pretechnical students in this plan study
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appropriate lessons in each of the areas, using content from the
other areas for constant reinforcement.

The Partnership Vocational Education Project is a demonstra-
tion project that focuses on interpreting contemporary industry.
While based at Central Michigan University in an industrial teacher
preparation program, it is in operation in several Michigan second-
ary schools. Since 1965, the Project has maintained a program in
which industrial education is the focal point, supported by cor-
related experiences in English, mathematics, physics, and chemistry.
It a;so draws on a partnership between secondary schools, industry,
community colleges, and the university.

Further information on these programs can be obtained
from-

Director
Correlated and Pre-technical Programs
Board of Education, City of New York
480 Pacific Street
Brooklyn, New York 11217.

Director
Center for Technological Education
San Francisco State College
15 Southgate Avenue
Daly City, California 94015.

Chairman
Department of Industrial Education and Technology
Central Michigan University
Mt. Pleasant, Michigan 48858.

Summary

There are manrayip' roaches to the teaching of industrial arts.
Whatever their...QqaniBtion and purposes, all instructional pro-
grams recognize th?.."iffierent value of providing activity-oriented
learning experiences for the student.

Our investment of local, state, and federal funds in the furni-
ture, equipment, and supplies to support an exposure to industrial
arts programs is enormous and unmatched anywhere else in the
world, It represents a commitment to maintaining the highest
standard of living known to man.

The protection of our environment is one of the greatest
challenges facing us today. To improve social and cultural condi-

220



Lions, there is a need for continuing review of the patterns of school
organization, curriculums, and teacher education.

Local administrative and supervisory personnel must share
responsibility for effective implementation of instruction in indus-
trial arts. Philosophy, rationale, approaches, and organization may
provide the framework for an instructional program, but successful
implementation is dependent upon teacher performance and the
support the teacher receives from his administration.
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11
Mathematics

Education

It is a truism -that mathematics educationlike education in
any discipline and, indeed, education in generalis an ongoing
process. At any given time there may be either a state of relative
equilibrium between what should be going on and what actually
is going on or a state of considerable activity marked by serious
reconsiderations. An excellent study of this pho.nomenon as it
relates to mathematics education appears in the 1970 yearbook of
the National Council of Teachers of Mathematics (NCTM), A
History of Mathematics Education in the United States and Canada
(37).

While in the first third of the century the hope was somehow
to reach the ideal (the definitive program as to content, organiza-
tion, and methods), in recent decades there has been increasing
acceptance of the concept of the permanently evolving program.
There have been relatively long periods during which the changes
taking place were small and minor. However, these periods have
been becoming increasingly shorter, and the needs for more funda-
mental changes and for a greater number of them have been be-
coMing more urgent. The major cause, of course, is the tremendous
knowledge .:xplosion and the fantastic (evert terrifying) increase
in the rates of change of all the prc ti the world that affect
all educationincluding mathematics ..ueat,m.

Emerging Trends in Curriculum Content

Background

Practically everybody is familiar with the phrase "revolution in
school mathematics" as it has been used for the last 15 years. The
phrase represents almost colossal efforts to update, improve, and
change significantly mathematics teaching and content at all levels
in American schools. The period immediatcly after World War II
was the time at which momentum for change began to build. With
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the publishing of the Report of the Commission on Mathematics
(10) in the late 1950's, the "revolution" got into full swing.

The Commission's Report stressed a nine-point program for
college-capable students:

1. Strong precaration, in both concepts and skills, for college
mathematics at the level of calculus and analytic geometry.

2. Understanding of the nature and role of deductive ieason-
ingin algebra, as well as in geometry.

3. Appreciation of mathematical structure ("patterns")for
example, properties of natural, rational, real, and complex
numbers.

4. Judicious use of unifying ideassets, variables, functions,
and relations.

5. Treatment of inequalities along with equations.
6. Incorporation with plane geometry of some coordinate geom-

etry, and essentials of solid geometry and space perception.
7. Introduction in grade 11 of fundamental trigonometry

centered on coordinates, vectors, and complex numbers.
8. Emphasis in grade 12 on elementary functions (polynomial,

exponential, circular).
9. Recommendation of additional alternative units for grade

12: either introductory probability with statistical applica-
tions, or an introduction to modern algebra.

The teacher will recognize this prescription for a mathematics cur-
riculum as far different from the one he encountered as a secondary
student. The Commission Report was a clear attempt to influence
change-through the work of mathematicians, mathematics teachers,
and teacher trainers (10, p. xii). The work of various experi-
mental curriculum development projects had the same objective.
Such projects as the University of Maryland Project, the School
Mathematics Study Group, the University of Illinois Committee on
School Mathematics, the Madison Project, and others attempted to
develop models of curriculums and teaching approaches to serve
as guideposts for school administrators and teachers in their plan-
ning. The philosophy guiding the various projects embraced the
following ideas, in addition to those referred to in the Commission's
nine-point program (2, pp. 116-17):

1. Promote mathematical ideas.
2. Emphasize the importance of strong teacher training pro-

grams.
3. Emphasize the structure of mathematics and precision in use

of language.
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4. Emphasize teaching by discovery and teaching for meaning
and understanding.

5. Emphasize the applications of mathematics.
6. Build curricula around various unifying concepts from

kindergarten through grade 12, using a spiraling approach.
7. Abandon drill for drill's sake, and select drill carefully to

reinforce learning and enhance understanding.
8. Emphasize psychological research in the teaching and

learning of mathematics.

The typical program used in American classrooms at present is, in
large part, a derivative of these curriculum models.

The Present and the Future

But what new content is emerging in the curriculum now, and
what content will appear in the next decade? Present curriculum
work aims at incorporating roughly the following mathematical
content (4, 15):

1. Arithmetic Number Systems
Understanding numbers, with set as the key idea.
Counting numbers, with the associated ideas of matching
(correspondence), equivalence, comparison of sets, and
various properties of sets.
Naming numbers, including work in nondecimal numera-
tion systems.
Addition as an operation, using the operation of union of
sets; properties of the operation.
Subtraction as an operation, using the idea of a remainder
set, the idea of an inverse operation, or operation on a
number line; properties of the operation.
Algorithms of addition and subtraction, using nondecimal
numeration systems.
Multiplication as an operation, using the idea of repeated
addition, Cartesian product defined on sets, and proper-
ties of the operation.
Division as an operation, using the idea of an inverse
operation, splitting a set into subsets, or repeated subtrac-
tion; properties of the operation.
Algorithms of multiplication and division.
Prime numbers and factorization of composite numbers
into primes.
Modular or clock arithmetic and properties of operations.
Extending the system of natural numbers to the systems
of integers and rationals; the properties of operations
defined on these sets.
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Decimals and related exponent notation.
Extending the rational numbers to the system of real
numbers; properties of operations defined on this set.

2. Algebraic Systems
The concept of a mathematical group, with many and
varied examples (e.g., addition of integers, rigid transfor-
mations of the plane, symmetries of a square, addition in
clock arithmetic, etc.).
The concept of a field; with many and varied examples
(e.g., addition and multiplication in clock arithmetic,
addition and multiplication of real numbers, etc.).
Sequences and series.
Extending the real numbers to the system of complex
numbers, and the properties of operations defined on
this set.
Vectors, operations defined on vectors, and vector spaces;
examples of these ideas.
Linear transformations and matrices.

3. Geometry and Measurement
Geometric shapes such as cubes, cylinders, etc., and the
ideas of point, line, plane, and space.
Incidence properties such as intersecting and noninter-
secting lines and planes.
Curves and polygonal figures.
Angles.
Congruence, thought of first as one figure fitting onto
another; classification of geometric figures.
Measurement of lengthassignment of numbers to com-
pare characteristics of objects, including such things as
transitivity of length, precision, and error of measurement.,
Angle measurement.
Area of closed regions of a plane.
Volume of solids.
Congruence and rigid motions, using the ideas and termi-
nology of mappings and transformations: translations, re-
flections, and rotations.
Vectors and properties of operations defined on vectors.*
Measures, including measures of line segments and angles.
Triangle congruence.
Perpendicularity and parallelism of lines.
Synthetic, vector, coordinate, and transformational ap-
proaches to geometry at the high school level.
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4. Functions
Using the idea of a set as the fundamental notion, cover-
ing relations, mappings, and functions in depth, giving
symbolic, verbal, and graphical treatments of the ideas.*

5. Applications
Applying matherhatical ideas and reasoning in mathe-
matics, sciences, and everyday situations. Emphasis is
placed on problem formulation, analyses of problem situa-
tions, and methods of solutions.*

Not all the elements of the above skeletal outline have
achieved equally uniform, extended, and universal acceptance.
Those that have been accepted least are marked by an asterisk (*).
These topics are receiving attention in only a small number of
schools, even though textbooks are giving them increasing space
and treatment. However, they are likely to gain increasing atten-
tion during the next decade.

Moreover, the basic ideas and methods of mathematical logic,
probability, statistics, and calculus are making their way into school
programs. This trend is expected to continue in the immediate
future, with perhaps more far-reaching changes in the distant
future. More emphasis will also be placed on mathematics as a
basis for understanding computers and the related technology.

A number of comments seem in order regarding the above
outline. First, the reader may observe that some of the content
was part of his undergraduate training in mathematics. It is indeed
true that much "college-level" mathematics has been moved to the
secondary level, with subsequent movement of "secondary-level"
mathematics to earlier grade levels. These shifts have been made
possible by removing some "old" content, cutting back on drill for
drill's sake, and making use of unifying concepts and the spiraling
technique in curriculum development. Thus, many abstract notions
are now introduced at the elementary level in very concrete form,
with subsequent treatment of the same ideas later at higher grade
levels. The treatment becomes more extensive and sophisticated
as the student progresses through the curriculum; we now find
students successfully studying mathematics from a quite formal
and rigorous point of view in the late secondary years.

Use of unifying concepts and the spiraling technique has also
made it possible to break down the traditional compartmentaliza-
tion of the mathematics curriculum. It is now common to find
algebraic and geometric ideas introduced in an integrated fashion
at all levels of the curriculum. Similarly, ideas from probability
and statistics are built into the curriculum starting at the elementary
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levels. The latest example, in the form of an experimental project
using these curriculum development ideas, is the Secondary School
Mathematics Curriculum Improvement Study. This project is

striving to develop a completely integrated curriculum for grade
7 to 12 and is succeeding in bringing even more undergraduate-level
mathematics to college-bound students at the secondary level.

Contrary to what might be expected, the period of experimen-
tation in curriculum organization in mathematics that has continued
for the past 15 years has not resulted in a single dominant pattern.
Instead, we appear to be entering a period of ever-increasing
diversity of patterns in the organization and application of knowl-
edge in mathematics education. For each emerging concept there
is an identifiable counterproposition. To each generalization about
curriculum patterns there are obvious exceptions. For these rea-
sons school administrators should have some familiarity with the
great number of ideas they will'encounter in connection with the
mathematics curriculum, for in the last analysis, the administrators
will have to depend on subjective judgment along with objective
evidence in deciding which mathematics curriculum may be good
for their school.

Less importance is now attached to work in other bases than
was the case in the early days of modern mathematics. Other bases
yield different numeration systems only, and these are not as im-
portant as different number systems. While sets are still important
and will continue to be important, there is a growing awareness on
the part of mathematics teachers that the major emphasis should
be on sets as useful tools in terms of language and symbolism to
teach other concepts, rather than on sets for their own sake. Set
theory is not taught in lower grade levels, but the student is intro-
duced to a useful language that should help him learn mathematics
more easily.

The major trend today in the search for unifying ideas is
toward using the concepts of relation and function (and their
graphs) as unifying elements throughout almost the entire mathe-
matics curriculum, starting as early as the primary grades. A rather
formal definition of function is introduced as early as the fifth grade.
High school algebra texts are being rewritten with the relation and
function concepts as the prevailing and unifying ideas. Plane
geometry texts are including more coordinate geometry. The use
of the function concept in this basic way is the direct result of a
quarter century of urging on the part of prominent mathematicians
and mathematics educators and is probably long overdue.
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The mathematics programs of foreign countries are having an
influence on the mathematics curriculum that is as yet extremely
difficult to assess. In some ways, American mathematics education
seems "behind" that of many foreign countries (not all Western
European), because some foreign students study very sophisti-
cated concepts at very early grade levels. Also, some countries
have cxperimcntal programs using laboratory techniques and elimi-
nating some of the boring formalism. School leaders should realize
that American principles of education are different from those of
foreign countries. In mathematics education, teachers are working
with a large, heterogeneous group, from which many students
would be dropped at an early grade in other countries. At least two
current experimental programs, however, are based rather directly
on foreign models.

Specific concepts in curriculum development at least partially
traceable to increasing foreign influence include the following:

1. The introduction of vectors and transformations, especially
at the junior high school level.

2. Experimentation with the laboratory approach in elementary
and junior high school.

3. The use of Cuisenaire rods and other attribute blocks.
4. Consideration of introducing linear algebra before calculus.

The concepts that are emerging today may be classified into
two general categories. They relate either to changes in subject
matter or to changes in methodology or educational philosophy.

New Ideas in Content and Organization

New ideas emerging in the content and organization of
mathematics education include the study of mathematics history,
mathematics rather than- arithmetic in cicmcntary school, use of
the metric system, algebra in grade 8, introduction of statistics
and probability, varied patterns for plane geometry, advanced
placement, a two -year algebra program, and alternatives to the
traditional high school sequence.

In gcncral, cicmcntary and secondary mathematics is not
arranged in the historical order in which it was developed. But
units on mathematical history provide motivation, alternate ways
of working problems, cultural information, and recreational value.
In the coming years, applications of the history of mathematics will
become even more important as a part of the emerging pattern of
content. This trend is highlighted by the 1969 NCTM yearbook,
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Historical Topics for the Mathematic:: Classroom (36). There is
the likelihood that more courses will be organized from a historical
point of view, based on the theme that mathematics is a cultural
achievement of the human race and that any educated person needs
to have some appreciation of it.

One continuing trend is the broadening of the meaning of the
term elementary school mathematics, which has almost completely
replaced arithmetic as a description of the subject matter. The
elementary school student is exposed not only to the principles and
practices of arithmetic, but also to many of the basic concepts from
other areas of mathematics: solution of equations, intuitive geom-
etry, measurements, coordinate systems, functions and relation, the
language of sets, probability, number theory. Much of the work
in percent, three-dimensional geometry, and square root, formerly
taught in junior high school, has also become part of the elemen-
tary program. Since few or no concepts have been removed from
the program, it should be evident that more is now expected from
the pupil and that to teach all of this material to the average student
in six years without sacrificing arithmetic skill is very difficult.

The increasing use of the metric system in this country, which
may soon culminate in the complete adoption of the system for all
everyday uses, is beginning to have a strong influence on the mathe-
matics curriculum. Metric concepts are found in elementary text-
books, and several weeks of instruction are generally devoted to
them on the junior high level. Some applied mathematics problems
in high school use metric units. For the future, it is optimistic to
hope that students will be "bilingual" in measurementable to use
the English and the metric systems equally well.

The increasing tendency to offer a regular algebra course to
qualified students in the eighth grade is a noticeable development
in curriculum organization. This course does not differ in any
way from the usual ninth-grade programs, except that the students
are a year younger and the course is sometimes taught by teachers
with an elementary rather than secondary orientation. It is often
assumed that students who take algebra in grade 8 will continue
to take a total of five years of high school mathematics, including
a year of analytic geometry and calculus. Exactly which students
should take algebra in the eighth grade rather than the ninth is
still debatable.

One of the modern branches of mathematics currently being
introduced in secondary school (and sometimes in elementary
school) is probability and statistics. It is uncommon to devote a
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year, or even a semester, to the study of statistics and probability;
the material is usually inserted in algebra courses as an application.
It also appears in some general and applied mathematics courses.
It is often used for enrichment activities, sometimes in connection
with a computer. It is possible that in the next five years some
regular sequence of topics in statistics and probability will be
developed and will come to constitute a recognized and integral
part of the secondary mathematics curriculum, but such a trend
is not yet certain.

No one can safely predict what is going to happen to the
traditional tenth grade geometry course, but many mathematics
educators feel that great changes will take place in the near future.
The dominant course pattern today is still the formal course in
Euclidean geometry, with an introduction to the geometry of three
dimensions and to coordinate geometry. One emerging trend
already in evidence is toward including brief introductions to such
other geometries as projective geometry, finite geometries, non-
Euclidean geometries, and topology. A second emerging pattern
is the introduction of the concept of transformations. In the next
few years, it is expected that geometry courses with transformations
as the unifying theme will become more common at the high school
level, and it is possible that these will eventually replace traditional
geometry as the prevailing pattern. Another possibility is to
increase the importance of coordinate geometry until it becomes
the major theme in the tenth grade course. Still another possibility
is to teach intuitive or informal geometry courses, even for the
college-bound, with less emphasis on proof and postulates and
more stress on practical applications. In any event, it seems rea-
sonable to predict that fewer and fewer students will be spending
an entire year in a development restricted to plane Euclidean
geometry. What the typical pattern of high school geometry will
be in ten years is far from settled at the moment.

Closely connected with the teaching of algebra in grade 8 is
the trend toward advanced placement, whereby students may
receive college credit for up to a year of calculus taken at the high
school level. Advanced placement requires taking a formal test
through an established procedure; however. not all colleges will
give credit under these circumstances. In some cases, students may
receive credit for a college calculus course if they have had the
same material in high school, even if they have not taken the
advanced placement test. There are a great variety of twelfth grade
courses for the superior student, and it appears likely that they will

231



become increasingly popular as advanced placement becomes
more widespread.

With the enrollment of almost every student in algebra classes
in some schools, it has been necessary to provide for those who
cannot complete the regular course in a year. Some students take
two years to complete the regular first year of algebra. In some
schools, a course_called "introduction to algebra" is taught for one
or both of these years. Because of the large numbers of inade-
quately prepared students who want to take an algebra course
rather than a general mathematics course, the two-year algebra
program has been very useful in some schools, and some of the
students have continued on tc geometry.

Similarly, in some districts new mathematics sequences, some
as long as four years, have been devised. Sometimes these alter-
nate sequences integrate much of the traditional material, rather
than segmenting it into yearly blocks. Sometimes they place more
emphasis on intuition and applications and less emphasis on postu-
lation development or proof. Although designed primarily for
students not going to college, these courses can be taken by many
who do plan to attend college. Colleges seem to be becoming less
concerned than they once were with the specific high school mathe-
matics courses taken. In particular, relatively large numbers of
economically deprived students with little previous mathematical
background are taking college mathematics courses.

Changing Philosophy

To a large extent the emerging mathematical content is being
embedded in curriculums for college-bound stude. ts. School
administrators and curriculum coordinators are now faced with
the question of content for students who are not college-bound.
Ferguson (17, pp. 166-67) has some suggestions to offer. Essen-
tially, he calls for offering the same mathematical content at a
different pace. Average mathematics students would cover some-
what less mathematics (in varying amounts) than would acceler-
ated students.

Perhaps the greatest challenge facing mathematics educators
today is to provide mathematical instruction that is relevant to the
needs of students and society. For those students who are inter-
ested and highly motivated in mathematics, the programs now in
existence are very good and appropriate. However, some students
are not interested in mathematics for use in further study of
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mathematics, physics, engineering, statistics, and so on; their
primary interests are in the fine arts or nonphysical sciences. For
these students we need to develop curriculums that emphasize
the historic, cultural, biographic, philosophic, artistic, and social
aspects of mathematics. Such emphases in the mathematics cur-
riculum can make a contribution not only to a student's knowledge
of mathematics, but also to his appreciation of the relations between
mathematics and other discipline areas. They may also pay divi-
dends in shaping more positive attitudes toward mathematics.
Shaping such attitudes is as important as imparting specific mathe-
matical knowledge (3, 16). If school administrators, teachers, and
mathematics educators are to provide the best possible mathe-
matical studies in the school programs, then- we must make
available different kinds of curriculums that provide not only for
differing levels of ability but also for different levels of interest
in mathematics.

Proyiding mathematics curriculums for all types of students
requires kurriculum materials and teaching techniques that illustrate
how mathematical ideas are related to and can be used in various
other discipline areas, and how mathematical studies are relevant to
both individual and occupational needs. Experimentation is now
under way, primarily dealing with liberal arts approaches to mathe-
matics at the undergraduate level; the trend will continue and will
extend down into the secondary level in the near future.

Entergi).1 Trends in Organization and Method

Organization Based on the Way Students Learn

The current philosophy of teaching for meaning shows no
sign of giving way to any other emerging philosophy. Encouraging
intuition and discovery and making sure of understanding before
developing skills are the basis for the current pattern: intuitive
material followed by generalizations followed by practice. Fortu-
nately, more forceful statements by mathematics educators are cor-
recting a common misconception about the role of practice. The
introduction of modern mathematics was not meant to lead to the
elimination of practice. Mathematical skills are as important as
ever. Indeed, the truth of the matter is that curriculum designers
expected the introduction of modern mathematics to raise skill
levels, because the understanding would come first. But teachers
often spent too much time in concept development at the expense
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of time that might have been devotcd to skills. In othcr words, the
concept, of modern mathematics were not at fault so much as the
way these ideas wen; implemented. NoW the merging trend is to
try to achieve the correct balance between conccpts and skills.
There is reason to believe that less practice, applied at the right
time and in the right way, can accomplish as much as extended
practice without understanding or motivation. It is hoped that
students in the future will have even grcater use of mathematical
skills, without any sacrifice of concepts or understanding. Admin-
istrators and the public have a right to expect adequate perform-
ance on tests of mathematical skills.

The Spiral Approach

Most current textbook series in mathematics and most mathe-
matics educators seem to advocate the spiral approach. In simple
terms, this approach calls for a topic to be taught several times,
each time at a slightly more sophisticated level. For example, sets
are taught in every grade from 1 through 9 and beyond, but the
program is not the same in any year. The third grade teacher, for
example, is not finishing the job of teaching sets, but is reviewing
what the students know and extending this knowlcdge. Topics are
not taught to completion in any one grade level, nor are skills
always mastered at an adult level the first time a topic is ' itroduced.
A thorough understandi ig of the spiral concept is sa....essary to
gauge the amount of practice necessary before leaving a topic.

The Mathematics Laboratory

One of the most interesting of all the emerging trcnds in the
mathematics curriculum is the use of laboratory techniques. Some
schools have set aside rooms called mathematics laboratories,
featuring visual aids, measuring devices, computing equipment,
and other resources. The learning activities emphasize experimen-
tation, the use of intuition and discovery, applications, and problem
solving, in contrast to formal classroom ,procedures based on
sequential textbook content. To some extent, the inspiration for
the mathematics laboratory is found in such primary school pro-
grams as the Nuffield Project in England, but its most widespread
use in the United States so far seems to be in the junior high school.
There will be future attempts to apply the relatively unstructured
approach of the mathematics laboratory to the teaching of the
structured college preparatory sequence in mathematics.
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Use of Computers and Desk Calculators

It is necessary to mention the increased use of small, desk-size
computers in secondary schools. While they have not yet influenced
the organization of the basic curriculum, they arc providing exten-
sions and enrichment experiences, and there is the growing pos-
sibility that some secondary school courses may be rewritten with
a greater stress on computer-oriented mathematics. The use of
flow charts in junior high school texts is one example of such
an orientation.

Individualized Programs

Normally the organization of the mathematics curriculum is
such that groups of students study the same basic content. An
emerging concept is that the basic organization should be made
flexible enough to provide an individual "prescription" for an indi-
vidual student. At both the elementary and the secondary levels,
individualized programs are being used in ways that indicate they
are no longer experimental. Instead of the text'look or even a
structured sequence of material providing the basis For the organi-
zation, it is the needs of the individual that d.;.ermine which
materials will be provided. In general, under this plan, the class-
room situation emphasizes supervised study rather than guided
discussion or lecture. The quality of individualized programs is
subject to question, and the evidence that all students can benefit
is scanty, but there seems little doubt that the progt 'ms offer
promise, especially for students who have not been making sufficient
progress under the more traditional organization of content.

Emerging Trends in Evaluation

The current emphasis on behavioral objectives on the part
of some educators has caused mathematics teachers to give atten-
tion to what is expected in the way of student performance for
each specific section, page, or idea introduced. The achievement
of these objectives must be measured in terms of performance on an
objective test. Starting with behavioral objectives and organizing
the curriculum accordingly may eventually result in the need for
considerable restructuring of the sequence of mathematics topics.

A dominant trend seems to be to place less and less emphasis
on standardized tests. There have been serious charges that they
do not test minority students fairly, that they do not test for the
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objectives of the course, and that they are not appropriate for pre-
dicting the ability or future potential of students. However, college
entrance tests anal the advanced placement tests are still an impor-
tant aspect of qualifying for college, and the organization of the
high school mathematics curriculum is still dominated to a remark-
able extent by what the colleges expect. Also, the emerging concept
of performance contracting, if modified to meet many valid objec-
tives, may cause those schools involved to restructure the mathe-
matics curriculum so that goals are always measureable in terms
of objective tests.

Summary

To repeat an earlier statement, the administra...m will find a
great diversity of patterns, with some conflicting and opposing
trends. While the prevailing trend still appears to be toward greater
abstraction and more mathematics at a lower level for many stu-
dents, an opposite trend toward a lower level of sophistication, less
emphasis on college-preparatory courses of a formal nature, and
more emphasis on intuitive arguments is rapidly emerging. It is
probable that in We next few years both trends will continue at
once. The result may well be patterns of organization of material
that can be adapted to the needs of individual Oasses and students,
rather than the single traditional curriculum pattern once popular
in mathematics.

A final word of m...ting on evaluation is in order. With
national assessment and performance contracting the order of the
day, administrators and mathematics educators will have to be
alert and careful in their evaluation of such external : easurements.
Because of traditional and still widespread misunderstandings of
what the outcomes -sf mathematical instruction should be, mathe-
matics is peculiarly susceptible to abuse in attempts to measure
outcomes. The ease with which the attainment of some skills
often useless ones and in meaningless contextscan be tested
makes mathematics an ideal subject for ;nanipulation by unprofes-
sional and unscrupulous operators.
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12
Music

Education

Emerging Curriculum Concepts

"Comprehensive music programs in all schools" is a major
goal announced by the Music Educators National Conference
(MENC) in 1970 after a year-long, nationwide project to identify
the objectives of this group of professionals (9). School superin-
tendents, too, problibly would state this as one of their goals, for
they have demonstrated over the years that they are convinced of
the value of music as a subject for study in the schools. How can a
superintendent tell whether his schools have a comprehensive music
program that is abreast of the times? What is the nature of the
curriculum for such a program?

The MENC goals and objectives project produced 35 specific
objectives for the profession of music education. Three of these,
selected for priority attention, describe the characteristics of a
comprehensive music program for today's schools. MENC pro-
poses to

Lead in efforts to develop programs of music instruction
challenging to all students, whatever their sociocultural
condition, and directed toward the needs of citizens in a
pluralistic society.
Lead in the development of programs of study that corre-
late performing, creating, and listening to music and
encompass a diversity of musical behaviors.
Advance the teaching of music of all periods, styles, forms
and cultures.

A comprehensive music program, then, is "challenging to all
students," recognizes "a diversity of musical behaviors," and in-
volves "music of all periods, styles, forms and cultures." The
purpose of such a program is to establish for every student a sound
and permanent relationship with music. It is aimed at making all
students aware of the many-faceted nature of the subject and help-
ing each of them to build a relationship with music that gives
satisfaction and personal growth during the school years and
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throughout life. Can the schools reasonably accept any less respon-
sibility for musical art, when by giving some types of music a place
of prime importance in their life-style, students so forcefully dem-
onstrate readiness for participation and study?

Music for All

Elementary Schools. Experiences in music have traditionally
been provided for all students in elementary schools of the United
States. Ideally, childhood is a time to experience music through
singing, listening, playing instruments, moving and dancing, com-
posing, and experimenting with musical patterns. Such a curricu-
lum involves children in performing, analyzing, and creating music;
through these activities they derive the pleasures and insights of
esthetic experience and develop musical skills (3). Music reading
has been stressed in various degrees, depending mostly on the time
available and the teacher's belief in the value of reading in relation
to the values of other musical pursuits. Recent evidence that skill
in reading musical notation transfers to skill in reading words may
have an effect on the degree of emphasis (4).

Dissatisfaction with the level of understanding of music in
most American schools led to the appointment of an Elementary
Music Study Commission of the Music Educators National Con-
ference. This group prepared a book, The Study of Music in the
Elementary SchoolA Conceptual Approach (13), to help teachers
bring about intellectual apprehension of music as a result of the
student's participation in musical experiences. More and more
elementary schools are turning to conceptual learning of music in
the belief that the benefits will be longer lasting. The intellectual
concepts of musical contentof sound sources, pitch, rhythm,
timbre, and design. form the basis for the curriculum (17).
Participative activities are the means of learning. It is believed that
this fundamental approach to musical study can ensure a positive
relationship to music for virtually all children.

These directions have obvious implications for organizing the
elementary school program. In a majority of,school systems, music
has been the responsibility of the classroom teacher in a self-
contained classroom. Music specialists, when provided, have
helped in the preparation of instructional materials and with inserv-
ice education, but they have had only minimal contact with the
children. If the curriculum is to deal with basic concepts of the
discipline, the teacher must indeed know something more about the
art than can be learned in a few methods classes.
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MENC's Commission on Teacher Education has recom-
mended

. that music in the elementary school be taught by music
specialists. It recognizes, however, that this may not be
feasible for every school at present. Moreover, even when
there is a specialist assigned to a school, there will be times
when the ciassrooni,teacher must take some responsibility for
classroom musical experiences.

The Commission has developed a list of minimal musical compe-
tencies for classroom teachers (10). Some combination of the
music specialist and classroom teachers who have these competen-
cies is required to provide the desirable daily musical development
of children.

The foundation of a comprehensive music program is a solidly
based curriculum with concepts of musical content developed
through ever-enlarging experiences. James Mursell's theory of
"cyclical sequence" in which "any concept will occur many times
with added meaning" (5) and Jerome Bruner's "spiral curriculum"
in which "it is possible to introduce the child at an early age to the
ideas and styles that make an educated man" (2) require- that
basic principles remain constant in ever-widening circles of under-
standing. Observation, analysis, and creative manipulation of
sound sources, pitch, rhythm, timbre, and design continue to be
the basic musical explorations. A primary child singing "Pop Goes
the Weasel" develops a concept of rhythmic pulse as he claps or
skips and of the rhythmic pattern as he sings the words and plays
the pattern on a percussion instrument. An older child, developing
more complex rhythmic concepts, may hear, perform, or create two
rhythmic patterns simultaneously. A young child listening to
"Carillon" from L'Arlesienne Suite, by Bizet, may discover the
three large sections of the musical design and learn to refer to them
as "A, B, A." An older child will learn to recognize subsections
within each large section and many of the musical relations of the
parts to the whole.

Secondary Schools. Providing music for all students in the
secondary schools offer -t special challenge to music educators and
administrators. Music is not likely to be a required subject in
secondary schools, although many junior high schools do have
some requirement and a few senior high schools require some
esthetic experience for graduation. In order to interest a great
number of students, the musical offerings in the secondary school
must be varied. Success of a music program might better be judged
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by the percentage of the student body involved than by the per-
forming ability of any select group.

In the secondary school, students should continue exploration
of the nature of music and--the development of skills begun earlier.
Emphasis should be placed on developing critical abilities. Stu-
dents should learn to go beyond "like" or "dislike" and "good" or
"bad," to consider a musical work on the basis of its own content
and purposes. There are standards for considering the effectiveness
of composition and performance of the rock, soul, and country
music so familiar and appealing to the students. But the basis for
analysis is different from that for analyzing a Brahms symphony.
Electronic music, chance music, jazz, and many other idioms of
the twentieth century each require consideration in their own terms
rather than in terms of a nineteenth-century work. The develop-
ment of "a sense of responsibility_foLexercising . critical judg-
ment for the improvement of the musical environment of [the
student's] community" was one of the goals set forth "The Arts
in the Comprehensive Secondary School" (15).

Diversity of Musical Behaviors
Performance. Performance has always played an important

part in music education in Atherica and should continue to do so,
since music is essentially a performing art. The traditional per-
forming groupschoirs, bands, and orchestraswill continue to
occupy a significant place in the school music curriculum, since they
provide a means of studying examples of music literature of the
past and present. Small ensembles, both vocal and instrumental,.
should provide other opportunities for studying music. These are
increasing as part of the school offerings because of their value in
developing individual musicianship.

In performance classes, emphasis should be placed on further
development of musical conceptson (earnings that will be valu-
able long after the final performance of the particular composition.
A band class learning to play a score or a chorus preparing to sing
a choral composition should learn to perfornih --domposition well
and in the style the composer intended. In addition to the skills
needed for a good performance, the students should know the
general and historical setting of the composition; they should notice
and understand the rhythmic, melodic, harmonic, and design
principles used by the composer; they should relate the style of the
composition to that of other works they hear on recordings. In
other words, even-in "Band" or "Chorus," students should study
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"Music." Musk telchers are encouraged-to limit public perform-
ances to the number that allows in-depth mus'eal study in perform-
ing classes.

Other types of performance have recently become a part of
the curriculum. Stage bands playing big-band jazz have won in-
creasing acceptance. Instruction in improvisation, as part of the
stage band program and in other classes, has added a new dimen-
sion to music education.

Rock is part of the school scene in many communities, and
through it music educators are reaching groups of students never
before interested hi school music performance. Guitar classes are
often a part of the school music program, and class instruction in
piano and organ has taken on a new vigor. Instruments such as
the dulcimer and banjo and even the sitar are to be found in music
rooms of schools that have recognized the importance of serving
a diversity of musical interests. No secondary school student with
a sincere interest in any type of music should have difficulty finding
opportunity in a school system with a compr :',nsive music program.

Listening. Svill listening should be t Ight young people no
matter what their musical preferences or other musical pursuits
may be. This important skill is needed whether a person is a casual
consumer or an advanced performer of music. Only through listen-
ing to music can a person become acquainted with a reasonably
large repertoire. The finest pianist can learn to play only a very
small part of the music available for his instrument. This avenue
of study makes it possible for a teacher to introduce many types
of music and music for, many performance media. He can teach
the design principle otvariations on a theme through the second
movement of the Haydn String Quartet in C Major or through the
work of a pop musician, such as Chad Stuart's "Pantheistic Study
for Guitar and Large Bird." He can give students enjoyment and
esthetic experience through the distinctive sounds of an organ
prelude, a cello concerto, or an electronic workin fact, through
the whole rainbow of tone color available in recorded performance
of music. Listening should be an integral part of every course in
music. A comprehensive music program will provide opportunity
for all st tdents to develop discriminative listening skill.

Music is playing an important role in humanities and allied arts
courses in many secondary schools (12): Administrators show great
interest in these courses, because they realize that it is important
for all citizens to have insight into the broad culture of huthan
beings. Aware that music, properly understood, can deepen the
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understanding of history, literature, religion, and the other arts,
music educators are generally ready to cooperate by helping stu-
dents enlarge their listening repertoire and become more skilled
listeners. Conversely, music educators know that the study of
humanities and other arts can only deepen a student's empathy
for music and for art in general. Music teachers are justified in
insisting, however, that significant musical !earnings should result
from these academic unions. There must be sufficient time allotted
in the course to make possible a satisfactory level of music learning.
A properly:trained music educator must be among those assigned
to teach such courses.

Composing. Music is a creative as well as a performing art,
and today's schools increasingly recognize the creative aspects of the
school experience. The addition to the-curriculum of improvisa-
tion, which is merely instantaneous composing, has been mentioned.
The importance of original material to rock groups is one of the
refreshing aspects of this phenomenon. Arrangi. q; ic i -t of the
stage band experience for many of the studen

Electronic music is a recent addition to the literature. Stu-
dents composing in this mediunt are challenged to organize elec-
tronically produced sounds into something meaningful (8). In so
doing they gain insight into compositional principles and processes
that applylo all musical composition.

The compfehensive music program will provide opportunities
for a student to engage in any musical behavior that interests him.
A major thrust of MENC's Contemporary Music Project is de-
velopment of courses in comprehensive musicianship, which inte-
grate and synthesize principles of performance, composition, and
analysis (6).

All Periods, Styles, Forms, and Cultures
Just as the music curriculum is no longer restricted to General

Music, Band, Orchestra, and Chorus, the music being performed
and studied through listening is not limited to Western art music.
The study of the music of the "high culture" of the Western world
is still a legitimate aim, of course; in fact, there has been an
improvement in the quality of music taught in recent years. These
changes in curricular content are significant because music of high
quality is apt to be more satisfying esthetically and more stimulat-
ing intellectually.

But the teaching of Western music of high quality is now
paralleled by the teaching of a greater variety of music in terms of
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eras and geographic sources. Performing groups are no longer
limited to the music of the eighteenth and nineteenth centuries but
are singing and playing music from ancient times and all other
periods including the present. The different musics of Asia, the
Pacific Islands, and South America are all a part of the good
curriculum (16). A few high schools even have ethno-musicologists
on their staffs. There is a healthy concern for the products of
today's composers, inspired in part by MENC's Contemporary
Music Project (7).

The music curriculum has been broadened also to include less
sophisticated, less formal types of music. There is interest in the
study of folk music and its' relation to history, and in the develop-
ment of American popular music. Jazz is an accepted part of the
curriculum in many schools. The lyrics of currently popular songs
are forcing the schools to give more serious attention to music's
social significance.

Enjoyment

A comprehensive music program should make a difference in
students' enjoyment of music. Superintendents complain that all
too frequently music educators are so absorbed in maintaining
what they consider to be standards of musical quality that the life
is squeezed out of the program. In community studies conducted
recently by an MENC staff member, superintendents stressed the
importance of demonstrating the joy that music can bring. "There
are not enough. teachers who can communicate with the 'other
80 percent' so that kids get real enjoyment out of music." "We
must not kill enthusiasm." "I want students who will say, 'Oh boy!
Music!' "

A music educator who thinks his job depends on bringing
home an A rating in a festival or pleasing the football crowd needs
the superintendent's counsel in directing his energies to a more
comprehensive program that will lead to genuine enjoyment for a
greater number of students (1).

Emerging Administrative Considerations

Evaluation

In recent years music educatorslike most other teachers
have been engaged in stating curricular objectives in behavioral
terms. Using concepts of musical content as the basis of the cur-
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riculum provides a means of evaluating the learning that is taking
place. Many music departments have developed 12 -year goals for
the program (14), along with specific objectives for each level of
instruction and for each course. As a discipline, music can benefit
by such treatment so long as the joy of music is not overlooked.

Credit

If music is indeed to become more a part of the high school
curriculum, the matter of credit must be considered. As one
superintendent has observed, "the pressures of the college-bound
schedule are a deterrent to more music in the school." The develop-
ment in 1971 of an Advanced Placement Music Test may be some
indication that music credit is being more readily accepted by
colleges. It also points up the important fact that credit in music
should indicate that some significant musical learning has been
accomplished. Notwithstanding the plea for enjoyment in school
music, the experiences should result in musical (earnings that last
a lifetime. If such knowledge results, there is no reason to consider
credit in music as different from credit in other subjects, even in
determining class rank. The Joint Committee on School-College
Relations of the National Association of Secondary School Princi-
pals and the American Association of Collegiate Registrars and
Admissions Officers has for some time recommended that all credit
subjects be included in computing class rank.

Faculty

The Teacher Education Commission of the Music Educators
National Conference has set as its objective the development of
teacher education programs in music that provide "music
educators who are competent, flexible, creative, curious, and pre-
pared to survive and flourish in a world of change" (11). Such
teachers are necessary if a comprehensive music program is to be
successful. Superintendents are encouraged to join the Music
Educators National Conference in calling for a new type of teacher
education in music.

Summary

Educational inertia is as likely to be found in a music depart-
ment as anywhere else. Hence it is not to be expected that schools
will develop comprehensive music programs immediately upon the

248



announcement of this as a goal. Superintendents can encourage
the movement and look for evidence of it, however. Affirmative
answers to the following questions would indicate that staff are
aware of what contemporary music education is and ttre attempting
to develop a comprehensive music program:

1. Are most students touched directly in some way by the
music program of the schools?
Arc performing groups, without sacrificing an adequate
standard of performance, studying the music they play or
sing and gaining a genuine understanding of it?

3. Is music of all periods from the middle ages to the present
taught in the schools? Are students hearing and performing
music of other cultures, jazz, and the informal music of
their own culture?

4. Is there a strong interest in experimenting with musical
sound, improvising, and composing? Are these activities
used in many musical learning experiences?

5. Does school music study develop discriminating listeners?
6. Is there concern for development of skills that students can

nse after they leave school? Is this concern demonstrated
in work with small performing ensembles as well as large
groups?

7. Is there a renewed seriousness of purpose in achieving some
definite goals for music learning in the elementary school?
Is this reflected in the increased cail upon music specialists?

8. Is there a spelled-out, written-down curriculum for all
music courses? Arc the curricular goals stated in behavioral
terms where possible?

9. Are the music teachers receptive to all student musical
interests, no matter how naive and unsophisticated?

10. Is there evidence of true enjoyment of musical experiences
on the part of at least the majority of the students?

1.
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13
Physical

Education

Physical education is the school subject concerned with the
development and use of the individual's movement potential.
Some of its most enthusiastic advocates have claimed all-pervasive
benefits from a required curriculum in movement experiences,
K through 12 and continuing into higher-education. Its severest
critics have made it a prirrz..y target for effecting economies in
instructional time and educational budgets. Teachers and adminis-
trators who are genuinely seeking more relevant learning experi-
ences for children and youth are asking how the untapped potential
of the physical education curriculum can be more fully realized.

What does the discipline have to offer to the human search
for knowledge? What movement understandings and skills, and
which attitudes relating to movement behavior, are essential to the
pursuit of happiness? These are questions that must be answered
if physical education is to serve the learners for whom educational
programs are organized.

The purposes of physical education have been stated at many
levels of sophistication. In the simplest terms, those responsible
for school programs in human movement have been concerned with
health, play, and movement skill. Physical educators with differing
convictions and in changing circumstances have viewed these con-
cerns in varying relationships to each other, in individual and social
contexts, and with greater or lesser attention to scientific knowl-
edge, particular neuromuscular coordinations, or specific attitudinal
changes. But physical education curriculums have consistently
sought to develop some degree of physical fitness, recreational
competence, and skillful movement.

In the past decade, professional II in American physical
educ,tion have accorded high priority to c clarification of the
theoretical structure for physical education. This effort, currently
sponsored by the American Association for Health, Physical Edu-
cation, and Recreation, is directed toward identifying and describ-
ing a framework for analyzing physical education as an area of
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scholarly study and research and as a professional field of work.
The attempt to clarify the academic discipline rocused on phe-
nomena of human movement, project research activities needed to
extend this field of knowledge,.and apply established knowledge to
advance physical education curriculum development has been
fraught with difficulties; much confusion currently exists.

Certain relationships are clear, however. Extensive research
and scholarly study are needed to further the discipline of human
movement. At the same time, the present state of the arts and
sciences of human movement is sufficiently advanced to Jn ab le
substantial improvements in physical education curriculums and
sound curricular research leading to future breakthroughs.

A consensus exists for using a conceptual framework for
curricular decision making in physical education. However, the
specific framework that can be used most advantageously has not
yet been empirically tested. Hence, physical educators are using
many different procedures at the local level, and the conceptual
framework to be described in the following paragraphs must be
regarded as tentative.

A Purpose-Process Conceptual Framework for
Curricular Decision Making,'

The school chip.; l3eds movement !earnings to function mean-
ingfully in the real wol!d; the youth needs physical education to
help him or her become a fully functioning adult. Curriculum
content in physical education must offer students movement experi-
ences related to the common purposes of moving, planned so that
they learn how movement functions in human life. These experi-
ences must (a) fulfill personal developmental potential, (b)
develop movement skills to adapt to and control the physical
environment, and (c) help the student relate to other persons.
These are key purposes of movement, which delineate important
curricular content of physical education. Key purpose concepts
for describing the scope u, the physical education curriculum may
be identified and defined as follows.*

* The purpose concept framework is a result of group study during the past
year at the University of Wisconsin. Major contributors were Pew
Chapman, Sheryl Gotts, L. Sue Jones, Douglas Knox, Sandra Knox, Ntatie
Mullan, Leroy Smith, R. Peter Bauer, James Francis, Wilma Harrington,
Marilyn La Plante, David Uhrlaub, Emily Watson, Donald Brault, Philip
Pabich, M. JoAnne Safrit, and Sarah Robinson.
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MAN MASTER OF HIMSELF:, Mari moves to fulfill his human
developmental potential.

Physiological Efficiency: Man moves to maintain his functional
capabilities.

Circulorespiratory Efficiency. Man moves to develop and
maintain his circulatory and respiratory functions.
Mechanical Efficiency. Man moves to increase and maintain
his range and effectiveness of motion.
Neuromuscular Efficiency. Man moves to maintain or im-
prove his muscular function.

Psychic Equilib-um: Man moves to achieve personal integra-
tion.

Joy of Movement. Man moves to derive pleasure intrinsic to
human motion.
Self-Knowledge. Man moves to gain self-understanding and
appreciation.
Catharsis. Man moves to release tensions and frustrations
precipitated by the pressures of modern living.
Challenge. Man moves to test .his prowess and courage
through physical activity.

MAN IN SPACE: Man moves to adapt to and control his physical
environment.

Spatial Orientation: Man moves to relate himself in three-
dimensional space.

Awareness. Man moves to construct a conception of his-body
and how it moves in space.
Relocation. Man moves to propel or project himself from
one place to another in a variety of settings.
Relationships. Man moves to regulate his body position in
relation to stationary and moving objects and persons in the
environment.

Object Manipulation: Man moves to give impetus to and to
absorb the force of objects.

Maneuvering Weight. Man moves to support, resist, or trans-
port mass.
Object Projection. Man moves to impart momentum and
direction to a variety of objects.
Object Reception: Man moves to intercept a variety of objects
by reducing or arresting their momentum.

MAN IN A SOCIAL WORLD: Man moves to relate to others.
Communication: Man moves to share ideas and feelings with
others.

Expression. Man moves to convey his ideas and feelings.
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Clarification. Man moves to enhance the meaning of other
communication forms.
Masking. Man moves to obscure his intent or emotion.

Group Interaction: Man moves to function in harmony with
others.

Teamwork. Man moves to share in common movement goals.
Competition. Man moves to vie for individual or group goals.
Leadership. Man moves to motivate and influence group
members to achieve common goals.

Cultural Involvement: Man moves to take part in movement
activities that constitute an important part of his society.

Participation. Man moves to develop his capabilities for
taking part in movement activities popular in his society.
Movement Appreciation. Man moves to understand and be-
come an appreciative observer of sports and expressive move-
ment forms
Cultural Praervation. Man moves to understand and extend
his cultural huitage.

The purpose concepts describe the functions of movement in
achieving human goals and thus define the scope of the physical
education curriculum. The processes by which one learns to move
must also be an integral part of curricular planning. The purpose-
process conceptual framework promotes an action-oriented syctem
focusing on the individual learning to move. Movement processes
represent one large category of human behavior. Process !earnings
are, therefore, essential curricular outcomes. Sequence in physical
education can best be facilitated by organizing curricular content
in terms of a hierarchy of desired movement process outcomes.
The following classification scheme conceptualizes a hierarchy of
movement learning processes and offers a taxonomy for the selec-
tion and statement of educational objectives in Ale motor domain,
applicable in any curricular area dealing with this domain.

LEARNING BEHAVIOR DEFINITION

1.0 Generic Movement

1.1 Perceiving

1.2 Imitating
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Movement operations or processes
that facilitate the development of
human movement patterns
Recognition of movement positions,
postures, patterns, and skFlis by
means of the sense organ
Duplication of a movement pattern
or skill as a result of perceiving



1.3 Patterning

2.0 Ordinative Movement

2.1 Adapting

2.2 Refining

3.0 Creative Movement

3.1 Varying

3.2 Improvising

3.3 Composing

Arrangement and use of body parts
in successive and harmonious ways
to achieve a movement pattern or
skill

Meeting the requirements of specific
movement tas.ks through processes
of organizing, performing, and re-
fining movement patterns and skills
Modification of a patterned move-
ment or skill to meet specific task
demands
Acquisition of smooth, efficient
control in performing a movement
pattern or skill as a result of an
improvement process, e.g.

a. Elimination of extraneous
movements

b. Mastery of spatial and
temporal relations

c. Habitual performance un-
der more complex condi-
tions

Processes of inventing or creating
skillful movements that will serve
the unique purposes of the learner
Invention or construction of unique
or novel options in, performing a
movement pattern or skill
Extemporaneous origination or initi-
ation of novel movements or combi-
nations of movements
Creation of unique movement de-
signs or patterns

The key concepts .. tilt. field of human movement are (a)
thoSe related to the functions of movement in prolonging and
enriching the quality of life, which define the scope of the cur-
riculum in physical Education, and (b) those concerned with the
processes by which an individual learns to facilitate, extend, and
use fully his unique movement capabilities, which provide a basis
for sequencing potential learning experiences in physical education.
Learning movement processes is combined with learning key pur-
pose concepts, as teachers develop instructional objectives using
elements of human movement as the content focus and movement
processes to identify the level e' instruction. This procedure can
be used to generate educational objectives for individual learners
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,

and for instructional groups in any learning environment, employ-
ing a wide variety of such learning media as traditional and popular

,games, stunts, sports and dance activities, innovative challenges in
movement education, new and intriguing physical recreation op-
portunities, and unfamiliar but potentially stimulating movement
experiences.

For example, a group of elementary school pupils may engage
in a series of learning activities directek' toward the development
of concepts of spatial awareness. The teacher may structure learn=
ing environments to include open and confined spaces, indoor play
areas and different types of natural terrain, and learning media
selected from locomotor, ball-handling, kicking, striking, gymnastic,
and aquatic activities. Children could be challenged at different
levels by series of educational objectives developed progressively
in each activity area. On the other hand, a secondary school stu-
dent who has selected an instructional module in tennis may direct
his energies toward elaborating and refining his concepts of object
manipulation, and communication, as well as spatial awareness,
while progressively developing competence in movement processes,
as illustrated in the following series of motor objectives that call
for him to be able to

Recognize the ready position (perceive).
Replicate the ready position (imitate).
Ex,:eute the ready position (pattern).
Adjust position to oncoming ball (adapt).
Control position and movement to strike ball (refine).
Alter striking pattern for different court placement (vary)
Anticipate return of ball (improvise).
Unbalance opponent (compose).

Since the physical education curriculum is concerned with cogni-
tive nd affective learning as well as motor learning, curriculum
designers will provide for the identification and achievement of
education objectives in these domains as well, but sequencing in
the physical education curriculum is primarily in terms of motor
development and motor learning.

The purpose-process framework serves as a conceptual struc-
ture for designing curricular alternatives according to the needs and
interests of differing groups of learners in varying school and
community settings. The following description of contemporary
physical education in a hypothetical community is offered to illus-
trate the implementation of this framework.
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Physical Education in Update Public Schools

"Update" .is a rapidly growing community of approximately
50,000. A recently established industrial plant with substantial
federal contracts and'a newly designated state university, originally
planned as a two-year community college, contribute to a varied
population and an expanding economy. The school district oper-
ates 10 elementary schools, three middle schools replacing grades
6 the ough 9, in an earlier organizational pattern, and a compre-
hensive three -year high school.

Elementary School Physical Education

Each elementary school has two indoor areas suitable for
group movement activities. One area (circular in the newer- build-
ings) is equipped with a variety of hanging and climbing equip-
ment, including stall bars, ladders, ropes, stcgcls, wall peg boards,
and numerous boxes, benches, bars, and ladders that can be
quickly assembled in various combinations to design interesting
movement tricks and sequences.

The largcr of the two physical education areas is rectangular
or square, outfitted with plastic partitioning walls that can be rolled
up from the floor to form intersecting sol;f1 panels. These trans-
parent walls divide the arca into four smaller spaces and provide
firm reboundii. surfaces. They can also be converted into mirrors.
The TV monitors, videotape recorders, and sound projection equip-
ment are located in cabinets in the four outside walls where they
offer no safety hazard and are protected from damage.

Outdoor areas are planned to take advantage of different
natural settings. Trees have been spared where possible, and most
schools are provided with a grassy area of uneven terrain as well
as a fiat surfaced area. Municipal storehouses and local
businessmen'have contributed large pieces of equipment for install-
ation on the playgrounds to supplement standard commercial
climbing and hanging apparatus. The children have enjoyed
participating in contests to decorate the equipment and landscape
the areas. Such portable equipment as balls, ropes, beanbags,
canes, tires, nets, and the like are available for both indoor and
outdoor use.

Local educational philosophy supports environmental designs
for learning, which are value-oriented to increase the pupil's sen-
sitivity and receptivity to needed social programs, to improve his

259



skills in group relations, and to enhance his creative use of leisure.
Communication is now viewed as a legitimate core around which
to plan the elementary school curriculum, so that the various areas
of study may contribute to the child's ability to cope with his world
on his own terms. Movement experiences in schools have come
into their own in the last decade as educators have recognized the
crucial role played by movement in self-expression and communi-
cation. Individualization of learaing is a continuing goal imple-
mented with the assistance of sophisticated technological equip-
ment. Computers compile diagnostic appraisals of the relevant
backgrounds, abilities, interests, and learning styles of each child,
making it possible for the teacher to propose tentative goals for
each student and a program of learning experiences designed to
achieve them.

The activity content of the elementary physical education cur-
riculum includes learning modules or short capsules of movement
experiences planned to develop fundamental concepts and progres-
sively increasing abilities. Much of the child's movement curricu-
lum is organized to focus on "man in space." Much emphasis is
given to general body awareness, basic locomotor patterns of
walking, running, hopping, sliding, jumping, galloping, skipping,
and leaping, and body management skills of dodging and guarding
stationary and moving objects, chasing, tagging, stunts, tumbling,
and apparatus. Ball- and object-handling activities involving
throwing, catching, kicking, and striking also receive major
attention.

Elementary learnings in using movement to relate to others
are achieved through creative rhythms, folk dance, and games.
Every child has at least occasional opportunities in physical educa-
tion to express his personal ideas and feelings through self-directed
movement. Games are selected and designed to provide practice
in the particular movement skills already identified and to stimulate
the development of elementary concepts of rule-functioning in
group activities, cooperation, competition, and leadership.

Physical education experiences throughout the elementary
school are designed (a) to assist the individual child in self-
mashry, through development of an acceptable body image and a
positive concept of himself in movement settings; (b) to provide
ample opportunities for knowing personal joy in movement; and
(c) to further the progressive development of strength, flexibility,
balance, and cardiorespiratory endurance. Physical activities
already discussed (movement exploration, fundamental locomotor
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movements, body management activities, ball- and object-handling
practice, rhythms and dances, traditional and creative games) pro-
vide the learning media for reaching these goals.

The roles of the physical 'educator in elementary education
have shifted since most teachers completed their professional cer-
tification requirements. Today's teacher works with groups of
children to focus ep problems, stimulate movement learning activi-
ties, and help e.:ablish criteria for solutions to problems. He also
serves as a tutor-challenger, working with individual children to
help them discover their interests, strengths, and weaknesses. He is
expected to contribute, according to his personal talents, televis:Nt
teaching, learning programs, videotapes, innovative learning ids,
and self-evaluative games and devices that enable children to asse.,
their own levels of skill achievement, fithess, creativity, and com-
munications effectiveness. He is a learner about learning as he
struggles to make increasingly successful decisions about how to
present material to children or linw to encourage children to seek
new personalized movement answers.

Middle School Physical Education

The middle school offers a unique challenge to the physical
educator. All three middle ,schools use modular scheduling and
team teaching. In some instances teaching teams cut across
attendance-district lines to perMit optimum use of teacher special-
izations. For physical education learning, children arc grouped
according to skill achievement levels in the various areas. Many
classes are coeducational, although instruction in team sports,
aquatics, and track and field is usually 'yen separately to boys
and girls. Both large- and small-group struction is scheduled
regolarly,. with the typical pattern providing the middle school
student seven 30-minute modules of physical education weekly,
two in groups of 26-75 students, and five in groups of 25 students
or less.

Each middle school has an outdoor field area; one full-sized
standard gymnasium with large adjacent storage areas for gymnastic
equipment; a smaller gymnasium for dance, wrestling, self-defense,
body mechanics, and certain gymnastic activities; and a pool de-
signed especially for flexible instructional use. In addition, one
middle school has an indoor track and field area that can be
converted to an ice rink. Another has eight tennis courts that are
flooded in winter for skating. The newest middle school is located
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near a hilly wooded area, which has been developed as an outdoor
education and camping area for year-round use and as a site for
beginning skiing instruction in winter. Students are transported by
school bus in order to share these specialized instructional facilities.
All middle school physical education facilities are operated by the
city recreation department for evening, weekend, and summer
neighborhood programs.

The Update curriculum in middle school physical education
has two major elements: (a) expanding students' understanding of
movement through the refinement of personal skills and (b) deep-
ening their social understanding through experiences in movement
activities of their own and other societies. Concepts of self-
mastery are strengthened by achieving higher levels of skill in
familiar" activities and by successfully meeting the challenges of
learning new skills. Venturesome activities requiring personal
courage are included. Dynamic posture is studied directly, but
most students receive no formal instruction directed primarily
toward strength, flexibility, and circulorespiratory endurance unless
individually prescribed exercise programs are indicated.

Students work toward a growing understanding of movement
principles in situations emphasizing modifications of environmental
media. Aquatic experiences comprise from 20 to 35 percent of
individual programs. All students learn principles of buoyancy and
adcgtations of biomechanics, balance, and breathing appropriate
to propulsion in the water. Instruction includes specific water sur-
vival techniques, elementary forms of rescue, standard stroke pat-
terns, diving, water stunts, and alternate elective modules for those
students qualified for n ore advanced aquatic activities.

Tumbling, gymnastics, and trampolining are emphasized to
extend concepts of spatial awareness, locomotion, and balance and
to encourage the development of body projection skills using
limited ground contact. Basic gymnastic skills acquired during
elementary school years serve as a foundation for learning standard
stunts required in competition ot: all pieces of apparatus. Capsule
programs have been developed to help students at a wide range of
individual performance levels to work independently in large-group
instructional settings with minimum supervision. Creative exercise
routines offer opportunities for fun and novelty as well as for the
satisfaction of skill achievement.

Track and field activities are stressed and extended to include
outdoor challenges in locomotion, balance, and skillful performance
on land surfaces modified by sand, snow, or ice. All students are
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introduced to ice skating and skiing. Unique forms of body pro-
jection and locomotion, more advanced skills in object projection,
and concepts associated with physical activity, such as recreation,
catharsis, and risk taking, can be. experienced meaningfully in
such contexts.

Middle school organization offers unparalleled opportunities
for socialization through the development of team sports and
social dance skills. Skill development and team strategy are
stressed in the familiar team games popular in the community:
soccer, touch football, baslcetball, volleyball, hockey, and softball.
Group games reflecting the recreational interests of young people
in other societies are also introduced. Students from differing sub-
cultures within the larger Update community share such aspects
of their heritage with each other. Exchange students from other
countries and local citizens or foreign visitors who have lived in
regions where other games are popular provide key resources.
Social dance offerings include traditional dances, American square
dance, folk dances of many lands, and currently popular dance
forms. Opportunities for healthful competitive sport and for rec-
reational dance are varied and extensive in middle school extra-
class programs.

Physical education teachers in the middle schools need to have
a commitment to the unique requirements of this age group, to be
enthusiastic about guiding students in after-school programs, to
feel challenged by participation in team teaching, to be well-skilled
in several specialized areas, and to be competent in planning
instructional materials using modern technology to facilitate
movement-concept learning.

High School Physical Education

Update High School is an exciting place to work. Facilities
are unusually flexible. The emphasis is on the "pod"or module
with simple basic units easily convertible to teaching stations of
varying shapes and sizes. A series of small activity areas can be
used for as many as 24 individual practice spaces or, by combining
two or more such areas, to accommodate groups of two to six
learners. Students have frequent access to the instructional mate-
rials center, which is equipped with facilities for viewing films and
videotapes, carrels for independent study assisted by teaching
machines, and a growing collection of books, charts, slides, films,
recordings, videotapes, and learning programs, selected or devel-
oped by members of the physical education staff.
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Special-purpose areas include handball courts, a wrestling
room, golf cages, and an adaptive physical education area. A single
classroom, located in the physical education wing, is available for
departmental use. Generally, large-group instruction is scheduled
in the four gymnasiums lined with standard court markings and
equipped with movable dividing doors. Outdoor areas are modest
in size and covered with all-weather surfacing or synthetic turfs.
Public and private recreational facilities outside the school are used
extensively. Students have limited use of the middle school swim-
ming pools for competitive teams, aquatics clubs, special events,
and remedial instruction.

Update High School established modular scheduling several
years ago. Current schedules are built on a 20-minute module.
Physical education is using two-, three-, and four-module blocks
most frequently. Limited use is made of single modules, for
learning activities that do not require changing clothes or for par-
ticular purposes that -can be accommodated by intradepartmental
scheduling. Occasionally, longer time blocks arc used for elective
physical education to facilitate such learning opportunities as golf-
ing at the local country club, intermediate or advanced skiing at the
public ski area in the state miles north of Update, or
curling at the new facility recen''. ¢ !aped by a small group of
private citizens.

Five years ago, Update High School survived a series of
student protests. It was difficult to identify the real issues among
the various demtrds for black coaches, interscholastic competition
for girls, varsity teams in lacrosse and volleyball, more sports
opportunities for under-130-pound boys, free bowling, more
basketballs for check-out for recreational use, discontinuance of
regulation uniforms, and soft drink and candy machines in the
locker rooms. But when the furor subsided, it turned out that what
the students really were seeking was physical education relevant
to their needs in a world significantly different from that in which
their teachers attended high school. Fortunately, it was mid-May
when the student demonstrations reached their peak. School was
closed early and student-faculty-parent groups were formed k
summer study. The need for major changes was recognized. Civic
and educational leaders decided to remodel the entire curriculum
on the basis of thoughtful restatements of educational objectives.
Consultants were employed to work with small committees in
developing objectives for the total program and for the individual
curricular areas. Each committer-, included students and parents
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as well as faculty members. Administrators and consultants
assisted the different committees as requested. Each area com-
mittee was charged with the responsibility of stating objectives to
descritc tile desired outcomes for each student at graduation and
to facilitate continuing student evphiation and guidance.

The physical education c recommended three major
goals for the graduate of Updz School: (a) understanding
and appreciation of human movement, (b) physical fitness, and
(c) lifetime sports competence. These goals were implemented in
a systems approach to individualizing instruction. Today's cur-
riculum is the result of ongoing experimentation with many varia-
tions in curricular patterns and a wide diversity of instructional
techniques. In physical education, as in other subjeLts, the cur-
riculum now undergoes continual development and cl.ange. The
present physical education curriculum has three elements, each
corresponding to one`of the major goals. Students are expected to
demonstrate achievements in each of these areas. At the initial
curriculum input point, the student participates in an assessment
unit to determine his or her status in each area.

Understanding and Appreciation of Human Movement. The
first element, understanding and appreciation of human movement,
consists of three modules: movement fundamentals, movement as
expression and communication, and movement in society. If it is
determined through the evaluation procedures. applied in the
assessment unit that the student needs to review the fundamentals
of movement emphasized in elementary and middle schOol physical
education, he is scheduled for this module first. If he already
meets the minimum standards with regard to posture, body
mechanics, and intermediate knowledge of movement principles,
he may bypass the movement fundamentals review unit or module
and move directly to another of the program modules in this
element.

In the module designed to focus on movement as expression
and communication, each student may select from among several
submodules in choreography or the development of new games or
movement forms. Experiences in choreogt.eny are not restricted
to modern dance, but also include creating a water ballet, free
exercise routing, or living statuary tableaus; designing movement
sequences for musical and theatrical productions; staging a physical
education demonstration; or programming movement for film or
television showings. A student who is intrigued with the analysis
of sports skills may select some performance problem and try his

_ r
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hand at working out a new skill technique. Some students, singly
or in small groups, have invented novelty events for local track and
field days, archery meets, or aquatic fun nights. Occasionally stu-
dents motivated to invent something personally relevant have
produced new games, original dances, or unique movement activi-
ties that might become the successors to the hula hoop, Frisbee, and
skateboard.

The movement in society module includes an introductory
sport appreciation submodule programmed for all students and
additional submodules for further individual choice. The sport
appreciation submodule-provides a brief overview of the historical
role of sport in various cultures, explores the critical role of move-
ment in child development, highlights basic concepts of sociology
of sport and of sport psychology, and identifies contemporary social
problems !elating to sports participation locally, nationally, and
internationally. This submodule is a prerequisite to others in the
n ovement in society module. The student chooses at least one
additional submodule in guiding movement activities of children,
leading neighborhood activity programs, planning family recreation
activities, or studying movement activities of other societies or
particular subcultures.

Physical Fitness. The second element of the physical educa-
tion curriculum consists of three modules: muscular strength,
circulorespiratory endurance, and survival aquatics. The student
who demonstrates adequate strength and endurance in the assess-
ment unit may bypass the first two modules completely. The
student who needs further development of strength or endurance
may select submodules in weight training, gymnastics, jogging,
circuit training, or track and field. Or he may prefer to move into
other sport or activity modules, such as orienteering, basketball,
or handball, to increase his strength or endurance. Most students
complete survival aquatics as ninth graders, but 20 to 30 percent
of the high school students need additions' work in this area. Many
can demonstrate proficiency in the entire fitness element without
enrolling in any of the fitness instructional modules.

Lifetime Sports Competence. In the third element, com-
petence in at least two lifetime sports is required of all students
for graduation. A short sports orientation module is scheduled for
all sophomores, emphasizing the advantages of voluntary participa-
tion throughout life, suggesting procedures for planning personal
activity programs, and providing information about available cur-
ricular choices and competence standards in each sport. Com-
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petence standards are practical tests of ability to participate at an
intermediate skill level, as, for example, a particular bowling
handicap, a standardized minimum archery score, a given perform-
ance classification in skiing. a judge's rating in gymnastics, or an
appropriate competitive class cation in tem.is. The student is free
to select any of the many lifetime sports activities offered at
Leginning, intermediate, or advanced levels, depending upon his
ability level. The grz.,.uation requirement ensures that he will have
net designated standards in at least two sports.

Classes. All students are individually programmed. Except
for the initial assessment module, one expressive movement module,
the sports appreciation module, one additional movement in society
module, and the lifetime sports orientation module, they may
select any activities for which they meet the entry qualifications.
Physical education is a required sophomore subject; juniors and
seniors who have demonstrated the required competencies are not
required to continre in the physical education curriculum, but most
students elect additional units. Elective study in physical education
includes, in addition to the curricular content already discussed,
such offerings as history of sport, sociology of sport, sport psy-
chology, and physiology of exercise, scheduled as semester courses
or units within courses developed cooperatively with faculty of
other departments.

All classes are coeducational, except for wrestling and a few
of the team sport sections. Approximately 80 percent of the stu-
dents participate in either intramural or interscholastic sports.
Boys' teams compete in 12 interscholastic sports, girls' teams in
seven. Mixed teams are organized for interscholastic competition
in tennis, golf, badminton, and bowling.

Update High School's class instruction in physical education
uses a great deal of problem solving. Students are encouraged to
test different techniques for performing sport skills in order to
select those that they can use most effectively. Concepts of bio-
mechanics and exercise physiology are refined through experiences
in applying fundamental movement principles and elementary
knowledge of human physiology to new sports activities and
specific training challenges. A high premium is placed on the
esthetic aspects of movement experience, on expressive applica-
tions of movement abilities, and on creative solutions to movement
problems. Numerous instructional models and individual learning
programs have been developed for local use, especially for the
required modules or units. Videotape recorders and many types of
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teaching machines are used for frequent individualization of instruc-
tion and student self-testing. Many open laboratories are scheduled
for free choice activities and for conducting individual projects.

Staff. High school physical education staff members are
necessarily highly specialized in particular sport, dance, or gym-
nastic activities. Some have joint appointments as part-time athletic
coaches, but all staff members assigned teaching responsibilities in
physical education are selected on the basis of their qualifications
as physical educators. These qualifications include, in addition to
the appropriate certification, skill in individualizing instruction,
h. crest in action research, openness to student self-dirzction,
knowledge of evaluation and assessment techniques, depth of
preparation in biological and behavioral sciences, appreciation of
movement arts, and willingness to become an advocate of innova-
tion in physical education.

Emerging Concepts in Physical Education
Curriculum Development

Physical educatioMhas a unique role in the school curriculum.
While its long-range goals have much in common with those of
other curricular areas, its primary learning media are sport, dance,
and gymnastic movement forms. Realization by every stu'''nt of
his individual movement potential requires flexible facilities rather
than standardized contest gymnasiums, which tend to prescribe
program content. Effective physical education programs depend
upon the commitment of sufficient student time and enough quali-
fied educational specialists o the accomplishment of objectives
carefully selected and enthusiastically pursued at the local level.

The physical education programs in the Update Public Schools
illustrate the selection of particular curricular alternatives based on
a purpose-process conceptual framework for curricular decision
naking in physical education. Many different choices are available.

.,ound contemporary physical education curriculums, while diverse,
reflect the same general concer..s.

Emerging Concepts in Content

1. The key concepts in the field of human movement are those
related to the functions of movement in prolonging and
enriching the quality of life. Curricular content is selected
to fulfill personal developmental potential, to maintain fit-
ness, to develop individual movement skills, and to help
tl. student relate to other persons.
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In selecting content from the body of knowledge relating
to human movement, physical education curriculum plan-
ners are concerned with providing for esthetic and ethical
meanings as well as with communicating the findings of
the empirical sciences. Contemporary physical educators
recognize the need to integrate the rapidly expanding
knowledge in the behavioral sciences with the substantial
knowledge in biological science .that is the foundation for
the curriculum. They acknowledge the potentials of both
the arts and the sciences of human movement.

3. Human movement necessarily involves interaction of the
individual with his environment. The individual learner
aims to raise his level of fitness and to increase his pro-
ficiency in movement skills; he is also concerned with using
movement as a medium for achieving other goals, including
desired modifications of his physical and social environ-
ment. Physical education curriculums n '1st, therefore, be
dynamic. Content is seen to be continually changing, rather
than a repetitive cycle of seasonal games.

Emerging Organizational Concepts

4. Curricular experiences in physical education are organized
in terms of a conceptual framework. Concepts of human
movement, rather than specific games and movement act, A-
tics, guide the structuring of learning environments.

5. Sequence in physical education is based on the hierarchy
of learning processes by which ar individual learns to move.
The movement processes by which an individual learns to
facil:tate, extend, and use fully his unique. movement
capabilities provide the basis for sequencing potential physi-
cal education !earnings.

6. Student groupings a.. determined by assessing individual
status with regard to program goals, experiences needed to
accomplish individual student purposes, and personal inter-
est in particular movement activities among the myriad
available. Grouping according to these criteria leads to
more coeducational classes, inz-e ability grouping, and
more flexibility in physical education class size than have
been the traditional practice.

7. Satisfying learning experiences in physical education vary in
the length of time required for completion of a curricular
unit. Today's physical education is organized in units of re-
lated movement conceptsmodules that can be sequenced
in varying combinations of differing lengths according to
local, individual, and group priorities.

8. The total time allotment needed for physical education
varies with individual students and is based on competence
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in achieving program goals. Students with special develop-
mental needs and unusual learning problems require addi-
tional instruction and guidance in movement activities and
should have access to special education programs. Several
curricular alternatives should be available to all students
for developing required competencies. Elective physical
education should be offered to students who have 'emon-
strated minimum satisfactory competencies but desire fur-
ther learning opportunities in the field of human movement.

Emerging Concepts in Instructional Procedures

9. Learning media for physical education are widely diverse.
Popular sports, dances, and gymnastic activities arc viewed
as media for learning rather than as ends in themselves.
They are supplemented in a complete physical education
curriculum by interesting movement activities of unlimited
scope. The sophisticated technology of the space age has
provided innumerable_learning aids for individualizing
instruction. It has been amply demonstrated that more
learners can successfully complete more movement tasks at
higherievels of skill if learning environments are structured
to permit individuals to achieve their own purposes at
rates appropriate to their own abilities.

10. Desirable learning environments in physic& education are
designed to provide for affective growth anu development.
They are careiully structured so that motor skill proficiency
is not sougnt at the expense of strengthening the integrity
of personal value systems or reinforcing needed -social
values. Atten' a is given to supporting cognitive knowl-
edge with relevant opportunities for acquiring attitudes
predisposing to pos--! behavior.

11. Recognition of phya,cal education's potential and respon-
sibility for encouraging the development of human creativ-
ity is relatively recent. Learning situations can and should
be planned to explore the entire range of possible human
movements, to elicit new alternatives in movement behavior,
and to encourage individuals to create unique modes of self-
expression in movement.

12. Since the ultimate goal of the physical education curriculum
is the education of self-directing, responsible individuals,
instructional procedures focus on the growth of persons
and the autonomy of individuals committed to improving
the quality of life for all members of society. It follows that
techniques of self-evaluation, self-testing, student goal
setting, and individual and group problem solving are
emphasized.
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14
Safety

Education

My interest is in the future, because I'm going to spend the rest of
my life there. Charles F. Kettering

Federal and state governments' increased participation in

accident prevention has placed the spotlight on the school adminis-
trator's responsibility to provide increasing leadership in the field
of safety education. The Highway Safety Acts of 1966, the Occu-
pational Safety and Health Act of 1970, and the proposed Safe
Schools Bill are but three examples of government action on this
growing national problem.

The Role of Safety Education

Safety education as a discipline stands at the crossroads.
Surely it is an indifferent society that, while stressing the signifi-
cance of life, fails to educate its citizens in the means of preserving
it. Education for safe living is an inherent right of every human
being.

The school administrator's concern with effecting substantial
improvements in school accident prevention programs is based
on several vital factors:

1. Accidents are responsible for more than 100,000 deaths and
12 million injuries annually, at a known cost of 20 billion
dollars, plus unknown costs estimated at four times that
amount.

2. The continuing technological development and increasing
mobility of society involve progressively greater exposure
to a wider range of hazards for children, youth, and adults.

3. Education is a valid and important process in conserving
human and environmental resources.

4. Administrators fulfill their obligations to society by including
in the curriculum the development of knowledge, skills,
habits, and behaviorial traits to enable children, youth, and
adults to recognize and deal effectively with potentially
hazardous situations.
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5. Safety education is multidisciplinary, extends across all sub-
ject fields, and is in harmony with total educational goals.

6. Safety education is only as effective as the people who
administer and teach it.

It has been said that the education community will gradually
eliminate Social class discrimination. indeed, much progress has
been male in the last decade. However, as Robert M. Hutchens
suggests in The Learning Society (9),,..we-s.fill think there are two
kinds of peoplethose who can be educated and those who
can only be traineddespite research evidence that the IQ is a
function of the environment, including the school environment.
Is it too farfetched to consider "safety IQ" within this context?'

Some schools in the United States still operate on the principle
that in order to learnrone-n-, .st be able to read. For those who
find reading too difficult, no matter for what reason, education
(including safety education) becomes not a matter of internalizing
other basic skills, but a frustrating experience directed toward
reading for reading's sake while delayingperhaps even psycho-
logically destroyingother learnings important to the individual.
Many nonreaders have been taught to be safe and efficient opera-
tors of complex industrial machinery, heavy construction equip-
ment, and motor vehicles on streets and highways. This kind of
success in learning often enables them to overcome blocks to read-
ing and other formal learnings and subsequently to 1..ove ahead in
the broader academic fields, of education.

Some scholars foresee a continued shift away from largely
superficial courses (e.g., climd languages) toward more relevant,
real-world instruction. In this context, safety education surely will
become universal in our schools as one of those subjects practical
for all citizens.

Emerging Concepts in Safety Education Programs

The leadership of tie school administrator is the key to an
effective safety education program (11). He must provide the
necessary thrust for coordinating the essential elements of the
school-community program in accident prevention through admin-
istration, instruction, and protection.

The SchoolCommunity Action Program
With the administrator's guidance and inspiration, the school

can fulfill its important goal as the community center for main-
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taining optimum safety. Citizens should be able to identify freely
with school-centered efforts toward cooperative action for a safer
place in which to live. The student, the teacher, the parent, the
farmer, the merchant. the physici:,m, the policeman, the engineer
to name a fewhave significant contributions to make. All
can help to identify hazardous behavior and environmental condi-
tions and perform an important role in a communitywide plan
their own plan=for improvement. Any safety education program
should'be the result of a democratic decision-making process.

The wise administrator knows that an important part of his
job is to stimulate action in the community and to give appropriate
credit for sincere effort without singling out one or a few for dis-
proportionate publicity. Plans will vary among communities, and
experience will likely indicate the need for modifying plans in a
riven community as the program progresses. While it is impossible
to present a blueprint for a safety education program, some general
guiding principles for such school-community action can be stated:

1. Define and measure the community problem. A logical
beginning is to make a y of the school and community
needs for education an; .vices in 'safe living, including
consideration of beha' ioraLand_environmental hazards. It
need not be an elaborate and highly technical-survey, but it
should involve representatives of the community and the
school. Inc people need I, ^iswer for themselves such ques-
tions as, What do we nee o improve traffic conditions?
How can we protect schools and homes from fire and other

_hazards?......What. can be done to cope with occupational
hazard0 What facilities do we have and how can we make
full use of them?, Step-by-step solution of the smaller prob-
lems with unanimity of purpose will lead to understanding
and willingness to attack the larger problems.

2. Organize for action. Different phases of the various prob-
lems will nee- to be attacked at different times and in
different ways. Participants in the project should organize
into groups according to their interests, but there should be
an overall organizational structure to msure adequate ex-
change of information and-activity among the various groups
throughout the community. A steering committee might
operate to great advantage in coordinating the safety activi-
ties to provide maximum benefits for all citizens.

3. Include specialized services. Most sta' Jpartments of edu-
cation and some colleges and universities employ safety
education specialists who, together with general curriculum
specialists, may be most helpful in providing the necessary
services to the local school system and perhaps to some
individual school-community safety projects. Some local
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school systems are also -:ble to provide safety service -to the
:L7 school-community program. The suggested roles for state

and local school system safety education specialists are out-
lined in the 1967 Curriculum Handbook for School Admin-
istrators (11, pp. 233-37).

4. Provide for continuing leadership. The school-'community
safety program will require continuous guidance by the
school administrator. He or she should exercise leadership
in such areas as the following:

Obtaining financial support to provide for the needs of
those enrolled in school and for community activities
involving adults in the school-centered safety program
Organizing schedules and instructional approaches to
accommodate as nearly as possible the entire school-
community population
Arranging realistic programs, to help inservice teachers
integrate safety education into the curriculum and be-
come more proficient 'with_ innovative hardware and
software
Finding ways to incorporate related content such as
(a) alcohol and its influence upon human behavior and
(b) emergencies arising out of such changes in the
community as new building projects, the development of
new industry, or the opening of new highways
Building support for safety education through effective
media communication and through contact with the
public.

5. Select services offered by :,tuntzity groups. Schools need
access to the knowledge of the world, whether that knowl-
edge comes from libraries, industrial laboratories, or govern-
ment files. Safety organizations, business and industry, and
other organized groups can make constructive contributions
to school-community safety. It is appropriate for such groups_
to call attention to instructional needs and to offer their
special skills as needed by the school. Many of these groups
are in a position to conduct research applicable to school
safety. Often they can cultivate goodwill and build unity
and cooperation.

It is the responsibility of the school administrator to
select from the services and materials available outside the
school. Many of these are good, but some are better than
others; in a program designed for the greatest life-saving
benefit only the best should be selected. Services and
activities offered to the school must be evaluated in terms
of the following considerations:

How much do they contribute toward the ultimate goal
of developing safe behavior and a safer environment
today and tomorrow?



How much student time does the outside project or
safety service take?
How much teacher time does such activity take?
How nearly does the proposed activity come to reaching
all of the students who should benefit?
How much do, cost?
Can all studen_ participants experience success, or arc
some eliminated along the way while a few are singled
out as safety "star players"?
What is the school's liability in case of injury in the
conduct of the outside-sponsored activity?
What are the chances for positive or negative community
reaction? What is the actiOy'il potential public.relations
value to the school?
Is the program under the \dices of the school and
directed by'the school admin. ration?
Are trained and carefully selected school personnel in
full charge of the program offered?
How many of the teachers and other school personnel
are involved in the interest of accident prevention as
represented by the activity?
Is it a "separate package" activity, or is it closely related
to the basic program of the school?
Does it include'cooperative contributions from all inter-
ested forces throughout the community?

These guidelines should help the school administrator and the
leaders of the school-community safety program malecertain that
they arc participating in all worthy activities offered, while safe-
guarding against those that are only a waste of time or an exploita-
tion of the students or the grog= -.m.

Accountability

The term accountability is now much in vogue. In providing
administrative leadership for accident preverepn, accountability
should be viewed as neither a burden nor a rein on administrators
and teachers but as a privilege. This "privilege" point of view, as
it applies to general education, has been set forth by Harlacher and
Roberts (8): They identify the following articles of belief in sup-
port of accountability as an administrative privilege (p. 30):

1. Both administrators and teachers should be held accountable
for student failures.

2. An individual educational plan should be developed for each
student, using a wide iariety of learning experiences.

3. An educational institution ought to be judged on the basis
of what it does for and with students.
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4. Learning should be aimed at mastery by all students, not just
a chosen few.

5. Individualization of instruction requires provision of optional
paths to learning and the utilization of a highly diversified
teaching-learning team including part-time teachers, peer
tutors, and -:,ommunity volunteers.

6. Education must be learner- and learning-centered, measured
by performance criteria.

7. Teachers ought to be managers of the learning process ---
change agents, guides, monitors, qu s'ionersnot feeders of
information.

8. 'Each learner ought to be able to start where he is and bc-
comc all that he is capable of becoming.

The administrator cannot adequately appiy these principles
without both providing safety education and creating the safest
possible environment. Successful programs already in progress
in many school systems show that administrators are concerned
about the appropriate application of these principles to safety
education, but such programs are by no means universal.

Unsafe practices continue in many schools. To cite two exam-
ples, an administrator in one school system planned to convert an
extra mom for temporary use, despite the lack of windows or
adequate fire-escape facilities and despite a limited budget that
would allow only unsafe placement of electrical outlets; in another
system, an elementary child fell from school playground equipment
when there was no professional supervision, suffering a brain con-
cussion. Few books on curriculum make any mention of safety.
It is unfortunate that an author of general curriculum materials can
be so uninformed about the booby traps built into modern Ameri-
can roads that he refers to the nation's superhighways as a testi-
mony to the genius of American technology, industry, and labor.

Communities also continue to engage in unsafe practicer The
Washington, D.C., Beltway and the approaches to it are only one
example of inadequate highway planning and engineering that fail
to allow for the time and distance requirements of limited human
reflexes (16, p. 156).

Historically, architects and engine?rs have not allowed suffi-
ciently for the vagaries of human interaction with the environment.
Gradually it is becoming recognized that a systems approach to
design and construction employing expert knowledge of the ;ela-
tion among man, machine, and environmentis essential to safety,
conservation, and efficiency. Education, including higher educa-
tion, has a responsibility for instructional and protective decision
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making that will provide maximum levels of structural and environ-
mental safety. Accountability for this kind of concern begins in
the schools, where youngsters early in life are developing the
basic concepts for safe conduct and the assumption of responsibility
for maintaining a safe environment.

More Than the Sum of Its Parts

Safety education and accident prevention are a synergy=-the
effect of the whole is greaterthan the sum of its parts. Accidents
must treated within the context of the larger culture if they are
to be kept to a reasonable minimum. As suggested earlier, the
multidisciplinary approach to the study of accidents and to the
design of effective programs of instruction'holds far greater promise
than piecemeal approaches by people working separately in dif-
ferent disciplines. Administrators, curriculum specialists, and .re-
searchers need to work together toward improvement of accident
prevention efforts in schools and communities.

More Than the Sum of Its Parts
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So that a program in safety education and accident prevention
may be greater than the sum of its isolated parts, the school admin-
istrator, his professional staff (including specialists in all disci-
plines), and students should join together in an overall effort to
develop scientific controls of behavior and environmental condi-
tions. Here are a _ow examples of questions that need to be
answered through me interdisciplinary approach:

What constitutes safe performance?
What appeals are most effective in creating positive safety
motivation?
To what extent can the individual be conditioned through
learning experiences to respond safely under emergency
conditions?
How can we design equipment to account for human
shortcomings?
Can equipment be designed not only to provide minimum
safeguards against human error through shields, covers, and
the like, but also to detect mistakes in human performance
and signal this iT elrmation in time for corrective action?
Can we prescribe z. vironmental standards for safe working
conditions?

In a recent survey, the U.S. Office of Education found that
more than 13 million adults are participating in some kind of
erhicational activity not centered in a formal posthigh school
institution. Henry Sill (22) predicts that by the end of this century
the average person may live to be 100 years old or more. The
school administrator may draw his own conclusions with respect to
the current curriculum and the need for greater emphasis on
education for survival in the future.

Accidents in industry are now at a 14-year high and still
rising. School-community outreach projects can readily lend
themselves to overcoming conditions that cause accidents. It is
estimated that half the people living in large cities are under-
educated and incompetent in terms of today's social and economic
standards. Some studies indicate disproportionately high accident
frequency among low socioeconomic groups. Outreach programs
can bo important vehicles for extending accident prevention activi-
ties directly to the people in their neighborhoods. Many activities,
including safety programs, can be offered for adults at little cost.
Some are supported by federal funds.

Older persons are highly susceptible to accidents, especially
those who do not have an opportunity to learn how to adjust to a
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rapidly changing environment al.d to their own growing frailties.
It is becoming increasingly important for schools to serve the needs
of older people in their own neighborhoods. According to the
latest Census report, 38 million people in the United States are
over 54 years old, and the number is projected to 44 million by
1980. Through accident prevention services to them the schools
may gain invaluable support, for, older persons vote in larger
numbers than any other age group.

Emerging Methods of Instruction

The primary aim of safety education is to prevent destruction
caused by accidents. Though safety education has already demon-
strated its worth, school administrators and the public are con-
cerned about -improvement. We must fashion new approaches,
better teaching strategies, and better protective countermeasures.

Elem2nts of Quality in Teaching for Safe Living

Creative planning and teaching for safe living are based on
principles of learning and of human growth and development In
a spirit of inquiry and growth, we can inspire the learner to learn
sound, low-risk behavior. Choosing safe courses of action requires
continuous decision making: teaching safe behavior means teach-
ing for sound decision making.

Teaching safety requires a person-to-person relationship.
Merely to lecture to students about safety or to require them to
memorize a set of safety rules would be extremely naive. Teaching
safe behavior involves knowing how the learner feels about himself,
about people, and about things around him, in order to help him
relate to them in safe ways.

For example, a young boy was upset when his dog was run
over by a truck. Fortunately, he verbalized his feeling that if he
too ran in front of a truck he could go to heaven and see his dog.
Prompt counseling helped him to realize that a dog can be replaced.
Circumstantial indications, though seldom legal evidence, in many
accident reports suggest a suicide motive. The child with "school
phobia" to the level of headaches and stomach cramps could well
be an accident about to happen.

To create a setting in which the learner develops patterns for
safe living, a teacher needs a strong sense of human worth and
dignity. He must consistently demonstrate his understanding of and
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appreciation for safe 'conduct. It takes a number of situational
learning experiences to develop inferences, concepts, or general
ideas that influence subsequent i-.:havior. Competency in teaching
includes expertise in recording facts about a learner, hypothesizing
about the learner only as these facts emerge, and later putting
such accumulated facts together to derive guidelines for stimulating
the learner to assess and deal safely with the risk in a situation.

Most students want to learn safety, once they understand the
importance of such learning. Mere training in fixed habits does
not make allowance for the adjustments and flexibilities demanded
by modern life. It is not enough to &ill the stt.dent on safe use of
tools, on the use of scat belts in automobiles, or on closing the
drawer of a file desk, for he will adopt these practices only to the
extent that he comes to accept them as being important to living.
It is.important to keep in mind that the individual learner teaches
himself safety to the extent that he becomes motivated and recog-
nizes his own need for learning. The administrator and teacl.er
create the situation and the climate for this self-appropriated, self-
valued learning for safe living (10, pp. 220-21).

Social concern for the safety of others can be 'developed and
learned best in the process of group living. To be an accepted
member of a group is important to the individual, even in connec-
tion with his choice of low-risk conduct in a given situation.
Failing to be accepted, he may choose to have an accident to get
the attention he so desperately needs.

Caution needs to be matched by courage, lest life and learning
become anxious, fear-bound, and inhibited. It is important to
ensure that individuals not venture into situations before they have
gained enough experience to operate safely in them. This warning
contains strong implications for overall administrative, protective,
and instructional responsibilities for the safety of the individual.
The physical and emotional differences among pupils determine
the differences in the types of activities they can undertake safely
and the rate at which they can adjust to conditions and advance
toward maturity in choosing low-risk behavior. Situational task
analysis should be made by the administrator and the teacher
and ultimately by the learner as he gains the necessary competen-
cies (12).

Environment and Host-Agent Concept of Accidents
Although accidents are not a disease, what physicians have

called the accident syndrome is remarkably similar to disease in

282



terms of causal relationships and possible countermeasures. Acci-
dents are usually a combination of three forccs: the host, usually
the human; the agent, an errant object or other cause of injury; and
the environment ui .which the host and agent are operating. This
host-agent-environment concept of accidents has been used pri-
marily in research (7, pp. 231-32), but it can also be used by
school administrators and teachers and applied in real-life situations.

Past studies have too often been limited to accumulating
large amounts of statistical data, which alone are not sufficiently
revealing of the real nature of accidents. Interrelationships among
the factors involved are usually missing. Whether in research or
in the real-life situation, consideration must be given to place and
time of environmental exposure and to the- victim's age, sex, and
physical and mental state at the time of the accident. Inevitably,
consideration of the many variables will produce more realistic
substance for teaching safe behavior and more adequate protective
countermeasures. The critical-incident approach employed in other
areas of education and in behavioral studies is also being used in
accident research, with a resultant emphasis on behavioral aspects
in teaching and learning safety.

Defining and Testing the End ProductBehavior
Safety education includes teaching knowledge and skills of

safe behavior, both of which can be measured by tests. But another
component of behavior is attitude, which can be defined in various
ways. There are no accurate measurements of attitude. The stu-
dent taking an attitude test tends to respond with the- answers he
knows we want; the attitude evaluation becomes a knowledge test
only. But from behavioral science, as well as from practical experi-
ence, we know that an educational effort that stops with knowledge
and skills is incomplete. We often witness unsafe behavior by
those who have both knowledge and skills. The usual attitude
tests do not predict the learner's future action in situations in which
he has relatively free choices. Safety education can be evaluated
only by measuring the end productbehavior.

Ultimately, with the aid of research, we must gain greater
sophistication in assessing long-term teaching-learning outcomes
as they relate to safe behavior. Life is a series of problem-solving
situations, to which the individual responds by acting in some
definite and observable manner. We must learn to make objective,
on-the-spot checks of situational response, as industry now does
with some success. If our teaching has been effective, then the
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student may be expected to be an e_ ffective problem-solver in situa-
tions involving risk:

1. He will recognize potential accident problems and demon-
trate desire to deal with them safely.

2. He will display confidence and ability to deal with the situa-
tions safely, instead of depending on guesses or hunches.

3. His actions in each situation will be accurate and safe.

Some efforts are being made to advance beyond the knowl-
edge-skill testing level in this field. The "semantic differential," a
means of measuring meaning and recognized relation of specific
terms to safe behavior, has had limited use. The educator can use
this approach at the practical level to assess safety value concepts
held by individuals. These concepts, including behavioral reflec-
tions of attitude, may be observed over a period of *irne and scored
as a composite representation of a learner's commit tent to safe
behavior.

Another approach is the projective technique, designed to
catch the esmce of the learner's image of himself in relation
to safe or hazardous behavior and environment. A sentence-
completion exercise can be used. Some sentences may be in the
first person form, some in the third. The situation may be indicated
and an emotional reaction to it required, or vice versa. For example,

1. When the electric power goes off I
2. Nothing enrages George more when driving than
3. It was late and breakfast wasn't ready, ......

Attempts to develop tests to measure hazard judgment and to
predict persoml accident tendencies are now being made. Such
instruments, if effective, could be useful in teaching-learning
situations.

Mobility

There is- an increasing trend today to draw on teaching-
learning services outside the school building; educators talk of
converting the whole city into a school. This cannot be done
without safe and efficient school-operated (or at least school-
controlled) transportation. School transportation has been a signifi-
cant part of rural education programs for many years. Now it has
become just as essential in providing the necessary mobility for
education programs in cities. Mass public transportation is not the
answer. Metropolitan areas will be increasingly choked by lack
of adequate transportation in the foreseeable future. Rapid transit
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systems will not keep pace with the needs of the general public,
much less with the unique needs of students and faculty who seek
to use the total community for learning. Public transportation, at
best, will carry students only to those potential learning laboratories
located en or near main routes. Few students who do not have
their own transportation will have access to off-route community
laboratories unless it is provided by the school system. The acci-
dent problem, which has already reached major proportions in the
city, could become catastrophic without carefully planned and
safely operated school transportation services.

Beyond the immediate concern of providing transportation for
students, there are even broader implications for the schools in
the continuing technological development and increasing mobility
of our society, which are exposing all citizens to an ever wider
range of hazards. International groups are at work developing
plans for more efficient and safer mobility among nations. At the
rate our world is shrinking, uniformity of traffic regulations can-
not come too soon. A discouraging note is that both within the
United States and in the international community, action has often
been limited only to traffic safety, despite the need for a more
comprehensive approach to the conservation of people and their
environment.

Technology is capable of making cities highly adaptable to
change, capable of accommodating shifts in substantial segments
of population. Of great importance to such adaptability will be
the flexibility of whole communities, including education. Diversi-
fied systems of small-unit flexible transport catering to all types
of individuals and groups will be needed. Safe public vehicles for
children, the infirm, and the elderly must get greater attention
(13). Industry, operating under the Occupational Safety and
Health Act of 1971, will adapt more rapidly than in the past for
safer working conditions.

Reports to the United Nations indicate that the human acci-
dent toll of the world exceeds 750,000 deaths per year. A rising
death rate from accidents in most European countries has been
evident over the last 10 years. Although there is widespread
distress about the rapidly increasing population of the world, there
are also disturbing indications that we can easily destroy the human
race by failing to plan and educate for orderly existence and the
preservation of life and the environment. Alvin Toffler discusses
a strange new race of nomads and the modular man, who will exist
entirely detached from other people. He describes the period into

285



which we are now moving as that of the "super-industrial revolu-
tion," in which the only semblance of equilibrium we can hope to
maintain will come through the design of new social regulations.

The individual needs new principles for facing the onslaught
of novelty in life; in short, he -needs a new kind of edtratiOn
(23, pp. 357-63). Educators would do well to consider the follow-
ing questions:

1. How can we renovate the curriculum to incorporate more
effective !earnings for conservation of life and environment?

2. Recognizing education as a lifelong process, the task of which
is to shape an "adaptable" rather than a "finished" human
being, can we develop programs, including safety programs,
that will involve adults who never finished high school?

3. Can we offer programs in the community, starting with
practical accident prevention projects for all ages, through
satellite learning stations, mobile classrooms, radio, televi-
sion, computer consoles, and two-way cable television linked
with the school system's learning resources center?

4. Can the school develop integrally related safety curriculums
designed to prepare people for. the world of work?

5. Are present curriculum offerings appropriately related to the
problems of living in a shrinking world?

6. Can all school systems develop and maintain optimum place-
ment of safety materials in the curriculum for learners at all
growth and developmental levels?

7. How can the entire school population, which in itself con-
stitutes a social system, organize for ongoing, schoolwide
accident prevention? (Even professional staff members are
often victims of costly accidents.)

Emerging Trends in Implementing Elementary
School Safety Education

Elementary school safety education provides a foundation for
learning experiences in safe living. Safety concepts learned early
are applicable immediately as well as in future situations. The need
for sound curriculum development in elementary school safety
education is vast. Misconceptions about what is valid in teaching
safety pervade the teaching profession.

Accidents occur in a variety of settings and situations. Back-
yard swimming pools, for example, particularly the small, plastic-
lined variety, can be treacherous hazards. Left uncovered when
not in use, they are death traps. Used by unsupervised children,
they spell tragedy. Even a refreshing cool drink, if served in a glass
container, can turn a pleasant party into the scene of cruel lacera-
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tions. Elementary school children, through careful planning and
involvement, can be sensitized to the dangers in their environment
and can help parents to care for toddlers.

The rorcy lawnmower might be one focus of an elementary
school safcty cducation effort. Alert teachers, recognizing the
dangerssharp blades, wet grassy slopes, and bullet-like flight of
glass, stone, and metalwould introduce the problems to their
students. After careful exploration involving teachers, maintenance
personnel, lawnmower sales and service establishments, hospitals,
and physicians, students could conduct a community education

program.
Action is needed at local, state, and national levels (a) to

involve a wide range of educators in planning for safety instruction
and (b) to involve children in realistic and meaningful experiences

that lead to safe behavioral patterns.
An ideal safety education effort would bring a representative

group of educators and other leaders together for a planning sym-
posium to develop useful content and a variety of approaches for
effective instruction. The representatives working in the symposium
would suggest ideas and techniques to help teachers teach safety.
They would identify and design program directions and services.
They might also.

1. Select local school situations for demonstration projects.
2. Select representatives for community participation and

leadership.
3. Select safety elements, with pupil involvement.
4. Determine approaches and procedures for effective activities

(e.g., demonstrations for orientation and sharing infor-
mation).

5. Have specific schools or communities concentrate on differ-
ent aspects of the problem.

6. Develop a plan for communication during the project, in
cooperation with media, students, and lay leaders.

7. Develop presentations of successful activities to other stu-
dents, teachers, local associations, and school systems.

8. Develop a report and guidelines for wide use.

The above strategies for wide involvement of personnel were
employed in a demonstration project in Prince George's County,
Md., in 1969. Its success was attested to by the administrators,
teachers, and students involved. Among the valuable outcomes
were the conclusions reached that (a) safety is a natural part of
other subjects, (b) it usually enriches other 'earnings, (c) it should
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not be something offered only at certain designated times, and (d)
it need not require extra time and effort on the part of teachers and
pupils. Here is a statement from the project report prepared by
the group (14):

Many teachers may feel that including safety in their curricu-
lum would necessitate the teaching of an extra subject and the
setting aside of time each week to devote to the safety "cur-
riculum." No one. need tell a teacher that this is impractical
from the standpola, of "finding the time." What, then, cante
done to incorporate this vital content into all areas of the
curriculum?
The teachers who prepared this material answer this question
from their own experiences. Each of them sought opportuni-
ties during their day-to-day class activities to introduce safety
concepts. In reviewing their efforts they said that natural or
appropriate incorporation of safety content was vital to
success.

Emerging Trends in Secondary School
Safety Education

The administrator is the key to the direction secondary school
safety education will take in the future. He will determine whether
it expands and improves, remains on the plateau where it seems
to be today, or defers to other federal, state, and local agencies to
provide the needed thrust for accident prevention. There are clear
indications that, without aggressive leadership by top officials in the
education community, other agencies, both public and private,
will become increasingly active in safety education, stimulated by
the availability of federal (and in some instances state) funds for
conducting safety programs.

The limitations of such fragmented programs are evident.
Many will be piecemeal projects dealing with one narrow area,
such as shop safety, fire safety, aviation safety, driver education, or
pupil transportation. All will compete with schools and colleges
for the time of children, youth, and adults. These "separate pack-
age" projects, even if offered as adjuncts to school-centered cur-
riculums, have a poor chance of being more than the sum of their
parts in terms of long-range accident prevention. Some of these
nonsehool efforts will be worthwhile, of course, and there will con-
tinue to be a need in our society for worthwhile accident prevention
efforts beyond the reaches of the school. Nevertheless, the schools,
with intelligent, aggressive administrative leadership, arc in the
best position to provide a full spectrum of effective safety education.
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Future safety education and accident prevention should be
incorporated into the widest possible range of curriculums from
kindergarten through grade 12 and should include comprehensive
protection countermeasures. The learning can be enriched by
articulation of the subject matter throughout elementary and sec-
ondly curriculums. A recent national project produced a set of
"Teac;..ng4.carning- Guides" for a conceptual approach to safety
aureculum design for grades K-12 (21). The Guides present four
safety learning progression levels, but are not identified with tradi-
tional grades. They thus support the movement toward nongraded,
individualized instruction.

Secondary school efforts need to be expanded and improved.
Often only a few separate programs are offered. Driver education
is the most common one, but in many school systems even this
program is inadequate. Unfortunately for the nation as a whole,
driver education, more than 35 years after its introduction, is still
leaching little niore than half the students approaching legal driving
age. And all too frequently, limited time ad sketchy treatment of
the substance produce young drivers who are not qualified for
the road.

Since driver and traffic safety is the predominant secondary
school accident prevention offering, it will be used on the "from"
side of the following model of a program in transition;

FROM

Driver and Traffic Education,
which . . .

1. Exposes students to a eln-
centrated offering in a single
high school course

2. Offers limited "outside" in-
structional activity

3. Provides limited curricular
offerings

TO

Comprehensive Safety Educa-
lion, which ...
1. Provides general safety

learning experiences to K-12
students, adults, and college
and university students.

2. Offers learning experiences
that go beyond the four
walls of the classroom and
include home, mobile class-
rooms, satellite learning sta-
tions, more extensive field
trips

3. Provides an enriched cur-
riculum that runs the gamut
of safety, including appro-
priate concepts from the
broader areas of conserva-
tion of human and natural
resources
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4. Puts primary emphasis on 4. Emphasizes conceptualiza-
driving knowledge, skills, at- tion needed to recognize
titudes, and traffic citizen- hazards in various situations,
ship with appropriate attention to

basic skills and responsibil-
ity for safety

5. Involves limited number of 5. Involves all teachers (K-12
school personneloften and beyond), parents, coun-
high school driver education selors, school administra-
teacher only tors, school board members,

and other decision makers
6. Is only an adjunct to the 6, Permeates.all facets of edu-

mainstream of education cation
7. Becomes stigmatized ("Now 7. Blends naturally and appro-

it's time-tor safety.") priately into many other cur-
riculum experiences

8. Is basically a "tell 'em and 8. Accomplishes broad behav-
test 'em" experience. ioral objectives through

fresh, realistic approaches
involving learners at all
levels and using a wide
range of instructional media
television (conventional
an cable), radio, newspa-
pc,i, computers (at school,
in satellite learning stations,
or on receiving consoles at
borne), other technology as
available.

Safety education must be exadcd both vertically and horizon-
tally: teachers at all levels and in many subject areas must collabo-
rate with safety specialists (,.g., the driver education teacher) in
creating articulated safety learning experiences. Such experiences
need not require the expenditure of exa-a time by the safety special-
ists or by the other teachers, provided the safety substance is appro-
priately integrated into each teacher's ongoing work. In other
words, the specialists should assist other teachers in planning and
teaching safety as an integral part of their respective fields, instead
of attempting the whole job themselves in a separate course.

The safety specialists will have an important additional role.
Given this articulated teaching-learning proces students will
master the basic safety concepts more fully and be Is 2 committed
to safety citizenship than they would under the separate-course
approach. The safety specialists, along with a cadre of instructional
aides, will bc.able to work with students to develop neuromuscular

290



skills, necessary in such activities as operating bicycles, motor-
cycles, automobiles, school buses, tractors, home appliances, shop
equipment, farm and/or industrial machinery, and heavy construc-
tion machinery. Simulated devices for developing skills in some
of these areas are available to schools now, and as school services
extend into the community cooperatively with agriculture, business,
and industry, interested students will have opportunity for actual
guided experience in learning safe operations.

One way to begin the transition to such a safety education
program would be through a pilot effort, limited at first to selected,
cooperating elementary and secondary schools. The transition
could extend to other schools as its feasibility could be tested and
demonstrated.

Emerging Concepts in Curriculum-Content
It is widely recognized that there is an ever-changing body of

safety knowledge essential to the development of competent citizens.

More than the Sum of Its Parts
(Personnel Interrelated Roles)

Faculty
Including

Safety Specialists

.

Curriculum
Specialists,
Counselors,

Psychologists
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Safety educatica specialists will need to be involved with other
teachers, administrators, researchers, curriculum supervisors, coun-
selors, and psychologists in the logical incorporation of this body
of knowledge throughout the curriculum. Such cooperative in-
volvement will ensure that the knowledge is conceived as integral
content needed by all to develop capa' "ity for selecting low -risk
alternatives in the symbiosis of man, machine, and environment.
Cooperative involvement will also provide the climate in which
learners can develop a commitment to accident-prevention citizen-
ship. Although detailed treatment would be impractical here, a
number of general content areas can be identified.

Behavioral and Environmental Elements

The following are the ina:.,or elements to be considered in
safety instruction and protection. The list is neither exhaustive
nor indicative of priorities.

1. Accident Reporting and Analysis
a. Systematic plan for reporting and recording
b. Periodic review and analysis
c. Adjustment of curriculum and protection procedures as

indicated by accident information
2. Buil,ding Engineer Training

a. Fire control
b. Equipment maintenance
c. Housekeeping
d. General safety (slippery floors, glass doors, handrails)

3. Cycle Safety (bicycle or motorcycle)
a. Instruction and testing for safe operation
b. Inspection
c. Operation and parking regulations
d. Licensing

4. Disaster Preparedness (tornados, floods, bombs in buildings,
fires in homes and forests, civil defense)
a. Safest areas inside and outside buildings, depending upon

type of disaster
b. Methods of signaling the threat of disaster and type of

refuge to be taken
c. Building inspections (at regular intervals and following

emergencies)
d. Drills, alternate routes
e. Teacher preparation for emergencies, including first aid

5. Home Living Conditions and Safety
a. Maintenance and safe use of appliances, toys; power

mowers, and other urban or rural home equipment
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b. Inspection and maintenance of property (stairs, railings,
porches, wiring; lead content of peeling paint)

c. Knowledge of self-operating apartment elevators
d. Dealing with crowded, noisy, and poor housekeeping

conditions

6. Interpersonal Human Factors
a. Aggressive, hazardous play
b. Bullies and gangs
c. Dealing with pupil's lack of self-esteem and potential for

accidents
d. Dealing with.q)upil's lack of involvement with others in

play and work, including participation in maintaining
property in safe condition

e. Consideration of fear and frustration within the context
of accident causation

f. Relationship with parents and siblings and accident
potential

7. Play Areas (school, home, community)
a. Maintained in safe condition
b. Adequately fenced when necessary
c. School play areas continuously supervised by faculty
d. Guidance of children into play activities appropriate to

their skills and readiness for safe participation
e. Safety inspection of facilities
f. Development of pupil knowledge and awareness about

safe areas and play activities at home and in the
community

g. Control of dogs and other animals

8. Seasonal and Vacation Safety
a. Boating
b. Water skiing
c. Swimming
d. Picnicking

9. Traffic Safety
a. Selecting and training safety patrols
b. Designating safest routes
c. Developing knowledge of regulations and of traffic con-

trol devices
d. Pedestrian safety
e. Use of school bus and publiz transportation
f. Driver education (automobile, motorcycle, and, where

appropriate, snowmobile)
..

Training for school bus drivers, commercial fleet opera-
tors, and industrial machinery operators in connection
with vocational training

g.
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Special Areas of Safety

The following areas are treated in greater detail because of
their unique elements and/or because of a certain urgency about
them for schools and administrators now and most likely in the
immediate future. Singling them out is not meant to imply that
they should be isolated from the overall, comprehensive program
of safety and accident prevention in schools and communities.

Safety for the Physically Impaired. While safety education
for the physically handicapped is by no means universal in Ameri-
can schools, there are some outstanding programs for nonambula-
tory, semiambulatory, sight-handicapped, and aging persons. Some
school systems are using funds from the Vocational Rehabilitation
Administration of the U.S. Department of Health, Education, and
Welfare to provide instruction for the physically handicapped. The
U.S. Office of Education is also providing training grants for teach-
ers of impaired persons.

Adequate, coordinated planning can open worlds to the
handicapped by helping them to compensate for their impairments.
They can learn to move about the home, the school, the office, and
elsewhere and to participate in vocational and leisure time activi-
ties. They can acquire competence in a range of day-to-day activi-
ties, including operating an automobile. One of the important tasks
of education is to help the so-called normal person to understand
that physical impairment is usually only a matter of degree, not
total disability.

Our society has discriminated against the handicapped by
failing to make all buildings accessible to and usable by them.
Modifications can be made at little or no extra cost, and they often
render a building or other facility more convenient_ for the average
person as well. Replacing curbs and steps with ramps to accom-
modate wheelchair students may be resisted by some school people
on the theory that it will cost more to maintain them. But experi-
ence has shown that ramps greatly reduce the time required to
sweep sidewalks in summer and remove snow in winter. The
ramps also prove safe for the impaired persons, for other pedes-
trians, and even for vehicular traffic, because of the smoother flow
and easier mobility they provide.

Pupil Transportation. Tremendous improvement in pupil
transportation has been made over the years, thanks to the coopera-
tion of educators, manufacturers, and other interested groups. This
improvement has been brought about largely through national
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conferences held from time to ,ime, state legislation designed to
improve transportation programs,,and local supervision and guid-
ance of a national transportation system that has been called the
largest and safest in the world. In the past 25 years, all states have
prescribed standards for school buses, and almost all of them
enforce these standards. About half the states have reasonably
adequate instruction programs for school bus drivers, and local
transportation programs in general are operated fairly efficiently.

Despite the progress, however, the standards and procedures
for operationincluding selection, training, and supervision of
driversare not adequate to meet increasingly complex problems.
It is imperative that continuing efforts be made toward safer and
more efficient pupil transportation operation. Jn the future, con-
tinuing vigorous efforts must be made at national, state, and local
levels to deal with the technical problems of building, maintaining,
and operating schoorbuses and with the changing nature of traffic
in which they must operate. The federal government, through its
Highway Safety Administration, is actively developing standards
and programs in this field. Yet the education community bears
great responsibility for dynamic leadership and direction in the area
of pupil transportation.

Under administrator guidance, the education community can
help determine the kind and extent of safety features that should
be built into school buses and the scientific means by which bus
performance can be measured. School administrators can also lead
in the determination of how school transportation safety can be
furthered by periodic state inspections of motor vehiclesnot only
school buses but all the other vehicles that school buses encounter
in their daily operation. We need to develop a system of school bus
accident reporting that will provide information useful for program
improvement. Both the education community and the general pub-
lic need to know more about the effectiveness of the school bus
stop law.

Much more sophisticated programs for selection, training, and
supervision of school bus operators are needed. Although most
states require some type of special license to drive a school bus,
these requirements, as well as the state agencies that issue the
licenses, differ. On the surface, the requirements for prospective
school bus drivers may appear to be reasonably complete in vir-
tually all states. Local school districts or independent operators of
school bus services, however, often interpret the requirements
broadly, relegating the state standards to the level of general guide-
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lines at best. A systematic procedure should be developed for local
school districts and other employing groups to use in choosing from
available candidates for the position of school bus driver.

Today more than one out of three students enrolled in school
is a school bus passenger, and the ratio will jump drastically as
students in urban areas increasingly make use of transportation
facilities to reach learning resources outside the school. Schools
need to make instruction in safe use of buses a regular part of the
curriculum.

The yellow school bus, its driver, and its passengers are more
visible to the general public than any other part of the school
operation. The-driver is important not only for the safe transport
of his passengers but also as a public relations representative for
the school system.

To All School Bus Drivers

He takes to school the children small,
A service done for us

And watches over one and all
The man who drives the bus.

He shares the children's chatter gay,
To them his name is known

He guards them safely day by day
As though they were his own.

Not lightly can his task be faced
Fair days, or snow or rain

In him the parent's trust is placed
To bring them home again.

Oh, School Bus Drivers one and all,
Be heartening it must

To have the care of children small
And know so great a trust.

Edgar A. Guest

Eye Protection. Eye protection has long been a concern of
American education and of school administrators. As activities
in which students are expected to participate have increased in
complexity and in danger to the eyes, safeguards against eye injury
and instruction for their appropriate use have taken on paramount
importance. At least 20 states have passed laws or issued adminis-
trative rulings requiring students and teachers to wear eye protec-
tion devices in specified school programsmainly in vocational
and industrial arts shops and science laboratories. But these laws,
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like laws limiting the speed on highways, do not necessarily prevent
accidents.

Several organizatiotis, including the American National Stand-
ards Institute, the National Safety Council, and the National Society
for the Prevention of Blindness, have issued statements in support
of legislative or administrative rulings on the use of eye protection
equipment and, in so doing, have identified some of the problem
areas:

Signs quoting pertinent protection provisions of the law,
even though posted and plainly visible to those using shops
and laboratories, are often disregarded by students and
faculty alike.
The availability of protective devices is often a problem;
while some state laws authorize their purchase from school
funds, in other states they must be purchased by students
and teachers.
Some types of devices, such as the "splash goggles" used
in chemistry laboratories, are not compatible with contem-
porary hair styles.
A student participating in more than one shop or laboratory
may use the same device for all, even where it is not ade-
quate.

School administrators must work for the development of regulations
and practices that will not inhibit student capabilities, will provide
maximum protection, and will make allowance for human ad-
justment. Administrators should ask themselves the following
questions:

Considering that valid practices must be adapted to local
needs and will logically change with conditions from time
to time, are state and local school board regulations more
practical than those prescribed by state legislation?
If so, how can school systems, both state and local, partici-
pate most effectively in the development of practical regula-
tions and procedures?
Are all groups that may be concernede.g., state education
departments, school administrators, school board;, parent-
teacher associations, other citizen groups, and safety educa-
tion specialistsinvolved in the development of the plan?
Has provision been made to determine how any rules and
policies may be affected by already existing laws and
regulations?
Is professional advice, including consultation from physi-
cians specializing in eye problems, available to ensure that
what is desired is set forth appropriately?
Is the plan structured so as to provide realistic funding and
other necessary support?
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Are overall principles and purposes of teaching and learn-
ing clearly identified to avoid ill-conceived regulations and
procedures?

Are provisions made to ensure that responsibility will be
placed with people who can implement the program most
effectively?

In a program for eye protection, just as in any other program
of education, budgeting is of utmost importance. Financial support
must be piovided not only for the acquisition of equipment but also
for the necessary periodic repairs and maintenance. Funding is
also necessary for the instructional phases of the program, which
are appropriately integrated into the general program along with
other safety content.

Disaster Preparedness. There are few major national issues on
which we find a greater divergence of opinion than that of civil de-
fense or disaster preparedness. The emotional factors that lie behind
opinions on this issue often make people impervious to change.

Disaster preparedness includes protection against the hazards
of natural disasters as well as those of nuclear war. It is logical
to treat the two as related entities. People in areas where the
tornado, the hurricane, the earthquake, or some other natural
disaster is a rather common experience understand the hazards and
generally tend to have prote".tive programs. But there are few
programs for protection of the school population against the radia-
tion effects of nuclear weapons. Until the world is truly at peace,
this kind of preparedness is just as essential.

The public and a substantial number of school officials are
poorly informed on the subject. Providing the greatest possible
physical protection and civil defense education for the school popu-
lation includes informing the public about civil defense. In so
doing, the school develops support for its own program.

The most practical approach to civil defense is to build the
maximum protection factor into schools and other public structures
and to provide consistent, realistic instruction for dealing with
radioactive fallout from nuclear blasts. Time is on the side of
man's survival, for the radioactivity of fallout begins to weaken at
once. Similarly, distance from the radioactive fallout means weaker
radiation. Finally, shieldingplacing the greatest possible density
of material between persons and falloutreduces the intensity.
Every building provides some protection.

Through use of "slanting" (offsetting structures to break direct
passage of air through entryways and corridors) and other tech-
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niques, the protection offered by new school buildings can be
increased with little or no cost. There are also many expedient
measures that can be taken to improve the protection factor of
existing buildings without sacrificing esthetic quality.

Accidental Injury and Death from the Effects of Alcohol.
Alcoholic beverars continue to play a significant role in human
social relationships throughout most of the world. Among nations
where the problem has been studied, cultural norms and social
expectations relating to the use of alcohol seem to be shifting
toward greater permissiveness.

Because even a low level of alcohol in the bloodstream ad-
versely affects human performance, the use of alcohol plays a
major role in accidents in industry, among seamcn, in private
aviation operations, in recreational boating, and most frequently
on streets and highways.

So serious is the alcohol problem in the nation's traffic acci-
dent picture that the federal government has placed it first among
those to be dealt with through nationwide programs for traffic
safety. The National Safety Administration prcdicts that of the
60,000 people who will die in traffic accidents each year during
the 1970's, almost half will be undcr the influence of alcohol (15).
There are some 8 million alcoholics in the United States.

At least four cultural or ethnic attitudes with respect to drink-
ing practices can be identified (20): (a) abstinent culture (nega-
tive and prohibitive); (b) ambivalent culture (conflict between
different coexisting value structures); (c) permissive culture (per-
missive, but negative toward drunkenness); and (d) permissive
dysfunctional culture (permissive about drinking and about behav-
ior of the intoxicated). It is evident that alcohol abusefrequently
a deep-seated cultural problemis not likely to be remedied
through a lecture or preaching approach. A long-term educational
approach starting early in the learner's school experience, coupled
with therapy when needed, would seem to have the greatest chance
for success. Such an approach further supports the concept that
accident prevention experiences should extend from childhood
throughout life.

Providing Safe School Buildings.* Thousands of obsolete and
unsafe school buildings across the country, as well as the many
private schools springing up in old garages and abondoned stores,

* This material is adapted from materials developed by a special com-
mittee and staff of the former Safety Education Commission of the National
Education Association.
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point to the need for providing a safer environment for teachers
and children. Even in new and relatively safe schools, school buses,
science laboratories, kitchens, and shops often operate far below
reasonable standards for teacher-student safety. Other unsafe
school facilities are listed, with suggested countermeasures, on
pages 300-302.

_Protection Against Violence and Vandalism. The targets of
school violence and vandalism include people, equipment, build-
ings, school buses, and other motor vehicles. Dealing with violence
and vandalism involves treating delinquent behavior on the part
of certain students in an effort to achieve social stability. The
following initial steps are suggested to administrators, teachers,
parents, students, and others interested in doing something about
this pioblem:

1. Send a questionnaire to selected school districts to find out
the nature and scope of their vandalism and violence prob-
lems and to learn of programs used to prevent them.

2. Survey state education agencies to determine what relevant
recommendations and materials they may have issued for
statewide use by schools and communities.

3. Using the results of the first two steps, plus firsthand obser-
vation in a few communities v. here schools are active in
countermeasures, develop a plan for prevention and put it
into effect.

4. Identify the conditions that may turn out to be root causes
for future disorders, giving special consideration to

School administrative personnel and their relations with
students, teachers, and classified school employees.
Teachers and their relations with students and with each
other.
School regulations affecting students.
Daily school routines affecting students.
Nature and extent of available opportunities for student
participation in revising school rules, routines, and con-
ditions.

5. Survey students periodically (both through samplings of
individuals and through representatives of various classes or
other groups) to determine their special concerns in terms
of administrative personnel, teachers, rules, regulations, or
other factors. Identification of such concerns and action on
them may prevent violence in the future.

6. Seek to identify leaders among student groups who might be
consulted about the trends in what students are saying and
who could offer advice as to how to bring about what they
believe are needed changes.
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7. Set uf: situations for tole playing among school personnel
(some of whom could play student typet'.) in order to develop
understanding and sensitivity regarding human relationships
in the school environment.

8. Plan, with care and persistence, effective parental roles
related to potential school disorders.

9. Develop year-round extended day program of effectively
supervised safety, recreation, and study geared to the needs
and interests of all youth and adults.

Summary

Safety education stands on the verge of a real breakthrough.
Federal aid to education, state funding, the Highway Safety Act,
and the Occupational Safety and 'Icalth Act are providing a new
impetus in this area.

The promise is here, and so is the challenge. Our rapidly
changing, increasingly complex society is placing new and complex
demands upon administrators and schools. The educational system
must enable students to cope successfully with hazards to life,
property, and environment. More often than not, this kind of
safety learning can be integrated into other basic learnings without
significant additional cost and ei"ort.

The alternative is an educational effort worthless to the
thousands who will not survive to benefit from it. We value human
life and the contribution of general education to it. How much
is an expensive education worth when it is buried, especially if
there has been no opportunity to put it to use? Schools must better
develop the knowledge, skills, and behaviors that enable people
to recognize and overcome accident potential.

A comprehensive program of protection and safety education
must be implemented as an intrinsic part of the total school pro-
gram. Such programs must attain specific objectives in harmony
with total educational goals. Safety education is citizenship educa-
tion of the highest order. It is performance on a profit-sharing
basis.

A program of this nature is aimed at reaching the total
population, including students, administrators, counselors, teachers,
librarians, custodians, cafeteria workers, bus drivers, other service
personnel, and the community. It is concerned with enabling
individuals to apply intelligence in determining their o, a safe
behavior and to use their own reasoning powers for selecting pro-
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ductive actions. Maintaining a safe environment is an integral part
:L7

of the total program.
Public education is concerned with promoting the welfare of

our total society as well as of the individuals within it. Since acci-
dents affect the welfare of both society and the individual, what
could be more directly related tc the concerns of public education
than accident prevention? Like Kettering, the administrator is
interested in the future, because his students are going to spend
the rest of their lives there.
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15
Science

Education

The Emerging Science Education Program

Changes in socicty, in the environment, in our culture, and
in the psychology of learning make changes in education, and more
specifically in science education, imperative. During the past 15
years, the science program (K-12) has undergone major curriculum
reform in terms of philosophy, objectives, content, methodology,
and techniques used in evaluation. But this reform, while substan-
tial, must still be considered only one phase of a continual program
in revision and developmenta program that began soon after
World War II, rather than after Sputnik, as many believe. Sputnik
did help by arousing American educators, scientists, and political
leaders to make available large sums of money through the National
Science Foundation and other agencies both public and private, to
prepare science curriculum materials, and to assist in the preset-vice
and inservice preparation of teachers.

The first efforts in curriculum reform have only partially
answered the questions of what and how to tcach science and have
failed to answer the more basic question of why we teach what
science we do. The successes and failures of the new K-12 science
programs have alerted educators and psychologists to study and
evaluate critically their basic assumptions about teaching and
learning as they apply to all pupils. It is more apparent now than
ever before that improvement of curriculum objectives, content,
and methodolgy must begin with a thorough analysis of (a) the
nature of science, (b) the nature of society, and (c) the nature
of the learner.

Objectives of Science Education

The overarching objective of science education must be the
preparation of a scientifically literate adultone who perceives
and believes in the logical processes of science, who understands
the natural world in which he lives, who has some understanding
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and appreciation of the interaction of science and technology, who
understands the impact of science on society and of society on
science, and who has the interests and attitudes necessary to study
and explore scicncc as an aid in solving personal and environmental
problems.

Each committee or group preparing science curriculum mate-
rials for a particular grade level or subject area acted independently
with respect to objectives and content. One might ask, What would
be the nature of the science curriculum had efforts been made to
design and develop a K-12 program beginning with the same
concepts of scicncc, society, and the learner? The science curricu-
lum reform movement may, in all honesty, be described as a
patchwork program. Nevertheless, a review of the new programs in
science education reveals certain general objectives. These were
stated by the Education Commission of the States in the science
section of the National Assessment of Educational Progress (2) as
follows:

Objective I.

Objective II.

Objective III.
Objective IV.

Know the fundamental facts and principles of
science
Possess the abilities and skills needed to
engage in the processes of science
Understand the investigative nature of science
Have attitudes about and appreciation of sci-
entists, science, and the consequences of
science that stem from adequate under-
standings.

The new programs, then, stress scientific knowledge, abilities
and skills, processes, and attitudes. These general objectives give
direction for the formulation of course objectives, which in turn
are reflected in the classroom teacher's daily behavioral objectives.
The classroom teacher must formulate specific objectives in three
domains: (a) the cognitive (mental and int Alectual processes of
the learner), (b) the affective (appreciation, attitudes, emotions,
and interests of the learner), and (c) the psychomotor (neuro-
muscular and physical skills).

Emerging Concept of Content

The traditional content of the science curriculum has con-
sisted of the major facts, concepts, and principles of the discipline.
The new programs in science have added another dimension: they
attempt to develop an understanding of how scientific information
is obtained and how it is used to solve problems. Recent research
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in the psychology of learning has revealed that the child learns best
when he is actively involved (physically as well as mentally), when
he is experiencing inquiry processes in investigating problems of
interest to him. The learning theories of Bruner (knowledge of
dynamic process, importance of conceptual structure), Gagne
(sequence of learning materials), Piaget (level of maturity), and
others have played an important role in the development of recent
science programs.

New programs for the elethentary school range from the
hierarchical concept of organization (e.g., "Science: A Process
Approach" by the American Academy for the Advancement of
Science) to a completely flexible, teacher-determined program
(e.g., the "Elementary Science Study"). Secondary school pro-
grams, for the most part, are oriented toward inquiry processes
but retain major emphasis on the facts, concepts, and principles
of the discipline. In general, the new programs place little or no
emphasis on the social or esthetic context of science, the applica-
tion of science to leisure-time activities, or the use of scierice to
solve persistent personal or societal proilems.

The explosion of scientific knowledge is reflected in the pew
programs: emphasis is placed on identifying conceptual themes and
treating each in depth, instead of attempting to cover the whole
gamut of knowledge in a given field. This shift is a difficult one
for some classroom teachers to adapt to. Some of the new pro-
grams seem to emphasize the kind of science that is good for sci-
ence and the scientists rather than the kind that is good for students
in our schools today. Content, writing style, and types of labora-
tory experience seem clearly designed for the middle and upper
levels of student ability. Efforts have been made in some programs
to prepare materials for low ability levels, but without complete
success. In the hands of a skillful, dedicated teacher, most of the
programs can be adapted for a broad range of student ability.

Emerging Concept of Methodology

One characteristic of all the new programs is a focus on
inquiry, investigation, and self-discoverythe involvement of the
learner in the learning process. The emphasis has changed from
content per se to the processes by which science is studied. The
role of the teacher has changed from "a purveyor of information"
to "a director of learning activities"one who establishes a class-
room climate in which learning takes place. The teaching strategies
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are not fixed but rather vary with the objective, the concept, the
pupils in the group, and the teachers.

Science programs designed for student involvement demand a
wide range of equipment and a degree of flexibility in the physical
plant. They require ample room for storage of materials and
projects and for student investigation, exploration, and experimen-
tation. Many of the new programs come as packages including
teacher and student manuals and the materials necessary for
laboratory work. These self-contained programs are convenient,
but they may be slightly more costly for the school. In most cases,
it is money well spent.

The modern concept of methodology is vastly different from
the methodology in more conventional programs. The change is
greatest at the elementary school level, where science has usually
been taught as another reading subject. Having inservice work-
shops conducted by individuals who are well versed in use of the
new materials will help teachers make the change smoothly.

The programs developed during the past 15 years have not
solved all the problems in science education, but they have made
many important contributions. For the first time, the federal gov-
ernment has provided funds for curriculum reform, large numbers
of individuals outside the field of education have become interested,
and the need for change has become apparent in all areas of the
curriculum. Educators are critically evaluating the real role and
objectives of American education in an attempt to meet the ever-
changing needs of the school population and the larger society.

Table 1 reveals some of the major efforts in the science cur-
riculum reform movement that have been funded by grants from
the National Science Foundation and other public and private
agencies. These programs have been influential in producing
changes in other individual and commercially prepared science
curriculum materials. Before selecting a science program, it is well
to review them allthose in Table 1 and those prepared without
special grants or funding. Programs must be selected on the basis
of the educational philosophy of the district, its objectives, the
nature of the community and the aspirations of its people, the
interests and needs of its school population, and the attitudes and
preparation of its teachers.

Selecting the proper program may be a long and difficult task,
but it will save many hours of frustration for teachers, students,
parents, and administrators in the long run. The new program will
not necessarily make a strong teacher out of a weak one. The
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products of curriculum reform are not "teacher-proof"; they are
not easier to teach and demand more planning time than tradi-
tional science curriculums do. A new program, because of its
nature and its involvement of the learner, will probably require
some additional facilities and equipment. ItI willw... not meet the needs
of all students as written, but .in the hands of a skillful teacher it
can be adapted to a broad segment of the school population. A
good inservice program is essential to ensure maximum teacher
effectiveness in using the new materials. Teachers should be
encouraged to include some of their own ideas in the curriculum
and to search continually for innovative ideas in curriculum and
instruction.

We live in an age of scienceof space exploration, atomic
energy, biotic drugs, and ever improving systems of transportation
and communication. Science influences the world of human
affairseconomic, political, and social. Students must experience
some science education in order to understand their culture and
environment. It is essential that they have the best science program
possible if they are to solve the many problems in the years ahead.

Elementary Science Education

Emerging Trends in Curriculum

A little over ten years ago, scientists and science educators
began looking at science education at the elementary level with a
renewed interest. They were not pleased with what they saw:
programs built largely around one or more textbook series with
a major emphasis on factual knowledge, technological information,
and the physical sciences. The programs were mostly teacher-
centered and provided little or no opportunity for the student to do
anything but read and talk about science, which was presented both
by the teachers and by the textbooks in a very authoritarian
manner. Appalled by the discrepancy between what was being
taught as science and what they felt science as a human enterprise
should be, the scientists and science educators initiated a large
number of attempts to produce curriculums that more nearly
reflected the true nature of science.

Some of the new curriculums were organized around concep-
tual schemes, some around the processes of science, and some as
just a large number of discrete units. Sow attempted to integrate
science and mathematics, or to use one topic, such as astronomy,
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as a unifying thread around which the entire elementary science
program could be built. The various new programs had a number
of common elements that made them completely different from all
previous ones: they placed major emphasis on discovery techniques
and inquiry learning, and they called for student involvement on a
much larger scale. Most of the programs also required a redefini-
tion of the elementary teacher's role.

Science: /I Process Approach (AAASAmerican Academy
for the Advancement of Science)

History: Initiated in Washington, _D.C., in 1962, the AAAS
program was being used by more than 50,000 teachers in
1970-71.
Objectives: The program is based on the philosophy that the
processes of science and the scientific approach to gaining
knowledge have a fundamental importance in the general
education of every child.
Content and approach: Probably the most structured of all
the new elementary programs, the AAAS program is based
entirely on behavioral objectives. The program is material-
centered, with the students manipulating equipment and gath-
ering their own data for each lesson. The AAAS program is
based on the psychology of Robert Gagne.
Teaching materials: Equipment and printed materials for
grades K-4 arc available from the Xerox Corporation.

Conceptually Oriented Program in Elementary Science
(COPES)

History: COPES was started in September 1965 at New York
University by Morris H. Shamos and J. Darrell Barnard, who
sought to develop a program based on the "great ideas" in
science.
Objectives: COPES is to be an action-centered program based
on a spiral scheme, which stresses the major concepts of
science as identified by the writers of the program.
Content and approach: The COPES program uses a student-
centered approach with strong emphasis on laboratory investi-
ga :ions. It draws most of its activities from the physical
sciences.
Teaching materials: Only one of the five planned teacher's
guides is available. There are no plans to provide a kit of
materials for this program; the task of collecting materials is
left to either the individual teacher or the science consultant.

Elementary Science Study (ESS)
History: ESS originated with the Educational Development
Center, Cambridge, Massachusetts, in 1960. A large group
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of scientists, science educators, and classroom teachers were
brought together to develop this program.
Objectives: The group sought to produce a highly individual,
experimental-program irk which the children have access to the
materials for open-ended rather than teacher- or textbook-
directed investigatinm.
Content and appro. The content of this program includes
a wide variety of top , drawn about equally faini the physi-
cal and life sciences. The method of instruction is independent
study, including laboratory investigatiotit; with discussion
groups.
Teaching materials: There are 56 units now available from the
Webster Division of the McGraw-Hill Book Company, cover-
ing grades K-8. The local school must use these units to put
together its own science program. For most of the units a
materials kit is offered.

Inquiry Development Program (IDP )

History: J. Richard Suchman has developed this program as
a result of his interest it 'nquiry techniques. The program was
started in 1959 with a lint from the U.S. Office of Education.
Objectives: The major goals of the IDP program are to foster
and promote inquiry techniques and to encourage students to
view the world as a scientist does.
Content and approach: An IDP session begins with the pres-
entation of an inquiry problem or discrepant event; the stu-
dents then discuss the problem and usually generate a number
of theories. After the discussion session they are free to
experiment, review the event, and consult other resources.
Teaching materials: There are a number of materials available
for this programfilm loops, teacher's guides, teacher's dem-
onstration kit, student experiment kit, and a resource book
from Science Research Associates (SRA). Dr Suehman
c:aims the program can be used in grades 4 through 10; SRA
recommends it for grades 6 through 9.

Minnesota Mathematics and Science Teaching Project
(MINNEMAST)

History: The MINNEMAST program was started in 1961
at the University of Minnesota by Paul C. Rosenbloom.
Objectives: The 3,iM of this coordinated mathematics and
science program :s to provide for process acquisition, attitu-
dinal changes, and scientific literacy in elementary school
students.
Content and approach: Content is drawn from both mathe-
matics and science and is to be taught through independent
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study, laboratory investigations, seminars, and discussion
groups.
T. aching materials: Units 1 through 30 for grades iC.-3 are
available by writing the director, Roger Jones. A textbook,
Ideas in Mathematics, is available from the W. B. Saunders
Company.

Science Curriculum Improvement Study (SCIS)
History: This program was established in 1962 by Robert
Karphis at the University of California, Berkeley.
Objectives: The major objective of the Science Curriculum
Improvement Study is to provide a conceptual scheme for
science instruction in grades 1-6 and to offer a materials-
centered, laboratory, investigative approach for students to
develop this scheme.
Content and approach: The program consists of six units in
life science and six in physical science, to be taught through
discovery learning and inquiry.
Teaching materials: All of the units for grades 1-6teacher's
guides, student manuals, and materials kitsare available
from Rand McNally and Company.

All three of the currently available programsElementary
Science Study, Science Curriculum Improvement, and Science: A
Process Approachare materials-centered and make the materials
available in kit form along with the printed units. Accessibility of
materials removes a sizable burden fr'm the teacher, who no
longer has to gather, borrow, or construct equipment. It also helps
ensure that science will be a regular part of the elementary school
curriculum.

With these programs on the shelf, developed and ready to
use, the next task to accomplish in elementary sr.',:nce education is
implementation. Having once selected a 2, how does one
go about seeing that it will be correctly used! There are a number
of techniques for implementation, but basically they can be grouped
into two classessummer workshops and inservice training.
Whether to us:. one or the other or a combination of both is a
local administrative decision made on the basis of many factors.
1%-incipals should be included as participants in any summer
workshop or inservice training progrpm, to ensure teachers that
their administrators understand what they are trying to do with the
new program, and to give the administrators a knowledge of the
problems involved and the new methods being used.

If possible, start the program with only volunteer teachers
from each building. After the first year other teachers will be
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eager to become involved, and there will be a trained core of
experienced teachers on hand to help them. It is then possible to
effect a very smooth transition from a traditional program to one
of the new science programs. Without a carefully conceived plan
for implementation, the chances for success of any ,of the new
elementary science programs are greatly reduced. It is also impor-
tant to plan some sort of follow-up help foi the classroom teacher
to ensure full development of the new mode of instruction needed
for the new elementary science program.

Future Trends in Elementary School Science Education
What is the future direction for elementary school science?

Unless this future is given some thought, it will just happen and
the results will probably not please anyone.

A renewed interest in nature study is seen for the near future,
but it will be different from the nature study we have known in
the past, which tended to be anthropocentric and without structure.
Nature study in the near future may take another name, such as
environmental studies. It should have a uniting thread (e.g., evolu-
tion) to give it structure, and it must be biocentric. The new nature
study programs will most likely incorporate the methodology used
in such programs as the Elementary Science Study and the Science
Curriculum Improvement Study. They will also use many of the
psychological findings on which these same programs are based.

It seems probable that along with the development of nature
studies programs, there will be a continuation of the current trend
toward outdoor education. Outdoor education programs arc par-
ticularly important for urban schools, where opportunity for
exposure to the out-of-doors is limited or nonexistent.

Secondary Science Education

The new programs in secondary science education have a
number of similarities: (a) they do not attempt to cover science
broadly, but instead select representative science concepts from the
rapidly expanding fields; (b) they emphasize learning activities
designed to give students a flavor of the method by which scientists
enlarge their special fields of knowledge; (c) they offer field-tested
materials prepared by teams of specialists and practitioners; and
(d) they received extensive financial support from public resources,
primarily the National Science Foundation. The result has been
a revolution in curriculum materials and teaching methodology.
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Earth Science Curriculum Project (ESCP)

History: In 1962 the American Geological Institute (AGI)
joined the stream of secondary science project developers and
focused on the earth for study. With National Science Foun-
dation support, the AGI selected geologists, oceanographers,
meteorologists, astronomers, and other scientists to produce
materials. After four years of testing and rewriting, a finished
product was ready.
Objectives: The course presents the basic principles of the
earth as man's home and as part of the solar system and
universe. Through extensive directed experiences, students
learn the ways by which scientists have increased man's
knowledge of his home in space. Students learn the tentative
and speculative nature of conclusions about the earth and
understand that there are many unsolved problems remaining
for exploration.
Content and Approach: There are four basic units: the
dynamic, constantly changing earth; earth cycles (air, water,

.land, energy); the earth's biography; and the earth's environ-
ment in space. Conceptual themes include flow of energy in
the universe, adjustment to environmental change, conserva-
tion of mass and energy in the universe, earth systems in space
and time, uniformity of process, and historical developments
in the earth sciences. The planners consider the course to be
-"-x -perience-centered presentation, emphasizing concept
.",e.ve.topment, general methods of inquiry, and the specific
means by which earth scientists carry on their investigations.
The course is normally intended to be taught before biology,
replacing the general science course that frequently repeats
science presented in the elementary grades.
Teaching Materials: Materials include a text, laboratory man-
ual, teacher's guide, laboratory equipment, films, pamphlet
series, and transparencies.
Cost: The total cost of ESCP Class Kits for a class of 30
students is $800 to $900.
Comments: The course is widely used, and teacher institutes
for ESCP teachers continue. Earth science as a topic is com-
monly accepted as appropriate for the prebiology level of
science teaching and for both the science-terminal and science-
prone student.

Introductory Physical Science (IPS)

History: The first materials for Introductory Physical Science
were produced in 1963 by Educational Services Incorporated
(now Education Development Center), an organization that
had grown out of the earlier efforts that produced PSSC
(Physical Science Study Committee) Physics. Trial materials
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for students and teachers were produced and tested over
several years before the course was finally published in 1967.
The National Science Foundation funded much of the project.
Recently Physical Science II has been developed as an exten-
sion of the first course.

Objectives: Introductory Physical Science intends to give "a
beginning knowledge of physical science" and the manner by
which scientific knowledge is acquired. It is an introductory
course for all students for whom biology probably will be the
last contact with science at the secondary level. Physical
Science II is intended for those who will take advanced
sciences, including physics and chemistry, or for those who
have had biology and want additional opportunities to study
physical science.

Content and Approach: The major theme of Introductory
Physical Science is the evidence for the atomic model of
matter through study of carefully selected materials rather
than through survey: quantity of matter (mass), properties
of matter, solubility and solvents, separation of substances,
compounds and elements, radioactivity, atomic model of mat-
ter, sizes and masses of particles, molecular motion, and heat.
Physical Science II extends the basic concepts developed in
the first course. Attainment of objectives depends upon care-
ful laboratory work, guided reasoning, and careful reading.
(Experiments can be carried out in rooms with individual flat
desk tops and only one sink.)
Teaching Materials: Materials include textbooks, teacher's
guide, laboratory equipment and apparatus (laboratory activi-
ties are included in texts), tests, and films.
Costs: The assortment of materials (including chemicals) for
24 students costs about $600.
Comments: IPS has been used in grades 8 and 9 with students
of wide ability range. It has also been used for the terminal
science student who has had biology. Consultant services are
available to teachers who use the materials.

Intermediate Science Curriculum Study (ISCS)

History: The pilot study for ISCS began in 1964. Funding
for materials development and classroom trials came from the
U.S. Office of Education and the National Science Founda-
tion. Scholars in science, professional educators, classroom
teachers, and specialists in educational media and procedures
were called upon throughout the project. Continuous testing
and revision have made possible commercial production of
materials for grade 7 by Silver Burdett.
Objectives: The published materials state that students should
develop the capacity to interpret natural phenomena and the
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technological world in which they find themselves. They
should gain a "valid understanding" of the nature of science
and of the way scientists have accumulated scientific knowl-
edge. The writers feel that science at the junior high school
level should be primarily for general education purposes and
secondarily for future science courses or for future vocational
purposes.

Content and Approach: A key tenet of this program is that
process skills should be developed simultaneously with under-
standing. Student investigation is constant; classwork is
mostly "thing-centered." Students handle objects, observe
them, measure, test, try, do. For the first year the science
concepts center on electrical energy, work, friction, heat, and
the like; the concepts build upon one another almost always
on the basis of things experienced. Text materials provide
extensively for "excursions," which permit students to go off
independently to interesting studies related to the main themes.
Sufficient flexibility is built into the development to enable
students of varying ability to profit from the study and to
proceed at varying rates.
Teaching Materials: The seventh grade program, now in com-
mercial form, includes a hardback text in two parts ("core"
and excursions), teacher's guide, and student record book.
Laboratory materials have also been produced. Comparable
materials for grades 8 and 9 have been developed and will be
released in commercial form in the future. Program develop-
ers are working on self-assessment procedures and computer-
aided instruction materials.

Time, Space and Matter (Secondary School Science Project.)

History: Often called the Princeton Project, this project began
in 1963. The National Science Foundation has been the prin-
cipal funding agency. Scientists, teachers, and materials spe-
cialists prepared trial classroom materials, which were exten-
sively tested and revised. All materials are now commercially
available.

Objectives: The main objective is for the student to learn the
nature and history of his physical world through direct obser-
vation and inferences. The student learns how knowledge
may be built through a sequence of investigations involving
both mental and manipulative skills.
Content and Approach: Nine basic investigations are the heart
of the program. They deal with motion and substance; a slice
of the earth; from microcosm to macrocosm; levels of approxi-
mationthe need for precision; measuring time, space, and
matter; the ceaseless change on the surface of the earth;
a study of earth changethe Grand Canyon; the surface of
the moon; 'the worlds in spacedimensions of a vast scale.
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Discussions supplement the laboratory investigations, field
trips, and independent study.
Teaching Materials: There is no text. Rather, there are nine
student investigation books, teacher folios, a series of reading
booklets, and recommended laboratory equipment and sup-
plies. Consultant services are available for teachers using the
materials, and activities for preservice or inservice programs
may be obtained.

BSCS Biology (Biological Science Curriculum Study)

History: Biological Science Curriculum Study Biology is one
of the most extensive programs to come out of the past 15
years of curriculum experimentation. Under the general direc-
tion of the American Institute of Biological Sciences and
funded primarily by the National Science Foundation, scholars
in biological fields and competent classroom teachers started
developing the several versions in 1958. Writing conferences
and trial editions finally produced three completely separate
biology courses, popularly known as the Green Version (High
School Biology: BSCS Green Version), the Yellow Version
(Biological Science: An Inquiry Into Life), and the Blue
Version (Biological Science: Molecules to Man). Additional
materials have been produced for those students often unsuc-
cessful in academic achievement and for those who success-
fully complete an introductory course in biology. All mate
rials are now commercially published.
Objectives: The all-embracing concept woven throughout all
BSCS materials is scientific inquiry and the structure of sci-
ence. Students learn basic concepts about their living world
through much the same kind of examination of that world as
scientists themselves employ. Each version presents themes,
principles, and applications of biology with a different focus:
ecology and living communities (Green), cell and develop-
mental biology (Yellow), and molecular biology (Blue).
Content and Approach: The three basic versions and extensive
special materials make it possible for teachers to find suit-
able BSCS materials to meet the general needs and interests
of virtually any group of students. The course approaches are
as varied as the materials. Inquiry in the scientific manner is
fundamental to these programs. Very extensive laboratory
and field study activities have been developed, along with
visual aids and supplemental reading materials. Enriched
teaching is potentially very great in these programs. Eighty
percent of the content is common to all three versions.
Teaching Materials: Materials include three versions of basic
texts; a second course, BSCS Special Materials (for academi-
cally unsuccessful students); tests; laboratory blocks; special
research problems; pamphlets; self-instructional programs;
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teacher's handbook; single-topic inquiry films; inquiry slides;
special paperbacks; and bulletins.
Comments: The various versions have received widespread
approval. Through appropriate selection, the needs of teach-
ers and students may be met quite well. Extensive and excel-
lent laboratory activities constitute a main strength of the
programs. Special institutes for teachers are available.

Chemical Education Materials Study (CHEM)

History: This program, one of the early nationwide science
curriculum projects (1959), brought chemistry professors and
able high school chemistry teachers together to prepare a
strong introductory course. Original materials were rewritten
several times by teams and were tried extensively in repre-
sentative schools across the country before the final edition
was published in 1964 (Webster, McGraw-Hill). The writing
and trial projccts were funded by the National Science
Foundation.
Objectives: The authors intend a basic and intensive intro-
ductory course presenting those principles and concepts
"found by chemists to be useful in understanding chemistry."
Laboratory activities from Investigating Chemical Systems
support the text, Chemical Systems, by helping the student to
experience chemistry as a practicing chemist would see it.
Content and Approach: The course is built on chemical sys-
tems and mental models, the working concepts of chemists
themselves. Underlying themes include atomic structure;
interaction of atoms, with special reference to electric energy;
charge cloud and atomic orbital models; kinetic-molecular
theory and enthalpy; covalent, metallic, and ionic substances;
chemical equilibrium; and reaction rates. Lectures, discus-
sions, demonstrations, and laboratory work constitute the
main classroom approaches, with laboratory work intended to
provide experiences of the kind scientists have.
Teaching Materials: Materials include text, laboratory manual,
teacher's guide, tests, and supplementary readings from the
Journal of Chemical Education.
Comments: The course is intended to be an introductory
course suited to high school juniors and seniors. Some large
schools use it as the "advanced" course in chemistry; it offers
a good foundation for the college-bound and particularly the
science-oriented student.

Chemical Education Materials Study (CHEM)

History: The steering committee, starting in 1960 and headed
by Nobel Laureate Glenn T. Seaborg, obtained the services
of outstanding university chemists and leading high school
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chemistry teachers for the development of this course. Funds
were provided by the National Science Foundation. After
several years of trial materials and pilot sudies in selected
high schools, hardback editions of Chemis:ryAn Experi-
mental Science were published in 1963 by W. H. Freeman.
Objectives: Considered to be an introductory course, the con-
tent presents basic chemistry principles that interrelate and
unify diverse natural phenomena. The text and laboratory
work reveal the steps by which scientists gain knowledge of
the physical world. Principles and concepts represent the most
modern developments in the field compatible with the com-
prehension level of secondary school students.
Content and Approach: Several major concepts are developed,
including atomic theory, phases of matter, mole concept,
energy, rate and equilibrium characteristics of chemical reac-
tions, chemical periodicity, bonding, and descriptive chem-
istry. Laboratory work is intended to support the contention
that chemistry is an "experimental" science. There is an
emphasis on discovery of basic concepts. Lectures and dis-
cussions are enriched with carefully prepared films, film loops,
and demonstration materials.
Teaching Materials: Materials include the text, laboratory
manual, teacher's guide, tests, films, programmed instruction
booklets (Slide Rule, Exponential Notation), teacher's guide
to CHEM films, and teacher training films.
Comments: Students need reasonable facility with algebra to
handle many of the problems. The course is considered to be
suitable for the average student in grades 11 and 12 and
provides a "strong foundation for college-bound students."
The basic CHEMS course is now published in several differ-
ent forms by various publishers. Summer institutes are avail-
able for teachers.

Harvard Project Physics

History: Initial planning for this course was funded by a grant
from the Carnegie Corporation. As work progressed during
1962-63, additional funds were provided by the Alfred P.
Sloan Foundation, the National Science Foundation, and the
U.S. Office of Education. Writers of the program included
physicists, historians and philosophers of science, chemists,
and secondary school teachers. Pilot materials were prepared
and tested across the nation before the authorized interim
version was plablished by Holt, Rinehart and Winston in
1968-69.
Objectives: By presenting coherent ideas selected from the
vast amount of content existing in the field today, the course
intends to help the student (a) understand the workings of
naturegood "physics"; (b) see the relation of physics to



other sciences, particularly chemistry and astronomy; and
(c) understand that physics has a cultural component with
wide social consequences and that physicists are human beings
who have their triumphs, trials, and tribulations. Students
should get a sense of these aspects of science through their
own investigations in the field.
Content and Approach: The course is built on six basic units:
concepts of motion, motion in the heavens, the triumph of
mechanics, light and electromagnetism, models of the atom,
and the nucleus. The approach for the course may be de-
scribed as multimedia and multilevel. Students are filly
encouraged and expected to learn from text, readers, pro-
grammed materials, visual aids, laboratory activities, and
handbooks. Through appropriate selection of content and
materials, students with varying levels of interest- in science
can make satisfying progress in a variety of ways. The teacher
may choose from varying styles the one most suitable to him.
Teaching Materials: Materials include student text, student
handbook (presenting laboratory and other student activities),
readers, teacher's guides, test booklets, and transparency sets.
Each of the foregoing is prepared as separately bound mate-
rial for each of the six content units. In addition, there are
programmed instruction booklets, supplemental units, film
loops, sound films, and teacher training films. The readers
are unique among secondary science materials in their pres-
entation of original articles, passages from books, and the
productions of artists, all of which represent scientists in
action or the history, philosophy, and cultural consequences
of science.
Costs: Holt, Rinehart and Winston indicate that a "starter"
set of laboratory apparatus is approximately $1,800, and a
"recommended" set (for 32 students) is approximately
$3,000. Overhead projection transparency sets for the various
teaching units range from approximately $40 to $65, and
film loops are about $25 each. Sound films may be purchased
or rented.
Comments: Course developers intend the Harvard Project
Physics to be a course with a humanistic emphasis, connect-
ing physics to man's other intellectual, social, and artistic
endeavors. Great flexibility in treatment is intended, and a
real effort is made to attract students of diverse interests and
abilities. Teachers benefit from special assistance in teaching
the course, and summer institutes are offered.

Physical Science Study Committee Physics

History: PSSC Physics was developed through grants by the
National Science Foundation and the Ford Foundation.
Starting in the fall of 1956 a group of university physics pro-

327



lessors and secondary school physics tcachcrs began prelimi-
nary drafts. Trial texts, teachers' guides, laboratory guides,
visual aids, and laboratory and demonstration apparatus were
developed with the aid of many collaborators. The materials
were used in pilot schools and were revised almost annually;
a final package was first published by J. C. Heath and Com-
pany in 1960. Since that time, there have been two revisions
of the basic text.
Objectives: The primary objective of PSSC Physics is to
develop an understanding of the physical world. In addition,
the students should become aware that physics, unifying the
concepts of time, space, matter, and energy, is a never-
ending subject of study. The authors believe it is important
for students to understand that physics develops through the
imaginative work of men and women quite like themselves,
and that in physics, as in all sciences, the laboratory is the
primary source of learning.
Content and Approach: The text and laboratory activities no
longer follow an "encyclopedic" approach to physics but
rather limit themselves to three main themes: light and optics,
kinematics and dynamics, and electricity and atomic structure.
There is minimal stress on application of physics to man's
problems. The teaching approach is intended to lean heavily
on laboratory activities, performed so that "the experiences
lead to text reading" rather than to have laboratory activities
confirm or support what has "previously been read or discussed.
Excellent films, other visuals, and laboratory and demonstra-
tion equipment arc available to the teacher.
Teaching Materials: Materials include student text, laboratory
guide, teacher's resource book, advanced topic materials, tests,
films, projectuals, and equipment.
Comments: The PSSC program offers excellent, modern
physics. The student needs skill in mathematics to develop
the basic understandings. Originally it was hoped that the
course could be adapted to students at many levels of ability,
but experience indicates that it is most suitable for able stu-
dents. The course is often considered to be "college-prep
physics." There is little emphasis in the text on applications
of physics to home, community, industry, or man's basic social
science-oriented problems. The "lab first" classroom approach
is difficult to put into practice. Summer institutes are offered
for PSSC teachers.

The Portland Project

History: More and more attempts are being made to integrate
or fuse several separate subjects (within the sciences or among
science and other disciplines) at the secondary level. One
such effort, to combine physics and chemistry in a two-year
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course, began in Portland, Oregon, in 1963. In 1967 the
writing teams began to expand the course into a three-year
program including biology and behavioral sciences. The first
year of the course is now available in "semicommercial" form,
and in the near future the entire three-year sequence is ex-
pected to be available commercially. The entire program is
now being used in Portland schools and in some neighboring
districts.
Objectives: The primary objective is to help students under-
stand themselves and their natural world and to comprehend
the processes by which scientists add to the human store of
knowledge. The students should see in a comprehensive way
their relation to the universe and should sense the underlying
unity among the traditionally separate sciences.
Content and Approach: Basic concepts that are generally
fundamental to behavioral sciences, biology, chemistry, and
physics are threaded throughout the three years. The first
part of the first year emphasizes the student himself, with
principles drawn from the behavioral sciences. The first-year
course is written rather tersely, providing sufficient back-
ground for students to go to the laboratory to experience the
important general principles in science. Each year places great
emphasis on the processes of science.
Teaching Materials: Materials include texts (one for each
year), teacher's guides, student manuals, 16 tests for the three
years, and general orientation materials for teachers. Some
simple specialized equipment is needed for activities early in
the first year (the behavioral sciences emphasis), but it can
be constructed by teachers and students. Virtually all the rest
of the program cats be carried out using materials commonly
found in science labviatories.
Comnzents: While the course is designed for grades 10, 11,
and 12, it has been used in grades 9, 10, and 11. The first
year provides a general education emphasis for students who
plan no further science study. The first year also is introduc-
tory to the next two years. Some schools report high sequential
enrollments because of the continuing nature of the work.
Individual science teachers with general preparation can teach
the first-year course. The second and third years should be
team-taught, using the special abilities of teachers with specific
backgrounds.

The Man Made World (ECCPEngineering Concepts
Curriculum Project)

History: The project, with offices at the Polytechnic Institute
of Brooklyn, originated under the sponsorship of the Com-
mission on Engineering Education. Project planning began in
1965. Trial editions of curriculum materials written by sci-
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cntists cngineers, and educators were tested in schools across
the nation in subsequent years, and commercial editions have
been announced.
Objectives: The course is designed to help all students meet
their future responsibility for guiding the direction of our
society. It intends to show that the current world is essentially
man-madeshaped by technical accomplishments, natural
resources and principles, and various modes of thinking, as
well as by arts, skills, and inspiration. The developed con-
cepts 4ie relevant to the natural and social sciences, business,
the arts, communication, and the humanities.
Content and Approach: The subject matter for this course is
different from that of any other commonly known science or
technical course. It starts with man and his technical devices
and moves on to decision-making processes (where technical
devices play a role), optimization and modeling as concepts
in problem solving, and the use of the computer. After exten-
sive treatment of the computer as the most representative
device in the man-made world, the course turns to dynamic
systems, feedback, and stability, and finally returns to a
general discussion of man and the machine. Procedures
include independent study, laboratory investigations, seminars,
discussions, and computer simulations using analog and digital
computers when they are available.
Teaching Materials: Materials include text, laboratory manual,
teacher's manual, discussion "games," and tests.
Comments: This course is quite different from virtue' 'my-
thing offered in schools today, but it covers an aspect of life
seriously needing attention in education. Developers state that
students at the top two-thirds of the ability scale in grades 10,
11, and 12 can profit from the course. Consultant services
for teachers arc available, as are preservice and inservice
teacher training activities.

The courses described above are representative of curriculum
development in recent years. These specific courses are being
widely used, and the materials are also being adapted by ;nde-
pendent writers, planners, and publishers. Thus an increasing
number of commercially available texts reflect the influence of the
foundation-supported work. In addition, a wide range of teaching
materials can be found, including laboratory and demonstration
materials, visuals of many kinds, teacher's guides, supplemental
readings specially prepared, independent research activities, and
the like. In most cases, special assistance to teachers is available in
the form of inservice activities or institutes.

Another encouraging advance is the special preparation of
curricular materials for the extreme ends of the educational spec-
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trum: the low achiever and the student not oriented to science at
one end, and the very able student at the other end. It is generally
agreed that more needs to be done at these points, particularly for
the less able students.

The Future of Science Education

What will be the nature of science education in the future?
Will it differ drastically from today's teaching-learning situations?
What instructional materials will be available? Will the objectives
change, or will_new_emphasis be placed on existing ones? In what
kind of setting will the science teacher and student find ,heniselv es?
What kind of society will exist in the future? What can be done
to shape the future of science education in a purposeful way? These
are but a few of the questions to which we must address overselves.
They help us to identify educational alternatives and provide data
for making deliberate and careful decisions concerning science
education. The decisions of today will largely determine the nature
of science education in the future.

Science Education Today

An analysis of science education as it presently exists ought
to be the basis for developing and implementing science curricu-
lums. The present patchwork method of developing science cur-
riculums and fitting them unquestioningly into the existing school
structure cannot result in the kind of science education that he
21st ceatury will require.

It. might appear from a cursory examination of the last
decade's projects to improve science courses that an adequate
science program in the public schools could become a reality if
science teachers and administrators implemented these "new" pro-
grams in the manner in which they were intended. After all, it is
apparent that the projects had strengths, among them the following:
(a) scientists and teachers were brought together to develop the
programs; (b) a variety of instructional materials were developed;
(c) emphasis was placed on basic science and scientific processes;
(d) the content of textual materials was updated; (e) the investi-
gative laboratory was suggested as a focal point for classroom
instruction; and (f) the importance of understanding the structure
of the discipline was stressed.

However, a closer examination reveals that the new programs
had major weakiieb:.es: (a) they failed to provide continuity from
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course to course; (b) previous !earnings were assumed whi.b in
fact had not taken place; (c) the nature of the learner and the
process of learning were frequently ignored; (d) the reading levels
were too difficult for large numbers of students; (c) student inter-
ests and problems were not incorporated into the instructional
materials; (f) objectives for students were stated vaguely or.'not
at all; (g) adequate evaluation programs were never developed;
(h) the science content did not directly relate to the major prob-
lems facing mankind; (i) large numbers of teachers were never
adequately prepared to teach the courses as they were intended to
be taught; (j) the general ed-,:ation function of science was given
little or no attention; (k) it was assumed that the existing school
organization and grade level divisions were appropriate for imple-
menting the programs; and (I) the science content was selected L.,
looking more to the past than to the future.

Toffler (5) has suggested that our schools are similar in many
ways to the factories of the: 19th century. They arc divided into
arbitrary segments. Attendance is mandatory. Bells ring, and
students respond. Students sit in assigned ..cats in crowded rooms.
Certain students receive preferential treatment. Track systems and
self-fulfilling prophesies are widespread. Interaction is only be-
tween teacher and student and is initiated only by the teacher.
Lecture predominates. Individuality and creativity are stated as
objectives but are subdued by instruction and evaluation. Articula-
tion is nonexistent. Certain subjects and concepts are taught to all
students at stipulated times. Our sc:, _JIS are actually preparing
students for an industrial-revolution society, rather than or a
technological-revolution society. Students are not being prepared
for the present or the future; they are being prepared for a
that no longer exists.

Possible Alternatives

Simply to criticize schools and the teaching of science without
offering a means for possible improvement is counterproductive.
The problem is not to sensitize educators to the fact that the schools
need improving. Most people have realized for some time that the
teaching and learning of science could and should be improved.
The problem is to determine what improvements are needed and
how they can be implemented.

Shane (6) and Cornish (1) have suggested that the answer
to improving the teaching and learning of science lies in future-
planning. This procedure is not to be confused with future plan-
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ning. The latter is linear, passive, and based on intuitive guesses
as to what the future may be like; it involves planning to meet the
future rather than planning the future. Future- planning, on the
other hand, is active. It assumes that the future can be at least
partially determined by systematic conjecture based on the projec-
tion and analysis of what the future has to offer. Thus, future-
planners dcscribc or forecast future alternatives based on data
presentea by experts in such areas as human population, science,
technology, sociology, education, and anthropology, using mathe-
matical models and simulation by computers to analyze the data.
Once future alternatives are identified, future-planners choose a
plan of action from among the alternatives, based on such ques-
tions as, What kind of society do we wish to have, and what kind
of human beings do we want in that society?

Science educators, following the example of industrialists,
economists, social scientists, and militarists, should establish future-
planning groups in every school and community. The groups
should include science educators, students, administrators, parents,
futurists, and specialists from the various academic disciplines.
After all, no one individual or group of individuals holds a
monopoly on insir)t into the future. A mass movement of future-
planning groups ("Councils of the Future") has been suggested
by Toff ler (4). The groups devoted to probing the future of sci-
ence education should project assumed futures, open the alterna-
tives to public debate, and begin to shape the future rather than
be its passive witness.

Some of the groundwork for future-planning groups has
already been done. People like Van Til, Shane, and Rogers (6),
Cornish (1), and Good lad (3) are using systematic conjecture to
predict what society may be like in the future. The following are
some of their predictions for the next three decades:

The population of the United States will be between 340
and 400 million by the turn of the century.
Most of the population will live in urban areas.
The gross national product will be two to three- and -one-
half times greater than the present one.
Technological development will continue at a rapid rate
and will become more sophisticated.
Social problems will persist.
The knowledge explosion will accelerate.
The workweek will shorten, leaving more time for leisure.
Change will become even more rapid.
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The work force will begin to move out of factories and
offices into the home and community.
A national and possibly world community will emerge.
Goods and services will become available to a greater
proportion of the general population.
The use of computers will become more widespread.
The. invasion of privacy will continue on a larger scale.
A greater emphasis will- be placed on the importance of
education.
Man will gain a greater understanding of environmental
relationships.
Space conquest will increase.
People will becane even more transient.
Nationwide personal data banks will be established.
It will be possible to modify personality by drugs.
Physical handicaps will be reduced or eliminated.
The life span will be appreciably increased.

These predictions for the future are based on an assumption that
a system break will not occur. System breaks are sudden unex-
pected changes, such as thermonuclear war or world famine. which
drastically alter the system. , _.

The kind of society that has been predicted offers schools and
science education a large number of alternatives, limited only by
the extent of educators' imagination, knowledge of future develop-
ments, and ability to divorce themselves from the past. Some of
these alternatives are the following:

1. Educationincluding the teaching and learning of science
will probably begin at a very early age and continue on a
plug-in/plug-out basis t: iughout a person's life. Continu-
ous, life-long learning would reduce the need for the artificial
divisions and regimentation of public schools. In fact, it
might reduce the need for public schools altogether. In their
place could be community learning centers that make use
of the unique contributions of museums, hospitals, parks,
theaters, factories, and other private ant public institutions.
With advances in technology, electronic consoles could be-
come commonplace, and the home could become the center
for extensive supplementary schooling.

2. Personal fulfillment (rather than preparation for the world
of work) might become an objective for learning science.
The teaching of science could be directed toward self-
realization and learning for the joy of learning.

3. The emphasis in science teaching may shift from the memori-
zation of content to how to locate and use scientific informa-
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tion. The knowledge explosion will continue to make it
difficult if not impossible to determine what scientific infor-
mation is of most worth, and science content will be stored
in memory banks and be available upon request.

4. Personalized self-instruction may become a reality, resulting
in a less homogenous science curriculum. A wealth of indi-
vidual instructional media and time will be available, so that
students of all ages will be able to proceed through individual
programs in science at a comfortable, self-detern- led rate.
The materials will be available at times convenient to the
learner and begin at a point appropriate to his background
and experience. Personalized self-instruction implies more
choices over a wide range of science content and materials.
It should result in reducing the number of required science
courses and the schism that exists between science teaching
and real life.

5. It should not be assumed that an individual will be- compe-
tent in all facets of science teaching. Differentiated staffing
may become a reality, using the special abilities, ihterests,
and skills of individual science teachers, students, and per-
sons from industry and the community.

6. Differentiated staffing and machines may free the science
teacher from present-day routine and allow him to develop
instructional materials and to interact on a humanistic level
with individuals and small groups of students.

7. Instructional innovations such as experiential programming,
role playing, computer-mediated seminars, televiewers, three-
dimensional television and photography, rapid transmissiop
of facsimile materials, computer games, and low teacher-
student ratios may eliminate the science lecture.

8. Biochemical aids and controlled nutrition may be used to
maximize the learning of science.

9. Overstaffing of schools or learning centers may result from
differentiated staffing, personalized instruction, and a shorter
workweek. Deliberate overstaffing would allow science teach-
ers to engage in a numbers of activities, including teacher
exchanges with foreign countries, continued professional
training, and various noateaching activities.

10. Personal data banks and personalized science curriculums
may allow students and teachers to change from school to
school or community to community with a minimum of
difficulty.

11. Science teachers and students may become more future con-
scious, perhaps through reading science fiction and descrip-
tions of great utopias, playing games dealing with future
speculation, participating in fun and fantasy, discussing the
future in situations free from censorship, writing future
autobiographies, and studying probability and methods of
prediction.
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12. Science has been artificially fragmented by man into various
units such as biology, physics, chemistry, geology, and so on.
When a student investigates a scientific phenomenon, he may
find that One isolated unit of science will not provide suitable
answers. Therefore, science for the future could be taught
and learned as it really exists, i.e., as integrated science.

Conclusion

A number of practices that appear to be directed toward the
future are identifiable at the present time. "Mini-courses" are
becoming available in science, organized Around problems of con-
cern to students. More freedom is being given to students to
choose their Course requirements from among a variety of science
courses. Open and outdoor science classrooms are beginning to
appear. At least one high school has abandoned the traditional
school building in favor of museums, research laboratories, store-
fronts, and homes (4). Programmed science materials are becom-
ing available more rapidly, although many of them are extremely
crude and cover only the lower cognitive levels. Science educators
are beginning to place more emphasis on humanistic and affective
goals for the teaching of science. Many schools are offering courses
that integrate the fields within the sciences and integrate the
sciences with other disciplines. More emphasis is being placed on
environmental science, and several school systems are experiment-
ing with differentiated staffing.

Although these practices are promising, their adoption may
or may not result in the kind of science education that the future
requires. Simply adopting new practices and placing them in the
existing philosophical and methodological framework would be an
additional patchwork attempt to improve the teaching and learning
of science. Science teachers and administrators need to anticipate
the future and influence it in predetermined ways. Future alterna-
tives should be identified, and selection from among them should
be based on the quality of life we want in the future.
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Social Studies
Education

The curriculum reform movement of the 1960's began with
great enthusiasm and high hopes. Many educators felt that of all
the changes needed in the schools, curriculum reform deserved the
greatest emphasis and the speediest implementation.

By 1970, however, curriculum reform had begun to lose its
aura of importance and urgency. To be sure, curriculum- develop-
ment projects are still credited with improving school programs,
and the need for new and revised curriculums is still widely recog-
nized. But the social crisis engulfing our society and challenging
our institutions, including the schools, has altered the entire context
within which curriculum change is viewed and evaluated. Curricu-
lum reform is increasingly seen as peripheral to the critical situation
facing the schools, and "survival manuals" are taking the place
of "curriculum project manuals" as guidelines for education reform.

From the vantage point of the early 70's, the rise and fall of
curriculum reform appears to have been truly meteoric. Ten years
ago there was, practically speaking, no such thing as a curriculum
project in the social studies. Five years ago projects were flourish-
ing all over the country in a colorful profusion of sizes, forms,
structures, purposes, and philosophies. Today many of the projects
have gone out of existence.

Yet while the "development decade" may have come to an
end, many of the innovations generated by curriculum projects are
still very much alive. Their influence can be identified in many
places, and they have left their stamp on a number of the changes
proposed for the social studies in the coming decade. Before con-
sidering the social studies as they are developing in the 70's, it is
worthwhile to reconsider the nature and scope of the curriculum
reforms that emerged through the efforts of the curriculum projects.

On the surface, the most striking feature of the curriculum
projects is their variety. They range from ambitious K-12 pro-
grams to intensive units of only a few weeks. Some stay rigorously
within the bounds of a particular discipline, while others borrow
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freely from any of the social sciencesanthropology, history, eco-
nomics, sociology, geography, psychology, and political science.
Their teaching procedures and materials vary from the relatively
traditional to the highly experimental and include simulations and
nonverbal games, artifacts, models and "original" documents,
multimedia kits and audiovisual resources, as well as pamphlets,
source books, and readings.

Despite the diversity of their educational aims and methods,
however, virtually all the curriculum projects share one common
traita commitment to a new view of the social studies in which
students are encouraged to acquire skills and insights as well as
information. Rote learning and expository teaching have been
deemphasized, if not excluded. In their place has evolved an
educational program based on teaching students how to learn,
exposing them to general principles and concepts, and, above all,
structuring the classroom experience in such a way that students
are led to discover ideas for and by themselves.

In terms of scope and orientation, four general categories of
curriculum projects can be distinguished.

1. Comprehensive projects aim at providing a complete social
studies education for one or more grades, and at least two
of the comprehensive projects have already developed pro-
grams extending from kindergarten through senior high
school. What distinguishes these comprehensive programs
from more traditional curriculum guides is partly their
conscious attempt to produce intellectual consistency and
coherence and partly their explicit awareness of the academic
disciplines within which they are operating. The net result
is, at its best, an integrated curriculum in which a body of
related ideas unfolds with increasing depth at each level of
the student's educational career.

This cumulative and sequential structure can be seen
in a number of comprehensive projects. The Providence
Social Science Curriculum Project (K-12) and the Taba
Curriculum Development Project (1-8) both structure the
curriculum around the idea of the child's expanding aware-
ness, so that the earliest grades center on family and neigh-
borhood, the middle grades on regions and cultures, and the
upper grades on civilizations or nation-states. Project Social
Studies at the University of Minnesota (K-12) builds its
program by introducing concepts in a relatively simple form
in the early grades and adding levels of meaning and sophis-
tication later on. The point is that whatever organizing prin-
ciple is used, thee is always some explicit principle or
philosophy that underlies and unifies the project.
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2. The projects structured around a specific discipline tend
to display a somewhat different emphasis from that of the
comprehensive projects. Although there are many points of
similarity, projects fostered by economics, anthropology,
geography, or sociology arc more likely to be preoccupied
with the methods and problems peculiar to those disciplines.
These curriculum projects, in other words, often attempt to
convey not only the updated content of their discipline *but
the methodology as well.

In the Anthropology Curriculum Study Project, for ex-
ample, students examine reproductions of tools and attempt
to make inferences about the cultures represented. The Com-
mittee on the Study of History has produced a unit entitled
"What Happened on LexingtontGreen? An Inquiry into the
Nature and Methods of History," which confronts students
with a mass of conflicting data and asks them, in effect, to act
as historians in interpreting it. Units in the Sociological
Resources for the Social Studies on-stereotypes (Images of
People) and on race relations (Class and Race in the United
States) recommend that teachers heln their students confront
and analyze their own feelings of pi !dice and unconscious
acceptance of discrimination. And , e High School Geog-
raphy Project has devised an activity in which students apply
geographical concepts in predicting the development of the
city of "Portsville" (Seattle) from 1850 to the present.

3. Area studies, the third type of curriculum project, generally
take a wide- ranging, multidisciplinary approach to their sub-
ject matter. The aim of these projects, such as Project Africa
and the Asian Studies Inquiry Program, is to help students
experience the totUity of another culture by studying its
social structure, religion, economic system, history, and
folklore.

4. Special purpose projects include all those that have some
special aim or orientation not found in any of the other
projects. Among the special projects are Law in American
Society, an investigation of such legal issues as free speech,
criminal procedures, and public order; the Intergroup Rela-
tions Curriculum, a program designed to sensitize children to
the existence of group allegiance and intergroup hostility; the
Diablo Valley Education Project, a project of the Center for
War/Peace Studies, designed to help students investigate
alternatives other than war for resolving conflicts; and
MATCH (Materials and Activities for Teachers and Chil-
dren), a series of multimedia kits that emphasize learning
about the students' immediate environment from objects,
artifacts, models, and direct observation.

What is most important about these and other curriculum
projects is not so much their novelty per se, but rather their willing-
ness to depart from certain hallowed classroom roles, procedures,
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and traditions. Many projects, for example, put a premium on
student creativity and discovery to the point of denying teachers
their role as dispensers of knowledge. As a result, teachers must
become catalysts for learning, rather than sources of information,
while students must discover how to form and evaluate their own
ideas rather than simply assimilate the ideas of others. New social
studies projects often insist, moreover, on the absence of "correct"
answers to many questions, which may prove disconcerting for
those teachers (and students) who take comfort in finding "the"
answer at the end of the lesson.

Curriculum developers are also becoming more courageous
in inserting controversial, emotional, or value-laden topics into their
new courses and programs. A question from the World Studies
Inquiry Series, for example, opens the door to once-forbidden
speculation by asking students whether, as poor Chinese peasants
in 1949, they would have favored or opposed the rAunist
government. A sequence of readings in the Sociolo-* l R sa, -ces
for the Social Studies unit on poverty encourages an examination
of values through a series of questions: Do the poor pay more?
Is poverty decreasing? What is being done about poverty? What's
best? Other projects deal with such sensitive issues as race relations
("Negro Views. of America" in the Harvard Social Studies Project
Public Issues Series) and the morality of using atomic weapons
("Hiroshima: A Study in Science, Politic's, and the Ethics of War"
by the Committee on the Study of History). The new projects are
providing a refreshing realism in their treatment of social and
political issues, thereby displacing the idealized but stale descrip-
tions that plague many traditional social studies courses.

Curriculum projects, in short, represent an original, sometimes
even iconoclastic, departure from standard social studies fare.
Combined with the -zacher training programs of the 60'sMaster
of Arts in Teaching (MAT) and NDEA and NSF Summer Insti-
tutes and Academic Year Fellowshipsthey have contr.,' 'ted
substantially to efforts seeking to improve the quality of social
studies instruction in the schools.

Ironiczily, however, the gains of the past decade now serve to
underscore the inadequacies persisting in the schools. Changes in
curriculum, for example, point up the need for reform in other
areas such as school governance. Students taught to value inde-
pendent thinking in social studies classrooms often demonstrate
their attitudes and skills in areas outside the formal curriculum,
much to the anguish of school officials.
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It is now clear that while better trained teachers and improved
instructional materials are necessary elements of the change
process, they alone are not sufficient to accomplish fundamental
reform. Unless teacher training and curriculum development are
linked to other components of the education processgrounded
in school experience on the one hand and sensitive to the concerns
of the outside community on the otherthey seem certain to fail.
One real contribution of the curriculum reform efforts of the last
decade may have been that they called attention to the difficulties
and complexities involved in bringing about educational change.

Social Studies for Survival

Our educational system is never free from the conflicts and
tensions that divide society at large. In periods of explosive social
change schools, like other social institutions, are likely to be under
conflicting pressures to reform and to preserve traditional roles at
the same time.

The frustrations of the curriculum reformers in the 1960':,
have helped us understand how complicated it is to produce educa-
tional change and how politically sophisticated our reforms must
be if they are to succeed. Many reformers, for example, took a
simplistic view of the schools as passive, largely identical organiza-
tions willing and able to change according to some logical plan
devised by outsiders. Now we are beginning to realize that a vast
array of interlocking roles and responsibilities is involved. Schools
are complex organizations, populated by individuals occupying
varying positions, responding to various clients, playing different
roles, and clinging to different perceptions of what the enterprise
is all about. In this setting, the adoption of a new, experimental
course or the entry of a better trained teacher may set off a "rise
in expectations" that is beyond the capacity of the schools to
satisfy, thereby arousing deeper dissatisfaction with present pro-
grams and goals.

Furthermore, the speed with which American society changes
often makes educational remedies obsolete by the time they are
adopted. Most curriculum projects spend three to five years devel-
oping a particular approach or set of materials, by which time
the results of their labors may appear trivial or uninteresting.
Recent discontent with the schools, as evidenced by student unrest,
community protests, taxpayer revolts, and the search for alternative
modes of education, may be more a consequence of the schools'
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inability to keep pace with the growing list of demands than of their
unwillingness to change at all.

Of all the events and upheavals occurring in the late 60's,
perhaps three have the profoundest implications for educational
reform:

1. The widespremt unrest created by the war in Vietnam.
Resistance to the war was often initiated by students. In
a few short years the calm of high school and college
campuses was broken by frequent disruption and demon-
strations. The gap between generations was greatly exacer-
bated by the war. While this issue sparked the initial unrest,
the young quickly added environmental health, racial dis-
crimination, educational reform, and the use of resources
to the list of grievances demanding radical social change.

2. The intolerable conditions in the inner cities of America.
Widespread racial turbulence suddenly made visible to the
nation the bitterness and despair of the millions of Ameri-
cans trapped in urban ghettos. The pace of change in this
instance was such that within` a few years educational pro-
grams regarded as adequate were seen as obsolete and even
dangerous.

3. The drastic shift in the outlook of the younger generation
about its role in American society and the educational sys-
tem. Sparked in part by a mass communications system that
simultaneously and immediately reaches young and old, rich
and poor, the young have been spurred on by identification
with the struggle of blacks, Chicanos, Puerto Ricans, women,
and other groups for recognition and acceptance.

It is imperative that the educational system respond to this
revolution in the attitudes and demands of Americans, especially
those who until recently have been largely neglected by society.
The speed of change and of disintegration will continue to outrun
the provisions for accommodating change unless we do things in
the 70's that we would never have dreamed we could do a few
short years ago. A growing awareness of the need to understand
and to come to grips with such interrelated social issues as the
generation gap, credibility crises, communications management,
environmental health, disarmament, peace, violence, and racial and
social justice seem destined to force changes in American schools,
including basic revisions in the way children are taught to think
about the social world. The demand for results, the impatience
of the public, the need for efficiency, and the increased availability
of technology are likely to bring about changes in school govern-
ance, organization, curriculums, and the roles of school personnel.
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ty Predictions about the exact nature of new programs are
impossible. We can, however, identify some of the trends that may
shape the future of social studies:

1. The classroom will probably cease to be the exclusive setting
for education. Participation in community projects; direct
observation of governmental, business, and professional
activities and processes; and foreign and domestic travel will
become a part of most students' "school" experiences.
Responsibility for education will be more widely shared
among community agencies and groups, requiring a redefini-
tion of the role schools play in the whole socialization
process.

2. Interdisciplinary studies, cybernetics, games and simulations,
data banks, storage and retrieval systems, teaching machines,
dial - access programs, and television and videotape equip-
ment will be more widely used.

3. More efforts will be made to apply learning theories as a
means of speeding the learning process.

4. The teachingstaff will have differentiated responsibilities and
salaries.

5. Students are likely to bccomc more impatient with irrelevan-
des and incompetence in school programs and personnel.
Living in a society that provides numerous opportunities to
acquire information, skills, and insights, students will become
more critical of school programs that seem to be overly
academic or unrelated to their lives.

6. The availability of an ever greater variety of texts, pamph-
lets, and other instructional materials will increase opportuni-
tics for individualized instruction.

Many of these developments are already influencing school
operations.

Goals and Objectives
Intertwined with the problems of curricular change is the

question of goals for the social studies. There has always been
and probably always will be disagreement about the purpose of a
social studies education. But for those interested in educational
reform, the matter of objectives assumes special relevance. We
need to know what we are changing for and what changes will pro-
duce the kind of social studies program that fulfills our expecta-
tions. Hence the debate continues over the questions, Is the
preparation of good citizens the primary objective, or should train-
ing in the social sciences be emphasized? Is a value - centered or
a value -free approach most appropriate?
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Most educators probab'y would agree on the necessity of
teaching students to deal with cognitive problems, but today's
studentswho are often participants in, as well as observers of,
contemporary social issuesneed to know how to handle value
questions as well. Complicating the whole situation is the desire
on the part of most social studies educators to help students develop
humanistic and democratic values.

The net result is a kind of ideological polarization in which
some critics of the educational system are advocating the trans-
formation of social studies classes into strategy sessions for the
coming social revolution, while others at the opposite end of the
spectrum cling to the notion that indoctrinating students in indis-
putable values or policies is the only hope of salvaging our institu-
tions. In actual practice, of course, the various approaches are
not necessarily mutually exclusive. Value-free instructional mate-
rials can, for example, be used in the process of reflecting or social
values, just as training in the social sciences can clearly contribute
to the development of good citizens.

More and more, however, programs and curricultm guidelines
are being built around particular emphases. A look at a few of
these may not only help clarify the issue: of goal.; and objectives but
provide useful models for change as well.

Emerging Approaches to Curriculum Organization

Social Studies and Social Science

Social studies, which draws on all of the social sciences, must
somehow have a focus or pattern if it is to be articulated.
many secondary teachers may have little intellectual interest in toe
academic reorganization of the social studies or in the relations of
academic disciplines in a theoretical context, most will have a deep
interest in the problems of selectivity and organization in the school
program. The pressures of time in which tc work contrasted with
the vast quantities and great variety of materials to deal with, to say
nothing of the emotional nature of many of the issues, argue for
careful consideration of focus or pattern if only from the standpoint
of efficiency. The need to reorganize our concept of the academic
disciplines and of social studies to deal more :adequately with social
education has been increasingly recognized at all educational levels.

Perhaps the most ambitious recent effort to provide social
studies guidelines is the proposed "Social Sciences Education



Framework for California Public Schools," released by the Cali-
fornia Statewide Social Sciences Study Committee in 1970 (3).
This large-scale effort, involving more than two hundred social
scientists, draws on the various social science disciplines_to formu-
late a model emphasizing inquiry processes. These are grouped
according to three different modes of thinking: analysis, integration,
and valuing.

The proposal asserts that an effective curriculum in ate social
sciences has three major components: (a) processes of investigat-
ing (observation, classification, definition, comparison and contrast,
generalization, inference, and communication) and modes of learn-
ing (analysis, integration, and valuing); (b) concepts and general-
izations (a concept being a set of ideas enabling one to recognize
and classify something that may be either abstract or concrete, and
a generalization being a statement applying to all member; of a
designated class); and (c) settings and topics, which score as
selected examples of human experience (places, events, times,
peoples, issues, problems) providing the subject matter within
which the processes of inquiry are applied and from which concepts
and generalizations are drawn.

The program design is as follows:

Grades K-2. Mankind: Man's Distinctive Characteristics
Topics
1. What is man?
2. How do men and animals adapt to and change the land

they live on?
3. How do men and animals communicate?
4. How do people live together?
5. How are people alike and how are they different?

Grades 34. Man and Land: Cultural and Geographical
Relationships

Topics
1. What is the relationship between the natural environment

and animals on the one hand and man on the other?
2. How have different groups of men developed different

ways of living in the same or similar environments?
3. How has urbanization altered man's relation to the natural

environment?
4. How are problems of living being met in the modern urban

environment?
5. What is human about human beings?
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Grades 5-6. Mankind and Men: Interaction, Diversity,
Individuality

Topics
1. What happens when different groups of men come in

contact?
2. How have ethnic groups and individuals affected Ameri-

can development?
3. How do different groups interact in the contemporary

United States?
4. How do human groups interact in different cultures?
5. How is any man like no other man?

Grades 7-9. Man and Systems: Political and Economic:
Urban Environments

Topics
1. How do societies decide what is to be done and who is

to do it?
2. How do societies decide who gets what?
3. How do market economies develop and function?
4. How do democratic political syst, ns develop and function?
5. How are decisions made in the command political

economy?
6. How are decisions made in the mixed political economy

of the present-day United States?
7. How can underdeveloped societies cope with the demand

for rapid modernization?
8. How did the emergence of cities change the life of man?
9. How have cities varied in their functions and charac-

teristics?
10. How has modern urbanization changed the life of man?
11. How can t:.., quality of .rban life be improved?

Grades 10-11. Man: Past and Present (.listorical Integration)

Topics
1. How did the United States come to be the way it is, and

how is it changing?
la. How did the social structure that the colonists brought

from Europe change in the course of their life in
America?

lb. How did Americans develop a sense of nationality?
lc. How did Americans develop a more democratic

pc litical system?
Id. What impact has the introduction of enslaved Afri-

cans, had on American life?
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le. How have Americans adjustcd to the diversity of
peoples and cultures?

1f. How has the United States responded to industrial-
ization and large-scale business organization?

1g. How have Americans been affected by their relations
with the rest of the world?

lh. Where is American society headed today?
2. How have national groupings and conflicts affected the

life of man?
2a. What makes a "State" a "State"?
2b. Why have societies sought to impose their wills on

other societies?
2c. Why do military establishments so universally exist,

and how do they affect the societies of which they
are a part?

2d. Can man's technological abi.:.es for destruction be
offset by his imagination and the desire to maintain
the peace?

3. How has India maintained its cultural unity over such a
long period and such a diversity of peoples?
3a. How did the principal fcatures of traditional. Indian

culture take shape and persist?
3b. How has Hindu India interacted with its invaders?
3c. How did traditional Indian culture affect the struggle

for independence?
3d. How are traditional and modern elements interacting

in present-day India?

Alternate Topic 3. How did China develop mankind's most
durable s-,e1Opolitical system and why has
it been replaced?

3a. How did the principal features of traditional Chinese
culture take shape and persist?

3b. How has Confucian China interacted with its in-
vaders?

3c. How did the Chinese establish their modern inde-
pendent nationality?

3d. How are traditional and modern elements interacting
in present-day China?

Alternate Topic 3. Why has Japan become As )nly tech-
noiogically advanced society

Grade MA. Man as a Decision Maker: Social Policy n the
United States

Topics
1. How do ordinary citizens influencd the decisions that affcct

them?
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2. How are ordinary citizens influenced in making and ac-
cepting policy decisions?

3. How are decision makers influenced by persons with spe-
cial status and by special interest groups?

4. What range of decisions is possible within organizations?
5. What is the effect on social policy decisions of relation-

ships between organizations?

Grade 1213. Man, His Goals and Aspirations: Selected Studies

Illustrative Topics
1. Ethnic groups and social policy
2. The Selective Service System
3. Immigrant and Black experience in the United States
4. Islam, Buddhism, and Hinduism in comparative settings
5. The influence of religion on art and architecture
6. New African nations and world affairs.

In brief, the program deals with the simplest analytic processes
in grades K-5. Behavioral definition is introduced in grades 5-6.
The integrative mode is the main emphasis beginning in grades 5-6
and continuing through grades 7-9. The value mode is introduced
in grade 9. Hence, by the end of grade 9 all of the inquiry processes
involved have been clarified and practiced.

A Citizenship Approach

Given the goal of effective participation in a democracy, the
questions of what schools ought to teach and how they should be
organized and managed cannot be neatly separated. Schools must
recognize the growing insistence by both parents and students on
citizen rights. They must respond to demands for more mean-
ingful participation in a manner designed to strengthen reasoned
allegiance to a democratic political system. The alternative is to
contribute to the deterioration of the democratic ideal.

Those who advocate this approach are faced with some funda-
mental questions about the c/izenship aspects of social studies:
How doesand shouldour educational system transmit our
political heritage? How can it transmit democratic values without
imposing a straitjacket of conformity inimical to democratic
processes? What democratic processes are most importantthe
ones portrayed in civics books? in city hall? on,the streets of inner
cities? How arc these processes reflected in the way our schools
actually operate?
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A recent major study of civics education (4) shows that
many students see their schools as essentially undemocratic insti-
tutions and are incrcasingly frustrated and angered by the manner
in which schools make decisions affecting their lives. The study's
major goal was "to develop behavioral objectives and guidelines for
a civics curriculum able to prepare students for effective civic
participation in the 1970's." The objectives, designed to develop
citizens who are competent in the complexities of democratic dcci-
sion making, are formulated in terms of citizen behavior:

Objective One: ne citizen participates in the decision -
making process of his society. The data show that high
school-students rarely participate in the resolution of conflicts
in which they arc participants. Less than one -fifth of the
students reported having any say in the resolution of their
problems. Resolution processes which would involve student
participation are not operative in the overwhelming number
of eases. The great majority of students also expressed dis-
satisfaction with the outcome of their conflicts. Students
demonstrate a lack of ability to deal with democratic problems
effectively; they also complain about the lack of democratic
realities in their lives. We conclude that only a truly participa-
tive system of decision making within the school itself will
help students develop both the skills of democratic decision.
making and the consequent faith that it can be successful.
Objective Two: The citizen makes use of alternative courses
of action. If he finds no viable options open, he creates
new alternatives for democratic action. The existence and
use of meaningful alternatives for action are essential to a
democratic society. Students at all levels and in all types of
schools expressed no alternatives to the course of action in
almost three-fourths of all reported incidents. Present civics
education is not developing citizens who see and use demo-
cratic processes as means to obtain their goals.

Objective Three: The citizen analyzes courses of action for
their democratic bases, feasibility, and anticipated and actual
consequences. Few students were even able to identify.alter-
native courses of action. The process of analyzing alterna-
tives, vital to effective citizenship, includes determining the
democratic basis, feasibility, and anticipated consequences of
each alternative.

Objective Four: The citizen employs negotiation, mediation,
and arbitration in resolving conflicts. The effective use of
negotiation and mediation are essential democratic means for
resolving problems. However, in the majority of student-
reported incidents, conflicts were solved by a unilateral deci-
sion by an authority. The reported incidents involved no
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student participation at either the basic level of decision
making or the level of conflict resolution.
Objective Five: The citizen understands and analyzes issues
from viewpoints other than his own. Democratic problem
solving requires the ability to understand the viewpoints of
one's adversaries. The data suggest that for the most part
secondary school students lack this ability. Not only did the
overwhelming majority fail to perceive alternatives, but the
techniques attempted in the alternate questionnaire forms
(specifically to elicit alternative views)- likewise failed to
produce rounded viewpoints.
Objective Six: The citizen sees democratic issues in prob-
lems of others, as well as in his own life. Concern for the
rights of others is a basic element of participation. The
democratic citizen must be concerned with democracy as it
functions in the lives of others. The protocols indicate that
democratic concerns of the students tend to revolve around
themselves rather thar around others.
Objective Seven: The wizen recognizes the value and utilizes
the power of group actu,n. In our society, the formation of
groups and organizations is the traditional means of mobilizing
power to effect social policy. Readings of the protocols reveal
that students do not grasp the power of group action, although
half the protagonists are groups rather than individuals.
Objective Eight: The citizen distinguishes personal issues and
conflicts from institutional issues and conflicts, and attacks
the two accordingly. The data show that students see the
majority of conflicts as occurring with persons or groups
rather than with institutions. However, the great percentage
of issues concern school governance. The students largely
perceive these issues in personal rather than institutional
terms, thereby diminishing their ability to resolve immediate
conflicts or effect long-term change.

Objective Nine: The citizen grasps and acts on the principles
involved. Democratic decision making requires the ability to
conceptualize the- problem and to act on principles rather than
on feelings or personal desires. The evidence gathered in the
study leads to the conclusion that students are not abstracting
their concrete problems above a personal level.
Objective Ten: The citizen relates his principles to relevant
incidents. Democrluic action requires both principles and
concrete experiences. Some students appeared bothered by
abstract problems when they were unable to perceive them
concretely (reverse of Objective Four). One-seventh of the
protocols talked about abstract problems without mentioning
specific incidents. In teaching civics, values and beliefs must
be joined with concrete daily experiences in democracy if a
citizenry capable of democratic action is to be developed.
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As shown by the analysis of the psychological process codes
in light of Piaget's "decentering" concept, there appear to exist
stages or degrees of civic development in children. The objec-
tives just specified defined goals for civic education. The
foflowing developmental guidelines indicate the present level
of interviewed students in relation to goals of :ivic education.
They describe for educators the degree of civic-mindedness of
junior and senior high school students. They are not to be
seen as goals but as developmental stages of civic competence.
Understanding of such stages should serve to identify the most
useful points at which to begin teaching civic awareness to
students.
Guideline One: Junior high school students' problems are
focused more on the students themselves than are those of
senior high school students. Junior high students for the
most part write about personal problems. Conflicts are seen
as conflicts with individuals. The developmental trend toward
increasing involvement with nonpersonal problems has been
identified in all comparisons.
Guideline Two: Senior high school students are more con-
cerned with group problems than are junior high school sat-
dents. The four junior-senior high school comparisons show
decisively that the group factor increases from junior to senior
high school. Involvement with group problems definitely
increases with age.
Guideline Three: Junior high students have more conflicts
with their peers than do high school students, while the latter
report more conflicts with authority figures. The cross-
sectional comparisons show that, without exception, incidents
involving peers decrease with age, and incidents concerning
authorities increase with age.
Guideline Four: Problems with institutions occur much more
frequently in the senior :oh than in the junior high. Except
in the school for gift' ''.!. all comparisons showed that
high school students reps .-,. - greater percentage of institu-
tional conflicts than did junior high students. Junior high
students reported a greater share of problems with "persons."
The school for gifted girls showed no difference between the
percentage of personal incidents described by junior and
senior high students.
Guideline Five: High school students have a more highly
developed abstractive capacity than junior high students do.
The preceding four guidelines all distinguish junior and senior
high school students on the basis of an abstractive faculty, i.e.,
a capability for extending one's field of action from personal
and immediate to more impersonal and distant concerns.
Depersonalization is the process 'hat differentiates junior and
senior high students on each dimension of civic-mindedness.
The ability to extend oneself beyond the personal element

353



and the immediate situation is the key to development from
the first (junior high level) to the second (senior high level)
stage of civic-mindedness.

This study provides some interesting perspectives for those
who bear responsibility for developing new curricular and institu-
tional structures. In particular, it suggests that-

1. The content of civics courses should not consist ,)f abstract
problems and principles that have no bearing on . student's
life in school. The curriculum should focus on concrete
situations in school and community life.

2. The traditional teacher-student relationship and administra-
tion-student relationship must change. Students must be
given the opportunity to make decisions within the classroom
and school environment.

3. The school must become a civic community in which diverse
groups take part in policies and decisions, and in the process
learn to become effective participants.

The experience of the last decade seems to support these
propositions, reinforcing the idea that what is needed is not merely
a restructuring of social studies but of the school itself. A further
discussion of this position can be found in The Schools and the
Democratic Environment (5). It is also implicit in some of the
work of the High School Government Project at Indiana Uni,yersity.
In this context the improvement of instructional materials and
teaching strategies in the 1960's is seen as but one stage in a devel-
opment process that includes restructuring the schools as well.

A World View

Much of secondary school social studies, backed up by a lot
of home conditioning, still tends to convey the impression that the
West is and has always been superior to all other civilizations. The
nineteenth century position of dominance by the Western cultures
over the rest Of the world is presented as natural and its continu-
ance into the future as indefinite. Some of the most widely used
textbooks convey the impression that while civilization may have
started in places like Mesopotamia, it failed to improve man's lot
until the Israelites and Greeks took over. They in turn passed
it on through the Romans and Christians to Northern Europeans,
with whom it moved to North America and achieved the ultimate.

In the past decade there have been many attempts to correct
this parochial and dangerous outlook. Current events, the study of
other nations, and world problems units or courses have long



been used to insert international content into the curriculum. More
recently, using area studies has become a popular method of
expanding international perspectives. There is a growing feeling
that students need to know more about various parts of an increas-
ingly interdependent world. Furthermore, intergroup tensions in
the United States have sparked numerous efforts and programs
designed to help students develop the capacity for understanding
and working with people whose lives and backgrounds may be
very different from their own. The study of a number of areas or
cultures in depth has replaced or been added to the more tradi-
tional, generally chronological study of world or American history.

While the area studies approach is often an improvement over
traditional chronological approaches, it has so far been only par-
tially successful in providing insights into the manner in which all
major cultural heritages and their national subdivisions have grown
and developed within their own traditions throughout history. Even
more important, it generally fails to provide a context within which
to consider the fact that acceleration of human mobility and com-
munication greatly increases cross-cultural and cross-national con-
tacts, thereby speeding up the process of cultural chai.ge and
making it more complex. To make matters worse, the study of
current events still tends to provide a view of the world in the
context of U.S. foreign policy issuesthus perpetuating the big-
nation syndrome and he crisis approach.

While area studies allow "equal time" for non-Western cul-
tures, they usually reinforce the image of the world as separate
patches of real estate. Likewise, the proliferation of culture studies
or units examining the traditional relations of nation-states may
prevent students from seeing the world as an increasingly interde-
pendent unit.

A Global Approach

The global approach that was developed during the 60's may
drastically change this situation. In this approach the world is
studied as a unit and man as a single species. An Examination of
Objectives, Needs and Priorities in International Education in U.S.
Secondary and Elementary Schools (1), a study supported by the
U.S. Office of Education, describes the approach and lists in detail
the goals and objectives for reshaping the social studies with an
international emphasis. Among the goals are the following:

1. Overcoming the Western orientation found in most text-
books and curriculums and helping students achieve a mate
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objective and global perspective on cultural, economic, and
political diversity.

2. Developing empathy toward other cultures and values both
in the United States and in the world, along with an appreci-
ation of the similarities and differences in human life around
the world.

3. Increasing student awareness of the natural tendency toward
an ethnocentric bias in the way people see each other, and
helping them to reduce this bias.

4. Helping students develop techniques and methods of inquiry
and independent thinking in order to cope emotionally and
intellectually with the continuing change, complexity, and
ambiguity in human affairs.

5. Helping studcnts develop an understanding of the process of
decision making in rcgard to local, national, international,
and global issues.

6. Emphasizing the global perspective and the future in a way
that helps students imagine and objectively make choices.

The major objectives for international education delineated
by the study are the following (adapted from "Securing Man's
Survival: Toward a Basic Course of Study," a working paper for
the U.S. Commission for UNESCO):

I. The K-12 curriculum should develop students' knowledge about
and understanding of the world system.

A. The curriculum should develop students' knowledge of the
earth as a planet. This implies-
1. Developing some comprehension of the place of the

world system in cosmic space and time, including some
understanding of
a. The location of the earth in the cosmic system.

'IxThedifferences and similarities between the earth
and other planets.

2. DeVeloping some understanding of the carth as a set
physical system that both conditions and is conditioned
by living systemsparticularly man.

B. The curriculum should develop studcnts' understanding of
mankind as a species. This implies-
1. Developing a comparative understanding of man as one

of many living systems, including insight into
a. The similarities and differences between living and

nonliving systems and between man and other living
systems.

b. Man's common biological and psychological needs.
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Developing an understanding of the sources of differences
in human actions and life styles, that is, some under-
standing of human behavior as being socially learned and
culturally conditioned.

3. Developing some understanding of the major structural
characteristics of the human species, summarized by such
generalizations as: The human species is
a. Racially. linguistically, culturally, and institutionally

diverse.
b. Generally economically depressed with vast dispari-

ties in the wealth, education, and health of its
members.

c. Rapidly expanding in numbers and becoming increas-
ingly urbanized and industrialized.

d. Increasingly interdependent.

C. The curriculum should develop students' understanding of
the global social system as one level of human social organi-
zation. This implies
1. Developing some understanding of the major entities that

comprise the contemporary internatiosial system, in-
cluding
a. Some comparative understanding of the approxi-

mately 130 nation-states in the modern world.
b. Some functionally oriented understanding of cross-

national organizations, both governmental and non-
governmental.

c. Some understanding of the 'nternational status of the
planet's polar regions, its oceans, and outer space.

Developing some-historical understanding of the nation-
state system as one of many possible forms of po:itically
organizing the human species.

3. Developing an understanding of major soci .. processes
within the international system, including some graspof
a. Internation war, conflict, and conflict resolution.
b. Internation collaboration and integration.
e. Internation communications, trade, investment, and

foreign aid.
d. Cultural diffusion and migration.

4. Developing some understanding of major international
social problems, including some insight into the problemsof
a. Controlling or managing intergroup, and particularly

internation, violenco. and creating institutions for the
peaceful resolution of conflict.
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b. Controlling population growth.
e. Controlling the social and psychological costs of

rapid sociocultural change, particularly technological
change, urbanization, and the bureaucratization of
social organizations.

d. Controlling further deterioration in 'man's natural
environment while using the world's oceans and outer
space for the welfare of all mankind.

H. The K -12 curriculum should develop the capacity of students to
view the world system as a whole, and particular phenomena
within it conceptually, comparatively, and globally.

A. The curriculum should develop within students a capacity to
think of empirically concrete or historically specific phe-
nomena (events, institutions, actions, etc.) as particular
instances or cases within a larger class of analytically com-
parable phenomena.

B. The curriculum should develop within students an ability to
compare two or more phenomena in a conceptually sophisti-
cated way. This implies-
1. An ability to conceive of the objects being compared in

terms of both similarities and differences.
2. An ability to recognize that one's relative perception of

similarities and differences is influenced by the size and
nature of the sample of objects being compared.

3. An ability to think of differences as matters of degree
rather than kind.

C. The curriculum should develop within students a capacity to
envision the world as a totalit: and to perceive particular
phenomena within a global frame of reference. This implies
developing a comprehension of-
1. The interrelatedness of man as a system of life and the

planet earth as a set of linked physical systems.
2. The world system as one subsystem within the total

cosmic system.

III. The K -12 curriculum should develop the capacity of students
to make logically valid and empirically grounded analytical
judgments.

A. The curriculum should develop within students a "realistic"
attitude toward knowledge. This implies developing within
students-
1. An understanding of knowledge as a set of man-created

hypotheses or images.
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2. A capacity to conceptualize phenomena in alternative
ways.

3. An awareness of the influence of cultural setting and
social situation on human knowledge in general and on
their own perception and interpretation of the world in
particular.

B. The curriculum should develop within students an under-
standing of and some skill in the process of social scientific
inquiry.

IV. The curriculum should develop the capacity of students to
make rational, analytical, explicit, and human normative judg-
ments. In order to create these capacities the curriculum
should

A. Seek to develop within individuals the psychological freedom
to hold attitudes independent of personality needs and group
norms.

B. Seek to develop in students an ability to analyze normative
disagreements in terms of semantic, perceptual, and valua-
tional sources of conflict.

C. Develop in students an ability-
1. To articulate explicitly the values in terms of which they

believe given phenomena should be judged.
2. To consider explicitly the operational or behavioral

meanings of values in terms of which judgments are to
be made.

3. To consider explicitly the information that is needed to
reach sound judgments about whether or not a given
object possesses the desired value qualities.

D. Develop within students modes of thinking that are-
1. Relatively free from the influence of egocentric, ethno-

-centric, and stereotypic perceptions.
2. Characterized by moral or ethical complexity.
3. Characterized by alcapacity for empathetic understanding

and a "world-minded" value orientation.

V. The curriculum should develop the capacity of students to un-
derstand, analyze, and judge foreign policy de"isiotzs.

A. The curriculum should develop students' knowledge about
and conceptual understanding of how foreign policy deci-
sions are 'made, particularly within the American system.

B. The curriculum should develop students' ability to analyze
foreign policy decisions in terms of the major factors operat-
ing within the decision-making process.
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'VI. The curriculum should develop students' capacity to observe
intelligently and critically the current history of the world
system.

A. The curriculum should develop within students the motiva-
tion, vocabulary, and conceptual understanding needed to
follow current events through the mass media.

13. The curriculum should develop within students an under-
standing of the structure and functioning of the international
communication system.

VII. The K-12 curriculum should develop the capacity of students
to adapt constructively to the "realities of the human condi-
tion." This means endowing students with

A. Sensitivity to and emotional acceptance of diversity in human
actions, perceptions, cognitions, values, and social institu-
tions.

B. An acceptance ofand a set of socially responsible attitudes
towardtechnological and sociocultural changes.

C. Sensitivity to and acceptance of the political and ethical im-
plications of mankind's increasing interdependence.

D. An ability to perceive and feel themselves to be responsible
members of subnational, national, and ci ilitional groups.

E. An ability to tolerate emotionally the to continued
intergroup conflict and hostility.

Now that pictures of the earth as seen from the moon are part
of-every visual medium from television to teachers' bulletin boards,
a global perspective has becoi:ie truly inescapable. Political and
economic interdependence, instantaneous communication, issues of
global ecology, and rapid intercontinental travel have all ..orked
to change our awareness, but none has quite had the impact
of seeing our fragile green globe floating in space. This startling
glimpse of the earth as a unit, combined with a growing sense of
urgency about environmental deterioration, suddenly makes it both
more possible and more necessary than ever before to reorganize
our knowledge from a global perspective. Henceforth,' interna-
tional studies must be designed for the riders-on-the-earth-together
generations: there must be education about global society as a
whole, as well as about its parts.

Globalizing American education will not always be easy. Stu-
dents who come from our own poverty cultures, for example, may
find little to excite them in studies of world cultures and prob-
lemsproblems that are far more remote and far less real than the
immediate struggles and misfortunes in their own lives. The ghetto
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child and his rural counterpart in Appalachia are not likely to be
intrigued by poverty in India or tribal struggles in Nigeria unless
they are demonstrably and-undeniably relevant to them.

Devel..,p:Iig a world view may therefore mean bringing Amer-
ica's "underdeveloped" areas into the classroom alongside similar
situations from Asia or Latin AI Sensitizing. students to
American poverty and how it is parallel conditions in
other areas helps to break down u1,1 notion that only distant
countries and people have development problems. As a result,
students come to recognize man's interdependence, the universality
of his needs, and the necessity of coping with threats to human
survival on a- basis.

Poverty, pollution, population, and the lack of the neLessary
international coolidration to tackle_ these issues effectively might
well become the basis for an international curriculum. Space
exploration and the environmental crisis seem to provide the
immediacy needed to arouse student and community interests.
A rationale for such an approach can be found in International
Education for Spaceship Earth (6), and evidence of the appeal
of the "spaceship earth" approach in international studies can be
found in

The Glenns Falls (New York) City Schools' working
paper for Project Survival, "We Are a Single Human Com-
munity," as wellas their "Teachers' Survival Kit."
The Cedar Rapids, Iowa, "Spaceship Earth Curriculum."
The Teacher Workshop and Curriculum Program on Space-
ship Earth at Harwood Union High School, Moretown,
Vermont.
The global approach being developed in the San Ramon
Valley (California) Unified School District, using Ehrlich's
How To Be a Survivor, a plan to save spaceship earth, as
one text.

The increasing quantity and variety of materials taking a global
approach and suitable for use in high school classrooms is further
evidence of the increasing interest in this approach among teachers.

Summary

Today everybody seems to be convinced th'at the schools
should be changed; the question is how and to what ends. The
experience of the 60's and early 70's indicates that basic changes
in the school environment are essential. Neither improving the
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social studies curriculum nor training better teachers is likely to
result in meaningful change unless the school itself is drastically
restructured. The schools should reflect more dearly the nature of
the communities within which they reside and at the same time
provide more opportunities for students to learn to become effective
citizens by participating in school policies and decisions.

There is, however, no single formula by which schools every-
where can be changed and improved. The same.is true for social
studies. The patterns, approaches, and goals outlined in this
chapter represent only a few of many possible schemes for reorga-
nizing social studies instruction. All decisions regarding curriculum
design necessarily involve judgments in a number of sensitive areas
that limit or in other ways influence those decisions. The theoreti-
cian may be able to disregard such elements as teacher competence
and commitment, enthusiasm, intransigence. public pressures, avail-
able funds, and access to instructional materials, but curriculum
workers GO so at great peril. These limitations, together with the
lack of agreement among social scientists, the changing nature of
knowledge, the lack of widespread understanding of the implica-
tions of learning theory, and the nature of community coneer-1,
argue strongly for a flexible pattern of organization that can be
adapted to local conditions.

If the rich resources produced by the research an! develop-
ment efforts of the 60's can be adapted to changing school needs,
the prospect for change in the 70's may be very- 'good. Adaptation
probably requires, among other things, that the big packages rep-
resenting year-long courses in a single discipline be broken up and
restructured. This procedure will not please many scholars, nor are
many educators willing to accept the responsibility for repackaging
the products of curriculum development, but it may be the besi way
to salvage the often high-quality materials produced in the 60's.
Perhaps the time is ripe to try mixing the traditional and the new
in the same school in order to reflect more accurately the commu-
nity and society at large. In so doing, the school might also help
work out new and desperately needed patterns of cooperation,
tolerance, and mutual respect among the diverse groups that
constitute American society.

362



BIBLIOGRAPHY

I. Becker. James M. An Examinationdnation of Objectives. Needs and Priorities
in International Edvemion in US. Secondary and Elementary Schools.
Final Report. ERIC Document ED 031 6:2. Washington, D.C.: US.
Office of Education. 1969. (The Summary and Recommendations of
the study are available from the Foreign Policy Association. 345 E. 46th
St.. New York. N.Y. 10017.)

2. Beyer Barry K.. Id Penna. Anthony N.. editors. Concepts in the
Social Studies. Bulletin No. 45. Washington, D.C.: National Council
for the Social Studies, 1971. ..

3. California Statewide Social Sciences Study Committee. Social Sciences
Education Framework for California-Public Schools: Kindergarten and
Grades One through Twelve. (Proposed) An abstract, revised draft.
Sacramento: California Department of Education, 1970.

4. Center for Research and Education in American Liberties. Civic Edu-
cation in a Crisis Age: An Alternative to Repression and Revolution.
New York: Teachers College, Columbia University, September 1970.

5. The Danforth Foundation and the Fo ;11 Foundation. The Schools and
the Democratic Environment. New York: Columbia University Press,
1970.

6. King, David. International Education for Spaceship-Earth. New York:
Thomas Y. Crowell Co.

7. Lester, G. Sidney. The Nest- Social Studies: A Selected Bibliography
and Review. Corte Madera, Calif.: Marin Social Studies Project.

8. Marin Social Studies Project. Directory of Research and Curriculum
Development irofects in Social Studies Education. Corte Madera,
Calif.: the Project. 1971.

9. Pennsylvania Department of Edcation. Social Studies Today: Guide-
lines for Curriculum Improvement. Harrisburg: the Department, 1970.

10. Sanders, Norris M., and Tanck, Marlin L. "A Critical Appraisal of
Twenty -Six National Social Studies Projects." Social Education 34:
333.93; April 1970.

363



4

elk

I



17
Planning and Organizing for

Improved Instruction

The 1960's

During the 1960's the schools were exhorted, loudly and
strongly, to innovate, to change, to be creative. The changes so
vigorously recommended were predominantly changes in col-tent.
"new" subject matter to be taught. Proponents of he -new"
directors and staffs of the national curriculum projects. who were
for the most part college and university professors of academic
subjectswere calling on teachers. especially elementary teachers.
to teach subjects for which methods were not a"ailablc and for
which teachers acc"stomed to the self-contained classroom lacked
the required skills. Most teachers were not psychologically ready
for the changes required. The success of any new curriculum was
tied to the-ability of the teachers.

College and university subject matter .;pecialists proclaimed
their supreme ability to decide what should be taught and also to
produce instructional materials they considered appropriate. The
academicians 'had-discovered curriculum development. bat they
were ignorant of the classroom a children's learning. Therefore.
they took their disciplines out of the context of human nature. For
the most part they were concerned exclusively with subject matter
and ignored the basic need, long accepted by specialists in cur-
riculum, for the learner to be dealt with :omplete persona
social, emotional, esthetic, physical person--as well as an intellec-
tual being.

When curriculum workerswho, whatever their varied titles.
were charged with responsibility for curriculum development and
improving instructionopposed and denounced isolated, purely
cognitive learning, the academicians called them antiintellectuals
and pushed on, ignoring warnings of the consequences of over-
emphasizing the cognitive to the exclusion of other learner needs.
Being politically astute, they also ignored the institutional levels
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of curriculum decision making, bypassed the specialists in this.
realm of the school's operation, and went directly to private pub-
lishers and other large sources of finance (where there was no
public control of funds) to publish and market their instructional
materials. These materials are now in hardcover textbooks; teachers
are using them in the way they have traditionally used the textbook
as the largest single determiner of what is taught.

The role of the curriculum worker became unclear. The cur-
riculum project staffs went directly to the teachers, inviting them to
summer workshops to learn the new materials to be taught; how-
ever, they failed to involve teachers in any continuous thought and
study, so the teachers taught the new materials in the same old ways.

The curriculum reformers of the 60's did not present new,
sophisticated models for the curriculum development process; in
fact, their models were quite traditional. perhaps without their even
knowing it. Because they ignored the curriculum literature, they
accepted as "new" models that had actually prevailed for nearly
a century. However, as Lawrence Crcmin (5) has noted, "They
did increase the number of options available within selected subject
areas; and they did break the increasingly exclusive hold of pi
fessionalized curriculum-makers on the direction and contrc' of
the process" (p. 216).

The Rebellion

Then came the rebellion of some of our finest youth, who
demanded meaningful, relevant cduc a. Their disenchantment
was met with surprise and shock. It was too late to turn back the
calendar, to heed the warnings of the curriculum workers who had
been stating in a steady but unheeded voice the need for education
to be meaningful for each learner, whatever his level of schooling,
in terms of his, motivations, interests, and abilities. Academic re-
form had ignored the importance of the learner-centered philosophy
espoused by the curriculum specialists.

The yot.ih rebellion made education decision makers realize
that schooling as it had been conductedto satisfy the needs of
society, that is, to fit the young for citizenship in societyhad
miserably failed the individual student in his search for self-
fulfillment. Attempts to meet external societal needs via schooling
had in no way produced youth who were more fully human indi-
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viduals. Schools in the 1960's had not been successful in creating
an environment in which a child could grow into an adult, could
grow into his own best self. The personal meaning of curriculum
and instruction had been overlooked by the curriculum decision
makers.

Next came the. disenchantment of blacks with their Ideal
schools, which-they perceived as keeping them down by giving them
inferior preparation for life. They pointed out the unconscious
racism of most basic readers and social studies texts. Because
curriculum workers were often either the authors of these texts or
members of textbook selection committees, they were charged with
being major perpetrators of institutional racism. This charge was
a real blow to curriculum workers, who had been generally rec
nized as the most liberal and radical thinkers on the education scene
and whose long-time phiLlophy had been a humanistic one.

Now in the 1970's the rest of the education community is
climbing on the humaneness bandwagon. The word appears in the
titles of many current education publications. Thus another move-
ment in curriculum and instruction dawns.

Even during the 1960's several well-received publications had
been concerned with the human learner. Perceiving, Behaving,

morning, the 1962 yearbook of the Association for Supervision
d. Curriculum Development (ASCD), emphasized self-actualiza-
tion. Imperatives in Education, publish d by the American Asso-
ciation of School Administrators (AASA) in 1966 (1), outlined
the following urgent needs (note the emphasis on human qualities):

To make urban life rewarding and satisfying
To strengthen the moral fabric of society
To deal constructively with psychological tensions

To make ti.c best use of leisure time
To work with other peoples of the world for human
betterment.

Movements in the curriculum field are commonly recognized
as swinging between the child-centered and the content-disciplines
philosophies. In the 1920's the scientific method approach to
organizing the curriculum was predominant; in the late 20's and
the "progressive" 30's, the focus shifted to the child; subject areas
were emphasized ip dr., 50's and 60's; and now there has been a
return to the human learner (12, 15).
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The New Curriculum Movement

Schools in the 1970's are confronted with a new set of matters
demanding educators' immediate attention:

accountability master contracts
alternative schools master plans
assessment negotiations
behavioral objectives performau-e contracts
decentralization PPBS (Program, Planning,
differentiated staffing Budgeting System).

For the most part these are organizational matters of a bureaucratic
nature. In nc way do they involve basic curriculum concerns. nor
do they necessarily have any effect on curriculum decision making
as we now understand the process. Exhortations will not suffice to
handle these matters. Sonic are buttressed by legal requirements
that make it mandatory for administrators to take prescribed actions
by a given date. Others are supported by community demands,
especially the demands of black and third world parents. Private
firms are offering instruction and guaraatceing results, with remun-
eration dependent on measurable improvements in learners' skills.
Teachers' demands for a-major role in all decisions about curricu-
lum are inclitded in the master contracts that have recently been
negotiated.

Amid all this, where are curriculum and instruction? Where
is the. responsibility for curriculum decisions? What ever happened
to the learners? Are there to be no curricultim concerns in the
1970's? Even a casual examination of some recent surveys of
educators' opinions and major concerns makes one apprehensive
about the curriculum development process.

The California Teachers Association and the alifornia Asso-
ciation of School Administrators conducted a survey in April
1971(4) that asked California schools to identify their innovative
programs. The predominant innovations were not matters of cur-
riculum and instruction. Of the elementary schools responding,
60.4 percent listed teacher aides; 53.5 percent listed team teaching;
47.9 percent cited individually prescribed instruction; and 44.4
percent mentioned instructional television (pp. 15-16). Among
intermediate and junior high schools the most common innovative
programs were the teaching of reading (66.9 percent), classes for

_gifted students (5).7 percent), teacher aides (55.6 percent), and
team teaching (54 percent) (p. 34). Senior high schools reported,
work experience programs (85.1 percent), teaching of reading



(79.4 percent), teacher aides (55.4 percent), and ethnic studies
(54.3 percent) (pp. 53-54). Recent California legislation requiring
an eighth grade reading level for.high school graduation may be in
part responsible for the frequency of reading programs. Minority
demands were the impetus for tile addition of ethnic studies.

Based on a spring 1971 survey of teacher opinions, the Na-
tional Education Association's Research Bu !kiln for December
1971 reported the major problems encountered by public school
teachers to be large classes, insufficient time for rest or preparation,
lack of public support for schools, inadequate salary, and insuffi-
cient clerical help (14). Here also the list of major problems
includes no curricular or instructional matters.

Similarly, an informal survey conducted for Louisiana ASCD
in January 1971 among 200 teachers, K-12, in 15 ouisiana school
systems revealed greatest teacher concern about lack of discipline
due to failure of parcnts, wide range of abilities, high pupil-teacher
ratio, and excessive record keeping (11).

In September 1970, Edmund J. Farrell asked 20 key mem-
bers of the National Council of Teachers of English for information
about general pressures on teachers in ti Ar local areas, as well as
pressures unique to English teachers. A number of the pressures
cited by respondents clustered around the. terms too much, too
little, or too many, e.g., too much paperwork, too little time, too
many students, too many classes (81.

If the survey results cited may be considered representative of
concerns of the early 1970's, the overwhelming preoccupation of
school personnel seems to be with finding ways to cope with quan-
tities via such procedures as team teaching and the use of teacher
aides.

Late in 1971, ASCD published Curricular Concerns in a
Revolutionary Era (10), a collection of articles from its well-known
journal, Educational Leadership- Sections :nclude "Values: The
Challenge, the Dilemma," "Individualization: The Pupil as Per-
son," "Social Involvement: The Issues, the Ideals," "The Search
for Theory," "Ethnic Studies: The Richness of Pluralism,"
"Whorls in a Revolutionary Society," and "In a World Setting."
These sections contain excellent statements of the issues facing our
pluralistic society, but one must ask of ASCD (the professional
organization geared primarily to the needs of curriculum workers),
Where are the support and assistance for the supervisors, the con-
sultants, the curriculum workers, of whatever title? Is it possible
that the curriculum workers were bypassed so effectively by the
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subject-matter specialists of the 1960's that they are no longer
raising audible voices about _planning curriculum change? Who is
speaking today for curriculum and instruction?

A clear voice is found in The' American School Superin-
tendent, an AASA research study based on a survey of super-
intCndents in 1969-70 (9). One item on the survey questionnaire
asked what current educational issues or _challenges they perceived
as most crucial. Predictably, adequate:financial support was the
number one issue identified by superintendents in all categories of
school district size. But the number two issue, not so easily pre-
dicted, was "demands for new ways of teaching or operating pro-
grams." This concern was ranked high (never any lower than
fourth) by all categories of superintendents (pp. 57-58). Here-at
last is an indication of concern for instru- ion!

The AASA questionnaire also asked the superintendents what
kinds of specialists should be added to their school system staffs
to increase performance and output levels. The greatest percentage
of respondents (52.5 percent) called for more specialists in cur-
riculum and instruction; thus "superintendents continue to have
the traditional instructional orientation" (p. 60). A superin-
tendent's comment in another 1971 AASA book, Profiles of the
Administrative Team (2), further demonstrates this orientation
(p. 70):

Leadership in the development of the curriculum is the prime
responsibility of the superintendent. Operation of a school
system without strong leadership in curriculum is potentially
a detriment to the quality of education each child receives.
A competent business, administrator should only be considered
for the superintendency if he has extensive preparation in the
area of curriculum or is able to devise an organizational pat-
tern which will provide this leadership.

The contrast between publications addressed to curriculum
specialists and to superintendents is clear. The latter reveal the
persistent administrative concern for instruction and the recognition
of need for administrative leadership in this area. The former focus
on the changing social values and the concerns of the multiple pub-
lics served by the American schools.

As Tucker (7) has pointed out (p. 189):

The curriculum profession is caught on the horns of a di-
lemma. On the one hand, we value the basic principles of the
common school, but we know that we must begin to probe its
basic assumptions in the light of changing social values. On
the other hand, if we actively promote alternatives, this may
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further fragment and splinter a profession which has struggled
mightily to achieve a modicum of conceptual and professional
coherence.

Educators must be aware of pluralistic values and the resultant
demands for "alternatives" to the schools. Actions must be taken.
The pluralistic -publics will not wait. Meeting their demands is
consistent with the curriculum philosophy of providing for indi-
vidual needs and involving the learner in his learning experiences.
However, the responsibility for action does-not rest with curriculum
specialists. Their positions are supportive and consultative: they
provide excellent leadership on what should be but do not generally
plan strategies or devise management techniques. Who has the
authority to act? Obviously it is th, chief administrator, whose
leadership function is rapidly taking on certain aspects of man-
agement.

The concerns listed at the beginning of this section call for
increased bureaucratic activities. A different kind of planning
for curriculum change seems to be refit Bruce Joyce (12)
has written of bureaucracy in this way (p.

As organizations become bureaucratic, it becomes very
difficult to make changes, except by imposing them through
systematic modification of routine oi_ --Itions performed by
many individualsa bureaucratic nt od through which
bureaucracy co-opts the innovator.

The schools have not been equipped to make changes
even in this manner (probably only the most progressive
industries of the most authoritarian governments are so
equipped) and they became bureaucratic, therefore, and
bureaucracy produced obsolescence. For the bureaucratization
tend ';d to freeze the operation of the school around behaviors
vti.ich had been created for former generations, and which,
while they might have had applicability to those generation's,
promised less and less as time went on. . . .

Bureaucratization has brought the schools into a serious
conflict: with most of the prescriptive curriculum theories.
(Prescriptive theory describes what should be done, while
descriptive theory describes what will probably happen if cer-
tain conditions obtain.) Nearly all prescriptive theorists have
advocated that the learner understand what he it ying to
learn, that he share in the making of at least some ut Lhe rules
of his education, and that the teacher be sensitive and personal
in his dealings with the student. These are exactly the oppo-
site of bureaucratic behavior. The bureaucrat becomes insel-
sitive,-puts the organization ahead of the individual, and sees
authority as external to the participants in the situation.
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A Historical Perspective

Perhaps a brief look at how the curriculum field developed
will clarify the present state of affairs. Curriculum as commonly
used dates from the 19th century. William Torrey Harris, super-
intendent in -St. Louis during the 1870's, developed a solution for
problems brought on by universal schooling: he adapted to the
school system many bureaucratic industrial procedures. Concern
for curriculum accompanied the progressive movement of the
1930's, when schools were faced with teaching an- increasingly
heterogeneous group of students a great variety of subjects. The
progressive movement followed Harris's lead.

Influential committees of the National Education Association
and the professional organizations of teachers and scholars began
making recommendations about curriculum. Individual school
systems devised such innovations as the Dalton Plan and -the
Winnetka Plan. Bobbitt, Charters, Dewey, Judd, and other 'indi-
viduals formulated curriculum theories. All this activity produced_
much literature on curriculum reform and recommendations, which
became the base for a new field of specialization: the curriculum.
It had become obvious that the superintendent could not do all the
curriculum work required and that specialists would be needed to
manage this part of the education process. Thus the study of cur-
riculum gradually came to be a separate PPld_ of graduate study for
"preparation of knowledgeable practitioners to assume an emergent
role within school systems committed to curricular innovations"
(5, pp. 213-14). These specialists were trained in the education
departments of universities, rather than in the subject matter de-
partmentsa separation that was to culminate in the divisiveness
of the 1960's.

The field of curriculum grew without-any-generally-accepted
agreement on its parameters and- without even any generally
agreed-upon definition of the term. Definitions remain so broad,
vague, and ambiguous that they have failed to give direction to the
specialists themselves or to the curriculum centers that have been
set up with federal funds in recent years.

Furthermore, there has never been any agreement on what the
curriculum specialist should be called or on what his or her specific
role should be. Curriculum specialists have traditionally shunned
the "administrator" label, preferring to occupy staff positions in
order to identify more closely with classroom teachers and to foster
a more cooperative atmosphere. But teachers have always per-

372



ceived them to be administrators. In one western state, the cur-
riculum workers organization has re.(..-ently abandoned the pretense
and merged into a federation of all school administrator groups.

Historically, teachers-have objected to the process of super-
vision: all too often they have seen cit.- r;,...lunt workers as con-
straints. When asked to move into Iriculum supervisory
positions, however, few teachers refuse.

Curriculum workers cannot resolve the chief teacher concerns
listed earlierthe need for fewer students, fewer classes, fewer
clerical duties, more free time for planning. As Larry Cuban has
observed (6),

Subject supervisors arc also trapped by the Ope:, 'mg System's
endemic distrust and regulations. They are pow s to effect
changes and therefore arc irrelevant to those they e pledged
to help. . . . Charged with responsibility, yet empty of author-
ity, supervisors can only advise, cajole, and supplicate. Con-
fronted by powerlessness, supervisors turn inward. They
conduct workshops, collect information, visit classes, and
prepare sample lesson plans. . . . They give class to the
operation-but they are expendable.

It should be pointed out that not only the supervisors but the
administrators and teachers as well are caught in the school system's
operating procedures and its definition of their roles; they are not
free agents.

There is some evidence that subject matter supervisors are
disappearing from the roster or organizational structure of school
systems. Increasingly, school districts have not been filling fly:
vacancies created by retirement or other norms' causes. Financial
difficulties and decentralization are no doubt contributing factors,
but there seemi to be no great outcry from administrators, teachers,
or the public for restoring these services. In some school systems,
subject matter specialists have been shifted abruptly to diffennt
functions with demotions in title and salary.

Financial justification for changing responsibilities for cur-
riculum development is becoming more frequent. The Oakland
(Calif.) Tribune for November 11, 1971, quotes President Engle-
hardt of Englehardt and Englehardt, Inc., education consultants:
"Examine the hierarchy of coordinators and specialists at the ad-
ministrative level. Is it fiscally sound to have them sitting around
thinking about what they will introduce into the science or English
program?" Englehardt favors releasing teachers who have special-
ized in a subject field and giving them time to move around the
schools and get new programs started. "The financial savings can
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be considerable and the changes will occur in a much more stimu-
lating situation." Such advocacy of released time for teachers and
of la,. resulting financial savings gives support to the teachers'
demands for a greater role in curriculum decisions, just at the time
when these demands are increasing. Teacher militancy has spread
to curriculum development.

.Aegotiations and Curriculum Decisions

A major fact of life iii iuday's negotiated agreements is teacher
involvement in curriculum decisions. The NEA Research Bulletin
reports that "of the 978 compicheirsiTe-egreements effective during
the 1968-69 school year in school systems with a pupil enrollment
of 1,000 or more, 451 (46.1 percent) contained one or more pro-
visions directly or indirectly affecting the curriculum decision-
making process" (13). Teachers have been successful in their
power struggle in welfare matters and now demand a major role
in curriculum development. They make no distinctions between
matters that should be negotiated and those that should be left to
other processes.

Negotiating machinery, which is based on the industrial model
representing a power struggle, has regrettable effects on curriculum
decisions. In such a procedure administrators and teachers are
clearly polarized, while curriculum workers, studentF, and often
principals are not represented. Decision making at the bargaining
table ignores the usual requirement for curriculum making: a

process of study and research thawing on learning theories, human
growth and development, and knowledge from the separate subject
matter areas. Deliberate study prior to reaching a decision was
long the domain of the curriculum specialist. Quite different is the
negotiating process, which may end in compromise based on factors
other than professional judgment. Compromises are inevitable
consequences of negotiations between competing power structures.
What is best for students does not enter into the power struggle.

Look, for example, at the following items from :acher
contracts in Michigan (16, pp. 10-11):

Meetingsonly one meeting per month of any kind may be
called by the administration, and it shall be limited to no more
than one hour in length.
Curriculum Workany teacher who is asked to attend a meet-
ing after his stipulated contractual hours to do curriculum
planning must be monetarily compensated. Further, if he is
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asked to develop curriculum materials, he must be compen-
sated for this.
Pre-School Workshopsthis must not exceed one day, unless
otherwise negotiated by the association and with additional
compensation.

What responsible educator believes that curriculum decisions, plus
all other matters that concern teachers, can be handled in one
one-hour meeting per month? Absurd!

Remember that the classroom teacher is the one person who is
closest to the learners; he works daily with a group or groups of
students. His classroom decisions are indeed curriculum decisions,
regardless of negotiated agreements about time spent on curriculum
work. The teacher cannot help being a curriculum builder. This
role is not new and has not been changed by negotiations.

The assumption among teachers seems to be that administra-
tors have operated under a plan that deliberately ignored their role
in curriculum decisions. But a look at past practices and the
literature of cooperative curriculum making proves the shakiness
of such an assumption. (See, for example, Organizing for Im-
proVing Instruction, a joint 1963 publication of ASCD and AASA.)
In their zeal for negotiating their role in curriculum decisions,
teachers have left the impression that they have- the sole right to
negotiate educational policies. However, teachers who are experts
in their own fields usually lack the broad background of experience
and education necessary to oversee the total educational process.
Teachers have not been trained in critical analysis for solving cur-
riculum. problems; they have not developed the skills needed to
evaluate all parts of the curriculum field.

The Unsettled Curriculum Field

Now is an unsettled time for planning and organizing for cur-
riculum change. Responsibility for curriculum decisions is unclear.
Curriculum development seems to be taking on an increasingly
bureaucratic and commercial flavor. Instructional systems are
being developed that could be very efficient in accommodating
individual learners. Cost accounting procedures are becoming a
part of education, not only for budget processes but also for making
curriculum decisions and for assessing learning outcomes. Com-
mercial companies are increasingly developing instructional mate-
rials within their own staffs with less nd less guidiance from cur-
riculum specialists. Curriculum workers are increasingly becoming
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the servants of an impersonal system as their prerogatives are
dissipated.

One wonders how the indefinite, advising-without-authority
role of the curriculum specialists managed to pr.. ail as long ane as
satisfactorily as it did before anyone requesteu objective evidence
of its effectiveness. Had i,ot the academicians, the youth of
America, the minority group parents,,and the teachers demanded
a greater voice in matters of curriculum and instruction, things
might have continued indefinitely as they :I.e. But the often
disruptive demands of these groups could not be ignored or talked
away. Action had to be taken. The role of the administrator as
the "official leader" was quite clear.

A school system has to be operated. The, superintendent is
accountable for this operation. The school system of which he is in
charge is actually a social system; its day-by-day operation shapes
the behavior of the people in it. Some of the decisions to be made
and procedures to be used by the superintendent are determined by
the nature of the demands made on the system. For example, PPBS
requires written behavioral objectives; some authority must make
sure that each princ:pal prepares th, )bjectives with his staff accord-
ing to the prescribed guidelines. In preparing for teacher evaluation
an administrator must act quickly to determine the procedures
needed to meet the legal requirements, including a deadline for initi-
ating the plan; at the same time he must ensure suitable involvement
of all people concerned. There is no time to sit back and wait for
natural leadership to surface.

Given the urgencies of the times and the state of confusion
about who is responsible for curriculum decision making, it seems
inevitable that the superintendent must assume more and more of
this responsibility if decisions are to be made and implemented in
an efficient and dependable manner. For the sake of efficiency he
may employ procedures that tend to be typical of management.
However, this does not mean that he should proceed all alone.
A successful superintendent must also prove to teachers and stu-
dents that they can do something. Good staff and student relations
depend on his recognition of the worth of each person and of a
wide range of skills and talents. The way an administrator enables
all people in his system to work together may be more important
to the successful operation of the system than the things they
accomplish. Decisions about priorities, roles, authority, and opera-
tional guidelines must be cooperative decisions. Whether or not the
superintendent is actually involved in deciding how to operate some
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program or selecting new instructional materials, he is always
responsible for the decisions. He can be heki accountable.

The big curriculum job ahcad is to rebuild. During the
*rebuilding years there may be few large curriculum movements of
the type so prominent in the 1960's. Instead there may be a direct
attack on improving instruction by individual teachers working
with their students in a climate conducive to study and teacher
experiinentation. Behavioral objectives and accountability speak
strongly for improving learning outcomes and being able to justify
the amount of learning a child has acquired.

The administrator will be taking leadership in the following
rebuilding tasks:

Defining the curriculum field, or describing precisely what-
ever field may emerge to take responsibility for what is now
"curriculum and instruction." It might be "individualiza-
tion," the goal we say we are striving for. What are all the-
factors to be considered in providing an individualized
program for each learner? The list will surely include
everything from materials to people. Why not an assistant
superintendent for individualization?
Defining roles. The efficiency demanded by PPBS, account-
ability, and behavioral objectives makes it imperative that
each person understand precisely the requirements of his
role and accept the responsibility for meeting them. The
role of all staff and students in decision making about
instruction must be very clear, lest competing groups out-
side the school system usurp the decision-making process.
Developing new ways of working together. Group dynam-
ics have much to offer school personnel looking-for effective
ways to work with all groups that want to be heard in
school matters, including volatile community groups. We in
education have never really taken advantage of the re-
sources offered by the other institutions of societybusi-
ness, recreational, and social organizations, for example.
We should also explore the use of teacher centers, pio-

selected, planned, and run by teachers. The basic assump-

getting help on their own terms.

tion behind the centers is that teachers change only when

pio-
neered in Britain. They are just what their name suggests,
with physical facilities and self-improvement activities

they are responsible for defining their own problems and

Developing alternatives to what we have been doing. This
is the first step in finding solutions to new problems. Capi-
talize on the many options provided by free schools, open
schools, and alternative schools. As experienced educators,
we should be able to act offensively rather than defensively
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and initiate new types of organization in anticipation of
public demands.

Perhaps the curriculum scene has been described too pes-
simistically. Perhaps too much responsibility has been placed on
administrators, and too much emphasis on the differences among
categories of educators. Out of the difficult task of rebuilding the
curriculum, or developing its successor, will come a revitalized
school system with effective procedures for planning and organizing
for what ViT now call curriculum change. As administrators we
can profit from what we learn from the managerial procedures of
industry, so long as we remain clearly dedicated to the concept of
the learner as the central focus for all education decisions.

The period of rebuilding will not be easy; a period of redefini-
tion never is. However, we may be able to develop a kind of coex-
istence among our pluralistic values, as illustrated in the following
parable from Schopenhauer's Parerga und Paralipomena (1851) :

A company of porcupines crowded themselves very close
together one cold winter's day so as to profit by one another's
warmth and so save themselves from being frozen to death.
But soon they felt cne another's quills, which induced them to
separate again. And now, when the need for warmth brought
them nearer together again, the second evil arose once more.
So that they were driven backwards and forwards from one
trouble to the other, until they had discovered a mean distance
at which they could most tolerably exist.
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