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Chapter I

THE. RESEARCH PROBLEM Lo

”Introduction

The National Institute of Education Career Education Program
has sponsored programs that deliver career education servmces to-
a broad age range of students. Theoprograms are intended to test

four career education models~-school baggd, experienceubaséd, hone
h ,,.“o’*T ? ' ) =

- ] ' - :‘,‘; Va‘n . -
and community based, and rural resident&bl.‘ A principal goal of

each of these programs is to prbVide a strategy for assistfng

individual students to attain segf-satisfaction aniuself~realiza-
tion through career awareness, dareer exploration and career
‘ ety e ¢

specialization., An underlying assumption is ﬁhagseach participaﬁ%
receives a program tailored to his needs which will result in the

attainment of his personal goals. The purpose of tliis researdh

-

*J
was to examine whether these NIE-funded career. educatiOn programs

provided for per80na1ization of.instruction and whether they
b l w
avoided tracking students into narrowly donstrained areas.

The first requirement faceéd by the research team was to

define the concept of "individualized instruction" in a manner
i,
that would provide a framework for observation and*hssessmeht.

&

Chapters I, II, and IV are particularly concerned. wfth the . ~
ﬁ{
development of an operational definition as a basis for subse—‘

quent evaluation. '
u

In Chapter III, several: special issues related to evaluation

8

pProblems and criticisms of individualized instructional pqograms;

R
i b
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are discussed.

The remainder of the report, Chapters V and VI, describes

®

‘_ 3 " an application of the assessment strategy in three career

] . B education programSchat offered direct instructiOnal service;

;. - to ;tudents. The;ﬁwere the Mountaﬁn Plains rural residential
program, and the experience based career education (EBCE)

) programs at Research—for Better Schools, Inc., Philadelphia,

o w and Appalachia Educational Laboratory, charleston, West . |
virginia. Aside from the direct task of examining individual—ﬂ‘ y
ization processes within these three programs, it is our hopeA

.. c - that this, report will contribute to the literature on.research_ g,

. and e;aluation of individualized programs. o

Throughout the task of concept definitﬁon and description,

() we found tnat such Iite;ature was -limited in both quantity and

, [

Quality. /host references were either too general or too»specific.

MNo comp;ehensive me thodology appeared to have been conceptualized
® . or implemented. The strategy discussed in this report may proe-

vide a basis for a workable conceptual framework in evaluation

of individualized inetructional programs.
o

.Historical Background

Individualized instruction is a very old tenet of educational

" bPhilosophy. dertainly the Athenian education of joung“gentlemeﬁé

with the SOcraticvmethod of letting each student‘discover truthkfo%/
. lhimself, and the system whereby wealthy youth were each provided

® with a "pedagogue" responsible for his 1ntellectual, moral and

physicalldevelopment with personal advancement 1n all areas as a

® O V’ " -7




¢ goal, would qualify. as indiuidualized instruction. (Atkinson and

Maleska, 1964).'" The roving academies of schﬁlars described by

Chaucer would also qualify. ZLater, Rousseau in his revolutionary‘

work, Emile, espoused a naturalistic edudagdonal philosophy and

r

Q

. too cynically, it muﬁt be remembered that these efforts are being

incorporated three major principles of ‘American educational philo-

«

sophy: growth, pupil activity and individualization. Rousseau
especially emphasized a teaching methodology based on maneuvering
the pupiﬂ into wanting to learn by building on his interests and

inclinatﬁons. He regarded each individual as born with a distinct

]

temperament and chided teachers of his day for giving thewsame exer-

cise indiscriminately to all children. Learning, he claimed, came

"3

from liberty which in turn incorporates individualized restraints

based on consequences. Revolutionary in its time, Rousseau's masteyr-
L]

Piece bﬂoame the basis er the later educational reforms of Pestalozzi,

Itfis important to note these early philosophies andwprac- .
N“ “ - -

Herbart, Froebel and many others, (Atkinson and Maleska, 1964)

- tices %n order to provide a proper perspective for the discussion

following‘in this paper, and to understand educational reform and

Vz, 2 .
experimentation as “part of a cycle relating to events and ideals

donthe la%ger gestalt. However: lest recent attempts to innovate

particularly in the area of individualized instruction be regarded

conducted, for the first time, with the education of all students
in mind dnecluding those who only in this-generation are\attempting J

to enjoy the benefits accorded the majority culture. The nroblems \
\\ ‘\
and ideals of earlier similar philosophies are compounded geometrio-
\

ally when teaohere and students have the same variety of individual

-

differences observed by early educators, but no longer have ﬁheﬂ
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vt -~

benefits of a tutor-student relationship. Nor do all students

. enter the system with the highest socioeconomic background.

4
4

-+~ to all students; individualized=instruction is no longer an intereste

ing.intellectual concept, but has become a necessity. At the end

v o . . <

~

of systematic education an enormous variety of personal, social and

°

ecohpmic choices exist for the individual. At the beginning of the
process students enter with the complete range oﬁ aptitudes, in-
terests, and backgrounés. Many times the former two have been
strongly influenced by. the latter. It is the charge of the in~ p

tervening educational process to sort out the interactive effect

. «

of the three variables, ‘to compensate for deficiencies resulting from
the influence of the society, and to develop each individual'max-

imally so that he has the ability to exercise his right to make

2

choices at the end of the process. One purpose of this paper is
. ) - ']

to report current thought and practices regarding the processes P
. ) y N ‘
and problems of individualizing instruction and to try to”system- T,

¢ .

aticaliy separate the many aspects of the process.

o Current definitions e ®

4 ) - n

As an introduction to the literaturegdelineating the components

of individualized instruetiop,”ft will be useful o éonsider some -

® sample definitions. . . o

. Y

[/ 4

Tosti and Harmon, (1972) provide the following definition: "“In-
dividualized instruction is a function of ‘theffrequency with which

the decision to change the instructional presehtdtion is made as




J\\‘ ¢
"

i
a result.of the assessment of an individual student's aihievements,w

- S

needs or aspirations".

|
This definition suggests’hat a number of factors must be pre-
———— — —sent:—first.a consideration-of—the=student=not—only—in—terms=of~his ===
‘{ rate of academic achievement, but also taking inéo account personality
factors. -‘Secondly, it can be inferred that mdre than one instruc-
tional option must be available. " Third, that the rate of providing
® such options must be a function of the studént needs rather than
teacher‘or temporaf‘needs to move od‘to the next chapter or to
begin a new activity because~the“tihe for social studies, for
. examMe, is“over. “ . .
’ ‘ Torkelson (1972) observes that programs of ing%vidualized in-
°® 6 struction can be viewed on a continuum from most liberal to mogﬁ'
conservative. The former might be observed in a situation such as
a free schogl where the student can decide what he will learn, how
® he will learn it and when. Thé'stuAent may also choose tq\iﬁiﬂh
nothing“at gll; althéugh, as Torkg}son points oﬁt, this choice wole
itself be an educat;gnal activity in that the student will ﬁ&arn the
® consequences of non-participation. ’Afmore moderate fotﬁ of.
individualization would includevst&dent choice, but would notw
allow the choice of nonvéarticipation. It would involve";tudent
.,‘ selection ?f goals, methods and time units. The most conservati&é
form of individualization on this continuum would limit student
choice to optioﬁal ways of learning prescrgbed curriculum.
..' h
10 :
® Q * 5 ;
| Eﬁ&g; - y ‘ ‘ " )




Clearly the point of emphasis in this definition is the number

@

of choices available to the student. But it also implies that in

w3 Q

individualization the student is a decision maker and, at a minimum,

'optional learning strategies must be present.iw

Davis (1972) discussef individualization in terms of under-
lying theoretical constructs.. The firit theory he refexrs to is
the "cognitive structure®™ theory and is essentially Piagetian in

« .

nature. Simplistically, the body of ideas in an individual's

head is similar to a partially assembled jigsaw puzzle. Since

* the individual can be the only one who knows what is there and

what is missing only he can make choices as to what the-next piece

must be. It is futile for the teacher to provide either redundant

pieces or pieces which relate to little else. It is the function
AN
of education to provide a variety of choices which can be related

i

generally to the participants' developmental stage. SR

PR /
. . ©
* =

Davis calls the second construct "the cultural push" theory

g
of learning. He observes that cultures emphasiz “yalues by domng
N /

Y - i

then. Many of these come from sources other/thah the school, for
example, reading in the home, but he suggests the school can teach
more effectively by becoming a more viable and vital subculture
that yalues what it teaches. This theory has implicstions for
individualization in terms of establishing a rewar¥d system stemming

from personal interactions both with instructors and with small

‘pPeer groups.

The third theoretical construct relates closely to the first®

. LR




and is referred to simply as programmed learning and task analysis.
Davis considers these to be relaﬁedhto individualization in that an

effort is made to break learning into very small parts which may

be used to assess the individual's needs and more accurately provide

a. —

the missing puzzle pieces described in the cognitive structure theory.

»

The significance of the Davis contribution is perhaps not so

@

much in content, but rather in that he points out that individualized
instruction rests on more than methodology. It also ‘relates to

conscious or subconscious beliefs about how 1earnfhg‘occurs. While

@ Y

theorizing is often thought to be time wasting it may be important

K

for practitioners to consider this idea. With some understanding

of how learning may occur, components of projects may be evaluated

ould be avoided.

" 7
as. essential, possibly helpful-and extraneous. Indiscriminate
selection of faddish techniques?§

This section of, this paper has provided~some*thoughts on o
individualized instruction in a historical\and current pefspective
and an overview of certain principles rflating to individualization.
The three definitions discussed above are a sample of current
thought. These were includedoto'illustrate in agﬂeneral way the
great variation in present thinking about individualizatfon &h -

terms of specificity and generalizability, in terms of several

oy

levels of ahstraction and in terms of schools of educational thought

< )
concerned with the issue. . The second chapter of this pape& will
discuss possible components of individualized instruction.

'




‘. describes individualized instruction. Some authors describe

CHAPTER II

S
>

COMPONENTS OF INDIVIDUALIZED INSTRUCTION -

- .o

. .

There is a great deal of recent literature available which

o

_components -in a general way, othérs describe programs, and others
"deal with specific issues, such as the evaluétion‘of individualized
instruction. All of thesé‘topics are importané to phis“paper. This

.chapter will deal with the first two categories. The third c¢hapter

will discuss specific issues which seem to have special significance

.

to this project: individualized guidance .and the implications of

such for disadvantaged groups and for isgues related to sexism in

‘.education, and secondly, the problems involved in the evaluation
- .

[}

- - - [ V - .9
of individualized instruction.

While the literature.reviewed for this paper is only a sample

. of what is available, it becomes clear in a very:short while that

much of what is'wiitten is redundant. Certain factors seem to be

basic to most descriptions whilé additional components appear to

 be a function of the comprehensiveness of the model. While a °

" - Soin® o ' .
discussion of components could be presented. in-a-number of formats,

the approach used here will be essentially chronological taking

e » B -

into accbunt both program‘and student. It will be "chronological"

in the sense that individualjization components will 'be discussed

as foliows; first, what would occur first in an individualized

progiam? How are such programs developed, and whatdare the initial

i 1

events that happen to students who enter an individualized program?

N - « .

Secondly, what occurs when an‘individualized'progfam is operational?
~ ‘ y

. k 8
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; What are the components and how do students, teachers and other

‘ - ¥ .
involved parties function within it? Finally, what are the products
of individualized instruction? That is, what, if any, are the prq-

ducts of the program, and what is the impact of the program on the

participants?

freliﬁina;y Components

v

Developmental Strategies for Programs B ' .

0

&

® ‘ . In planning a system of individualized instruction, Kapfer and"
Kapfer (1972) suggest that the following issues must be addressed:
What are the goals of the'schéol or system? What are the expecta-
o tions of the community, ‘of part:i”.hcipants, of the parents ‘o‘f partici-
pants when they are involved? What educational experiences will
promote attainment of ;bjectives? How can the experiences be
>. organized most effectively? How can attainment be measured? ° What
~"_ support systems, such as those found in the community, will be
needed? Larry King, (1973) describing the development of a system
of indiéidualized vocational instruction, lists the following steps:
select thé topics to be individualized, write behavioral objectives,
categoriée and organize the objectives into levels of d%ﬁiiculty,
and design alternative learning activities. Heﬁ?ich and Go}dfmith,
(1971) include maﬁy"éf the same tasks in their analysis of program
development. For example, following selection bf the topic or unit
to be individualized, such as "construction"™, the program developers
must identify related tasks within functional areas, for example,
"darpentry“."Those iden;ified tasks should be verified through

interaction with experts in the specified fields. Following the

| " identification and verification procedure, developers must determine .

’ 14
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i

o

what knowledge and training will be necessary for students to

déVelob identified competencies within the‘taék area. Thfse

3nowledges and skills must bg translated into sequential behaviorail

Abjectives. H;ving westablished the objectives, innovative materials
\

must be developed and té ted. The characteristics of such programs

and materials will be discussed in subsequent paragraphs.

It is important to recognize, however, that eGen when a systen
can clearly speﬁify develoémental tasks, the over~riding concern of
planners must be the vast number of differences participants will
bring to the program. That ié, in selécting goals, oﬁject&ves, pro-
ceduéés ahd materials, an individualized program must provide a
wide vafiety of options, possibly going so far as to open the option

of students performing all of the aforementioned tasks themselves.

Kapfer and Kapfer, (1972) héve developedra éomprehensive ﬁést
of the individual differences program developers must accommodate.
These dinclude provisions for variabifitx among students in the rate
they achieve; readiﬁess skills they possess on eﬁtrx< knowledge,
understanding and attitude development; verbal development; motor
skill development; }esponsibility development (along a continu;m
from external shaping of responsibility to student valuing and
choosing such behavigrsx; readinéssvfor self-motivated 1eafning,

12w

expectations and reinforcement.

The examples cited above are relatively comprehengive lists
of the sorts of considerations and activities involvéd in develop-
ing a system of individualized instruction. To summarize and

organize these preliminary steps, program developers must:

15 ‘ <
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® Develop a list of questions and concerns {to be considered

Il s '

L2}

r&ﬁriﬁg the planning phaSe‘spch aénthose obéerved’py Kapfe
and Kapfer, for examplée, student cha;aéferistics and
community eﬁpéctation. ‘ ‘3 . S

‘® Define the program of study to be iﬁdividualized in discrete.
functional terms. This appears to apply las a managemen% ’

principle whether the entire curriculum ;d#to be individualized

LED

or one component of it.
® Involve appropriate agencies in the planﬁing: governmental,

community, participant representatives.or participants them-

. <

selves,

e .

~ )

* Dévelop a vériety of objectives, methods and materials with-
. inlthe coﬁstraints listed within number 1}'above, and provwide

sufficient time for field4€estingz feedback and reviqion.

-

The following paragraphs suggest‘planning components relating

<
v

to the individual student.

g
o

StudenfﬁASSessment,and Planning - ) . T

In relation to' the individual.student, it would appear that

there are at least three processes which must occur prior to entry

into an individualized instruction program.’

First some tyée of assessment must take place. Tosti and

Harmon .(1972) referuto this procedure 'as "prescriptive managemant“.

w6 '




‘ -1 . S
The level of sophistication, the comprehensiveness of the assesse

.’ ment procedure and the focus of the assessment varies considerably.

]

Theoretically, the list of variables suggested by Kapfer and Kapfer

(1972) described earlier on which learners may differ- appears to
be a comprehensive framework for assessment. Scanlon (1970)

describes the assessment technlques of the Philadelphla Individ- -

-ually Prescribed Instruction (IPI) program. At the outset a

s

".placement instrument is completed for each student. Information :

regarded as necessary for a prescription includes the student's
1 [ o

general ability level in a §ﬁbject, his degree of mastery of

each skill, information relating to progress in previous units, ‘ j

general maturity and the learning characteristics of the student
b -

inciuding learning style and reaction to. various iqstructional
settings. Kinghorn and Poden (1970) include many of the same

assessment variables in their program but go on to describe the
I

process as being one whereby the teacher develops.such a profile

and then allows for stuaént Judgement about the meaning of the

‘profile. Hamilton and Jones (1971) suggest that such assessments

o

J
and reactions to them are more useful when they have some predic-

tive power, for example, comparing student profiles and desires

to tables such as those developed for project TALENT. This proce-

‘dure can become quite sophisticated as in the program described

by Katz (1970) where background data and student goals are fed into

[

a: computer which provides returns on the reality pofential of the

combination. °

. g s o e

* Esbenson (1972) raises the question as to whether such assess- .

ments should be focused more on the students' deficiencies (as the

case in most academic programs) or on the students' interests.

T ¥

. 12




He .advocates the latter whereas other writers, such as Dauw (1970)

-

believe that individualized instruction “is most beneficial to

-

° ) students with many defvicpien‘jcies, for example,- the potential dropout. o
- Indeed, he believes that pafticipants should be recruited on the

basis of their deficiencies, for example, poor attendance, ‘poor

 attitudes and/or social and emotional problems.

o ~ . -
L > -

Another aspect of the assessment process which will be discussed
in Chapter 3 but bears‘notige here is the pr;blem ofjwheﬁher thé
® asseﬁsment should reflect thé student's current status as measured
by achievement and attitude inventories and plan accordingly. Or, whether
“the intervention should reflect a potential which is not apparent
ié results. This quest%on is significant when considering the needs

:
and potential of minority groups, disadvantaged groups and women

Y

" who may not be aware éither;of their own potential or of the avail-

able options. (Martin-and Martin, 1971; Gallington, 1973).

»

A second processwwhiqh may'qccﬁr in the pre-entry stage is

® student involvement in planning, or student-parent involvement.

Ullery (1971),*T6;ke1%on (1972), and others insist that student

'y

involvement in goai setting may‘be the single most important fﬁcet
‘ of an individualized instructional program. Esbenson (1970) describes
a program in Duluth, Minnesota whexre the school provides a detailed

"
catalogue of learning options, with specific objectives, to the

® students and their %arents. Together with teadhers, students and
parents negotiate .each six weeks what the student will learn. Stu- -
dents may also develop their own units.

While student goal setting may be one aspect of individualiza-
’ p ‘

tion, it appears to be a practical function of the age of the

participants, as well as a philosophic consideration as previously
/). \‘l " v B . . '
13 j8 :




described, (Torkelson, 1972). Hamilton and Jones (1971) say that

' ] ‘}\ £y ¢ ) .
studentminvolvement in planning need not and should not be a func-

i .

»tion of age, but that students should be taught decision making

!
strategies at 1east by the time they reach juniox high schqol, and
that these strategies may be crucial to career exploration and

[l

preparation. \ R

Y

I
Although it would seem to be an important element of the pre-

) entry pfoeess, only one writer comments specifically on the need
for indiv;dualized orientation to the progranm, and the need for

careful monitoring and counseling during the adJustment period

[
(Erase, 1972)." ) ‘ . j f

In smeary, there appear to be three potential prepatory f

Qactivities for students entering an individualized instruction %

¥

program: assessment of needs, abilities, interests and charaoteristics;

‘involvement in planning, and individbalized orientation and adjust-

ment. Most of the activitieg_related to .these areas are suggested

| | i
as necesery to program success in the,literature although the level
‘ b

of detail varies. There is no evaluative data to assess the signifi-

ot . 5
cance of each procedure to the final results of the progran,
4

i = R ’ 8
W

QperationalAComponents

©

The operational features of individualized instructional pro-
grams are most frequently discussed in the literature. What the
program is and hou the student functions within it afe basically

the same, therefore, the distinction between program and-student

will not be the format for this section of the discusgion. By way
¢ ‘




of introduction, it may be observed that while a great &eal has been

written about operational components, in fact tﬂe es§egtia1 features

&

are very common and the degree of innovativenesI drops off rapidly
|

Y

as the numbers of program descriptions increase“

One of the most common features of individualized instruction

@

programs (and « many other education programs) is the u#e of
w
behavioral objectives or performance based competencies. " (Henrich

A

and Goldsmith, 1971, Torkelsony 1972, Kinghorn and Poden,31970).

A in other. programs, these objectives are ofteh categor#@ed, some~
- b ’

times into levels of difficulty (King, 1973), sometimes By degree

of abstraction (Kapfer and Kapfér, .1972) and sometimes imiterms of

s8kills such as those related to a particuiarfjob, (Ullery& 1971,

oéDonnel and Lavorini, 1970). The most significant aspect of s b

| 1
objectives "in terms of 1ndividua1ization, however, is theuﬁelation~
\

ship between objectives and student needs. If the program is prescrip-i

w \

tion based, presumably each student has somewhat differentfobjectives

. u\

or combinations of objectives (Scanlon, 1970). other proggams are

I‘ll R ' -

individualized in respect to student variance in the rateJut which they
. Vi

)
EH

_ ).
achieve common objectives (Frase, 1972, Ullery, 1970). Twis has some-

times been described as "purposeful pacing" (O0'Donnel and #avorini,
(1970) which is difficult to distinguish from traditionalUclassroom“
‘pacing sometimes known as tracking. Some writers, howeven, viewa?rate"
as the basis for“individualization, not simply in terms ofimastery,

but also taking into account changing the activity (Tosti and Harmon,

1972). /

4
v

The latter, "activities" or "options" are the most frequently

mentionéd components of individualized programs and, in many i

15
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instances, are the sole basis for the assertion that é'brogram is

individualized. Almost all writers agree that basic individual

characteristics include the ways in which a student learns and his

interests. (As opposed: to what he "needs", an issue on which the:é

i
[

is some disagreement). Some writers assert that it is not the
‘ { f
content or methodology, of the options which are significant, but

4
the fact that choices are available (King, 1973; Kapfer,et. al. 1970;

Kinghorn and Poden, 1970) and the process of learning how to make

decisions (Davis, 1972). Making choices is viewed as essential

to ihéreasing motiiation, fostering commitment and developing

L e
<

responsibility; Programs which iliﬁstraté this kind of focus in-
¢lude student negatigted éon€§acts sudh,as those described by
Esbenson (1970), the Individual Learningxgackages of Kapfer, Kapfer
etal (1970) in thegLife Internshié PrograQSQ.agd(lndependent study

projects such as those described by Herd (197§%,

&

¢
Other programs systematize motivation andireinforcement beyond
that resulting fr;; studént commitment to personal choice. These |
programs tend to either emphasize programmed reinforcement found
in technology or in frequent performance evaluations. Among
these are compptgx assisteqa;earning {e.g. CAP, Hexd, 1;?2)

learning packets, (Ullery, 1971), audio-visual instruction}g(e.g.

AVISTA, Hexrd, 1972) and Individually Prescribed'Inétfuction\{Scanlon,

1970). )

One of the areas in which mahy of the latter type§ of progfgms
areffrequently criticized is in their apparent lack of emphasis |
on %nter-personaL interaction as a learning tool. (Tucker, 1973;

" Tillman, 1972; Nichols, 1972; Duda, 1970). Deciding whether this

5

is a justifiable criticism is not the purpose for this paper, but

- 91 '«,,
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the point must be’ made that &any writers do view ”purposive“interl
j action" (O0'bonnel and Lavorini, 1970) as an impoffantMand evén - .
essential learning tool. The variety of interactions among different
/. and chéngfng student groups and between atudents and teachers are,
{ h.d'escr:i:b.ed by K.in‘g (1973), Kapfer, Kapfer) et.al. (1972), and Herxd (1972).“ ,
[ Frase (1972}, suggests that the amount of teacher involvement with .
a student, ang}the amount and type of sFudent ﬁnteractions@are
/ important variables of individualization which must be assessed

and accounted for in the student's program design.
. g

Andther coméonent of operational individuali%ed instruction
programs often étressed in the 1iFerature is the degree and type )
of. student involvement in the management précess. 2t oqé le;el ‘
the student must be frequently and periodically informed as to.
hié progress (Scanlon, 1970) and such information must be geared
to expectations and criteria clga:ly understood (and even mutually‘

- developed) by both student and instructor (Ullery, 197?). In
addition, O'Donnel and Lavorini~(1979)rrefer to the need far a.

variety of methods for student evaluation both of his own wbrk

and for feed back for the.-improvement of the system. While this
. \\Q ) ) o

tYPe_Of ongoing exchange of datg\i\ clearly a component of the . .

operational program, it is also relaéed to. the products of the
- sYstem and to the.problems of evaluation both of which:will be

discussed in greater detail later in this paper.

Finally, some writers assert. that an individualized instruc- \“

-

tion program can often be assqssedapartially b& means of the

facilities provided and the ways in which space is utilized.
i

(Ring, 1973, Kapfer and Kapfgr,01972, Kinghorn and Poden, 1970,

[
@

Davis, 1972). Provision for a variety of activities within one
] 3
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‘”setting must be allowed to accommodate the optipﬁs discuSsed above.

Additionally many programs. must provide for fabiiities which re-
late to a variety of extra-school experiences. Most notably these

needs would -occur in vocational- technical education and/or in other .

programs stressing field learning in the community. ’

5

While other programs may include variations on the themes

presented above (most obviously in terms of the available instruc-
tional options) certain components of operational programs appear L

.
to be common enough to serve as the basis for categorization.

-
o

Among these commonly observed elements are: .

® behavioral objectives reflecting the pregram emphases in

@

content,on student involvement and on "rate" and "prescription"
R 4

e a variety ‘of options either selected by the student or pre-

*=

1

scribed by the teacher possibly reflecting the project’s

-~ P A

reinforcement system;
e differing enphasis on the role and nature of pgrsonal inter-
actions; x\ | a .
the role and operation of the managermtent system relating to
informationﬂandq§eedback; and ‘ v

| ) ‘
the provision of facilities interacting with program/student“

\ o
i

kw}goals and objectives.

Outcome Components

£

“

A discussion of the outcomes or products of indiv%dualized

9 . o

w©

instrucbion is closely related to evaluation as the process of deter—
iq'

mining outcomes. The strength of the evaluation process is the index

of the value of the proflucts. This section is a brief summary of

i

some of‘the‘kinds of prdducts (program and{student) which might be

o
, ¢,\’
.

v
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5 P
expected from these types of instructional programs. The following

chapter will include afdiscussion of evaluation processes. -

® Program Outcomes

o

R . ’ ¥
The two major «products of individualized,instruction programs

can be categorized as éytematic processes for providing such instruc-

® tion and as specific content units and materials which may be use-

“

ful within the subject area to be individualized. The former are

more relevant to this paper. ' .

]

Systems for the development of programs have been described

previously (Henrich and Goldsmith, 1971; King, 1973; Ullery, 1971}).
Essentially these systems include procedures for identifyiyg‘and

analyzing the content té be individualized, objectives or pexformance
. -

goals with a variety of instructionai approaches to assist in the’

Py - achievement of the goals and suggested evaluativé'techniques. These

may ‘be usefully disseminated to other program developers or to

-persons interested in similar content areas. .-

Otherx projects produce more limited materials. Sometimes these
are objectives, activities and/or instructional methods. Learning
" packages fall into this category. (Kapfer and Kapfer et. al., 1970;

Hamilton and Jones, 1971; Scanlon, 1970).

A

Technologically orisﬁtpd projects produce machinery and materials
u.‘ most often geared tq self- instruction. Examples of these are the
- programs of computer assisted instruction, as CAI used in many Title

I projects, Continuous Academic Progress—CAP (Herd, 1972) and AVISTA,

i' an audio-visual instruétional program, (Hexd, 1972).

“
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Estimating thegvalue of‘any of the§%;products ﬁtat»depend on
considerations of the goals of the progrgp for which they were used,
student achievement of objectives and the extent to which considera-"
tions of student individual differences can or should be met. &as

has been observed, "“pacing", or the "rate" at which a studént progresses
is only one of these considerations. Unfortunately, most of tﬁa “

literature describing products such as those listed above is defiQ{:;t

in evaluative information. ) / y

Student Outcomes ' - o o .
Student achievement in any program' must be assessed in terms of

@

the comprehensiveness of the diagnostic and prescriptive Jrocedures“

- “~

occuring on entry and throughout the course of work.

s

Student assessment procedures vary from simply measuring change '
on a staqdardized achievement test (Clements, Dunéan, and Taylor, 1969)
to;daily evaluations of progress, pf&cement aﬁd activities (Scanléh,
1970; o'bDonnel and Lavorini, 1970). Davis (1972) sees the f;eq;enéyy
of student assessment and resulting changes in programming as one'of
"the definitive aspect§ of individualizea learning, Tosti and Harmon
(1972) stresg the significance of ‘"maintenance management" which includea
éiequent review of what has been learned and retained, and also follow=-
upywhen a student leaves 'a program to better evaluate the program6
Criterion refer é% tests appear to be common measﬁres{gf sttdent .
?§j1y in programs based on learning packets. Ullery

(1970) describes a program of criterion referenced testing for an

outcomes, especi

‘indiiidual vocaticnal program where the standards are deriv/ﬁ/?}om\\
the sequential tasks to be learned as the student progressés along

the career ladder. Students in this program graduate with an "occupa=~

tional readiness certificate“ 3“3 \\y_
¢

e
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Problems associated with the counseling and evaluation 6£

L 4 °
s -

students, in indiVidualizég‘programs will be discussed in more

@ ) detail later in this paper. For the putposes of defining these
. - ' . - o - . ‘v
.~ ., components of individualized instruction it ‘is accurate '

> ¢

to summarize as follows: } . ° . -
'.* M . I ‘
Program outcomes can be: : e
e systematic procedures for the developmeht individualized
instructional programs, o . ) . .
o ‘ :
o e individualized learning packages which vary in complexity.
e technological materials which are most of%en forms of,
.~ paced self~instruction. * -
Student outcomes can be:
R A - .
® ,individual develgpgent in areas reflecting individual
L needs. . . . .
U © . lndividual development in a common curriculum which can
T iy . ; e .
%ﬁﬁ, be measured as amount of learning which has occurred (i.é.; -
. e ) : \ v
_ achievemgnt 1evelsz or by the rate at which learning has
occurred or;somé‘combination 6f these two.
X ) s .’ [/"“‘\
o . ‘ ‘ .
; . . .
® ? i '
1 4
. i ~
C
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Chapter IIIX

SPECIAL ISSUES

F

4

There are many spegial topics ‘which could be discussed at length

in relation to individualized instruction. Howebei,'givenvthe,scope

@ ~

of this paper and its ultimate goalﬂofusuggesting criteria

for assessingVindividualization progfams,'two of,tﬂese

-issues appear to be most relevant--the counseling process and
; - . : : s o e -
evaluatidn.A Obviously these:two~a:e interrelated -and also relate

to factors described in the‘outcome sectioh of the breceding“

chapter.. Additionally, in closing the review of the 1iteratﬁre‘with‘
this chapter, a brief discussion of the cgiticisms of'individualiZed :
instruction will be included.

N b

- a . - ) N
The Role of Counseling in Individualized Instruction

It is not'thg function of this paper to define counseling prow
cedures nor toyelabqfate‘on the needs*ofrdisadvantaged‘groups‘pf
people, yet both of these have implications for = individualized

instruction, especially as it is implemented within the two career

education models which serve as a focus for thijﬂgfudj.'_This is not

to suggest that all garticipants in- the models re'disadvahtaged
"but rather that these programs have a good potential for the educa-
tion of suéh gg@ﬁps providing cértain assumptions and goals® are

"~ clarified. The fears that career education could simply be an

extension of old procedures_of,“tracking“ the disadvantaged into

F

~ low status,Tloﬁipaying posi‘ian*were clearly expressed at the

1

conference ”&areer Education:. Implications for Minorities" hel

— A
w » *

@
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in Washington early in 1973. Any program which serves disadvantaged
people must be aware of the special needs and characteristics of
these groups. Individualized instruction‘can'be an appropriate.
vehicle for meeting their needs providing that assessment pro-
cedures are sensitive to them;

"Disadvantaged", for the purposes of this raper, refers to
those persons who have limited access tq employment opportunities
with optiOns to increase status, money and challenge. These
disabling disédvantages may stem from sex orurace as these are
affected by limited educational opportunitiesxand poverty.

The fact of economic disadvantage for women and minorities
has been well-documented. Although sﬁecific figures vary, the
trends are very clear. For example, Taylor (lQlO)treports that
women comprise only d;e percent of the country's engineers and

federal judges, three percent of lawyers, seven percent of doce¢tors,

nine percent of scientists and nineteen percent of college facul-~

jties. Career’Education News, October 15, l973,reports“that;while
fstarting salaries for college gradsates haye gone up, with the

biggest increases to women applicants, salaries offered to women still
remain significantly lower than those to men with comparable jobs. '

A U.S. office of Education study has shown that women on college

and university faculties are paid, on the average, $2:500 less a

year than their male counterparts. Also, only l.4upércent of

~high school principals and 19.6 percent of elementary school princi-

pals are women ~-- despite the large number of women teachers.. gupls.

Star and Tribune, October 25, 1973).

: : 28 ‘
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The same typés of patterns hold true for ethnic and racial_
Aminorityvgr;ﬁps. James Harvey“(l972), iﬁAa study of minorities
and advaﬁcgd degrees reports the following: within the total
number of grdduate and prdfeSsional students, only 39,869 or 7.3%~
arejminority group members. Also, U:S._Department of‘Laboxv
- figures show that for our largést minority, blacgs, unemp;oyment
when related .to tie growing siée of the work'forcé>increased

dramatically.  -Specifically, the number of unemployed black people

|
1}

increaéed by 22 percent between 1970 and 1971. The'pattern holds
t;ue for other m;norities as well. For example, 53'percent of
all Puerto Rican students drop out of school by the time they
reach tenth grade in academic schools and only 46 percent of those
remaining enrolil in college bound programs.M“(Valez, 1973)

The compilation of similar statistics for all disadvantaged % -
groups could £fill volumes and are the subject of much stuay.’
These sample figures are not intended to be definitive descriptors- of
thé status of disadvantaged groupg, but rather to %llustraté an
observable trend. v'

The sig?ificant questions rggarding these groups here are, in
what ways do ;uch perfons differ from more advantaged groups, and.
how can an individualized instruction accommodate such differences

in ways which will result in increasing the educational and economic

options of these groups?

24
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Karnes, et. al. (197;) summarize a review of the literature

as

revealing at least‘éix areas in which the disadvantaged differ |from

»

" the middle class: self concept, motivation, social behavior,‘

language, intellectual functioning and physical jithess. Obviously,

when dealing with generalities, it must be remembered that sterieo-=

-

typic lists rarely apply in toto to any individual or ewven to all

groups. In this instance, if the assumption that women fit the

general definition of economic disadvantage, only certain of the

[

v

taged groups.

One area of study with direct implications for individualized

instrucéion in career education has to do with motiwvation énd the

aspirations of the disadvantaged.

Brookover gnd Pattexrson (1962) found that self-report measures.

of a student's concept of self are just as potent in predicting

~

school achievement as measures of academic aptitude. Edwards ahd

Webster (1963) identified positive self-concept-as leading to

higher aspirations and greater academic achievement. Yet Wylie

.

repor%ed that Negro and lower-class children tend to underestimate

their ability to achieve.

Hindelang, (1970) discussed his study of educational and occu-

w

patgonal aspiration améng working class, Negro, Mexican-American

and white elementary school children. He found that Negro children

had the highest educational aspirations followed by whites, then

Mexican-Americans. But holding educational aspirations constant

1 89

o . 25 ‘ 3

Karnes' descriptors apply. - Nevertheless, if studies are accuratg,

many of these descriptors do seem to be characteristics of disadvan-

(1968)’




2

ﬁhite and Mexican-Americans were found to aspire to hiéher occupa-
tional positions. Hindelang suggested éhat this pattern is not a-
typical in that Negro youngsters may well view themselves”as needing
more education for lower—jobs. -

These reports corroborate a wide variety of less objective

a
=

observations on behalf of practicing clinicians and teachers. Mach
L4

of the apparent failure of disadyantéged youth appérently derives

directly from Self-perceptions and control expectancy. (cdleman,‘

&

et. al., 1966).

ﬁ!et, in spite of these obéerved differences in self-concept,

attitude and motivat‘on, differences in ability have\hot‘been

convincingl§ documented. Writers (Mink, 1961;\§ordon, 1965}=)_
Hunt, '1961) reviewing relevant‘research and theory establisghed
sevéral creditable conclusions about the effecﬁﬁipf deprivation on

subsequent performance. These writers suggest:

-

] There is little creditable evidence to suggest that racial
differences in intelligence exist.* '

° Disadﬁ&ytaged youth raised in middle-class homes display
measured intelligence significantly higher than their .
biological parents.

® Early deprivation can effect a decfement on a&persbn's
future apadémic orpinteliectualGperformance.

® Remedy of effects of deprivation is at least partially

possible, sometimes dramatically so.

* This issue is debatable. For further discussion the reader is
referred to: Harvard Educational Review, 1969, Reprint Series

No. 2. 31
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Cultural deprivation or variation may adversely affect response

modes, perceptual styles, intellectual functibné\such as language.

b :
4

development, cognition, speech, comprehension and vocabulary, all

necessary in the middle class classroom.: Yet most authorities
believe, as Schwebel (1965) that "... the socially deprived have
the capacity to develop the cerebral functions nééessary for advanced

i
learning. Whenever our ‘society shall want high-level universal

.
Vo

education, it can have it."
] - . : .
Mink (1970) synthesizes findings similar to those presented

above in a way clearly related to individualized instruction. -
"Recognizing that’these“youth lack the experiential background for
learning, reading, and verbal expression in currently applied com-

munication modes and informationh displays, educators wishing to

. : [
help the disadvantaged overcome educational defects must be willing
to restructure information displays and vary communication techniques.

Maybe ‘the classroom as we knew it is obsolete as a setting to meet

~the educational needs of all youth."

The foregoing paragraphs only topch on the special needs and

=

characteristics of disadvantaged groups. Yet it is clear that

special characteristics do exist and must be met in théaeducational

- ' k)
|
1)

program. If individualized instruction does include the mechanisms

for careful assessment of individual needs, the éyidenée\sﬁésented
suggests that, in the assessment of disadvantaged persons& special
attention must be placed on considerations of attigude, self-concept,
motivation and aspiration. Resulting prescriptions must rQ§1ect :
these special needs. There may also be a need for addifion;¥ support

\
services, such as special counseling. \

32 Vo
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Assuming that iﬁdividualized instruétign has a special ne?d”
fof‘counséling, whether by teachers, teams, or certified counseling
:personnel, it is appropriate to describe at this point some possible
counseling approachesérelev;nt to individualized instruction, be;ring
in mind special needs such :as those ggecribed above.

3 \ numbér of writexs suggest the kinds of problems which should
be addressed in the counseling situation. Martin and Martin (1971)
say that the curriéula must be upgraded for éirls at all levels,
and th#t girls must be encouraged to participate in a wider range of
skill training programs. Ggidance should consider two part planning
for women, before and after child rearing. Koontz (1973) warns that

with women soon to comprise 40 percent“of the 1abor.fogce, they must

be counseled away from traditional dead-end jobs. Hedges (1971)

o predicts that unless such coﬁnselg‘,ng occurs, there will be increasing
competition fo£ jobs, and rising unemployment with the possibility of
depressed wage rates. Beyond specific job-oriented guidance, writers

® in the area of counseling the disadvantage emphas;ze the imporéahce

. -

of communicating realistic expectations in terms of jobs, but espe~

cially positive expectations related to the individual's self-concept,

“achievement, self-worth and c9ntrol. (Peterson, {967, Vontress,
1967, Ryan, 1969.) All of these seem to be valuable constructs for
counseling in individualized instruction, but it is not alwgys
® - clear just when and how counseling intervention should take place.
Based on evidence suggesting the importance of peer groups,
and suspicion of conventional authority améng the disadvantaged, in-~
° :

deed among most adolescents, Mink (1970) ‘makes a case for peer~group

processes. Hamilton and Jones (1971) describe a prototype program

i

28
33




which emphasizes individualization witnln counseling wheréxfheu
student is assisted in formulating relevant goals, qﬁsed on an
‘understanding of nis own interests and needs together with an .
analysis of a variety ;; opportunities. Student decision-making
is also the focus of a computerized guidance system developed by - |
Educational Testing Service (SIGIf, (Katz, 1970) in which-a
student systematically explores his interests, value;, and the s i -
capaclty of society ‘to neet those needs. This rgnults in a g
predictive list of priorities which“serve asvthe basis for a N
planning system with simulated outcomes and problems.

Merrill and Fnrrest (1970) describe a model for career develop- )
ment counseling with four "dimensions", or levels of intervention.
The first of these is counseling for a specific decision by provi&ing
information and clarification of issues. This approach is most ‘
common and useful for short term crisis counseling, but is frequentlf
of limited value, éspecially when working with students with special
needs, such as the dis%dvantaged. The second type is also ¢ounsel-
ing for a specific decision, bu; the focus is on developing'the
client's decision-making skills. The advantage to this ‘approach
is that it-can alleviate the current crisis but can also“supply
decision-making tools for future use. The third type views career-
choice as a process and emphasizes the process of making a series
of choices. While nimilar to the second approach, this method has
advantages in that it can accommohaté changes in nhe individual as”
well as in the situation. The fourth approach is called "career
pProcess counseling' with an émphasis on the individual's ability

.

to determine his own obje?%ives and to influence his options rather
S84
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than just adapt to external pressnres..rThis model has*bgen describ~
,gd at some length in that it may be one.approach to counéeling
within indiviﬂualizea‘instruction éro&rams making allowances for
special needs ranging from the single point intervention fequired
- for a geherally autonomous cfient to a means of éroviding(clients,
such as fhe disadvantaged, with insights and attituéesAwhich may
ass?;t him in influencing his pwnmfuture. ‘

One other counseling approach will be describfd in.some detail

- @
s p

because it,was developed to focus on the needs of'the disadvantaged

.

(although there appears to be no reason why it could not also be

applied to other groups) and because it reflects.a need for dif-

.
S

ferential options. ~This model was developed by Karnmes, Zehrbach

and Jones (1971). It rests on the assumption of individual differ-

[y

ences (intellectually ranging from slow:to gifted) and recognition

of how available options differ in orientation and focus: non-verbal

versus verbal, person versus work orientation, group versus indivi-

e

dual orientation. -.
N Figure 1 has been‘included as a graphic sumﬁary of the progran
ideas based on limited available research findings, the qharacteré
istics of each prdgr#m and an qnalysis of client needs. The model
could be useful in focusing attention of scﬁool pergonnel“on the

_interaction between the needs of youth and the treatment available.
For example, one of the neéds of the disadvantaged is to be placed
in programs that gil&“ﬁﬁinge their_attitudes and beliefs. Indi-

- \
vidual counseling has frequently been viewed as the appropriate

. treatment. However, many of the attitudes of the disadvantaged are
»

derived from their peer gtoup. Therefore it is logical for the

S
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FIGURE 1 ' ) ‘
® 4 Comparison of Needs and Goals of Disadvantaged with Characteristics of Programs
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counselor to wdﬂ#;within a peer group. Further, since disadvantaged

youth are often‘ ”t_introspective, the content of the individual

counseling meth

Neither are the .

ul/'

counseling partic&larly suitable.” Since tpe»disadvantaged may not

individual may tenégao reverse the meaning of a mark. Also, caution
1
must be observed wheﬁﬁusing the chart, since local conditions or

specific conditionsfMﬁy negate components of the chart. For

B <;LQ‘ )
example, the presendgﬁof an outstanding, low verbal counselor who
. has "simpatico" with the disadvantaged might easily outweigh many

of the other considerations. It is presented here as one of very
few suggestions for fndiVidualizinglcounseling and guidance options.

¢ g

The preceding pages have attempted to outline just a few of the
considerations involved with the counseling component of individu--°
alized instructipn programs, especially as they may relate to the

needs of the_disadvantaged. The following’ observations‘have been
) 0
" .

made: ' !

}
1
!
!

® A significant proportion of the population has been economic-

L]

ally and educationally deprived often because of factors

relating to sex, race or ethnic status and/or socio~economic

standing. ’

C. 32 87

i




‘
A -

-

e Beyond the vé%iabies‘listed above, there is little evidence

to suggest any differencés in ability although‘othervsocfo-i
. v‘ - cultural differences do seem to gxist as a result of the

primary conditions. _ .

® Programs\of individual instructioﬁ may be An important
variable in improving the status of the deprived as well

~as improving the education of advantaded clients.

® The role of the counselor is significant in effecting such

a ch§nge. Counseling and guidance should ;ystematic;lly

individualfze diagnosis and treatment of clients.

@ .

Evaluation of Individualized Instruction Programs

Literature dealiné with the evaluation of individualized in;truc-
tion"is limited in quantity and quality. Articles tend to be either
too general or too specific. No comprehensivehmethodology appears

to have been conceptuali?ed or implemented. ;.

[

<

Reinhart (1971) discuéses the types oﬁ‘informationanegded by
the National Aavisory COungil of Vocational Education, many of wﬁEch
apply tO‘tﬁe individualized-éodels)of career education. These are:
information with greatet scope,ufor exgmﬁle the effects of treat-~
ﬁent on groups of people such as women, ;oung children and the disg-
advantaged. Secondly, monitoring information on the achievement of
national vocational goals is needgd, especiallf the gogl‘éealing
with universal availabiiity;r Also, information on gttracting the
potential ciientele'agd on differenq hiring practices of local employers

is needed. Moss (1971) reiterates many of these naeeds, but suggestsithat

data must also be available on the potential manpower market, and
[ - - ,
Y\S‘ B N
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that this data must be related to information about the potential
student body by age, sex, needs, and so forth. ) <9

- Moss and others (Welman, 1971; Voelkner, 1971; Thompson, 1973)
attempt to translate these inform&tion needs into evaluation plans
which tend to be comprised of a series of generalities about thé“iMb""
portance of conducting a needs asseSsment,ﬁdeveloping objectives,
"formative" monitoring of impleméntation and operations, and

"summative" evaluation of results. It was not possible to decig}er

how these approaches axe especially suited to either vocational/ ‘
careexr education or to individualized instruction.

~ Those writers who deal with the evaluation of individualized
@instruction seem to focus on the éroblem of finding a measure of
studént achievemént. Packard, (1972) concludes that the only real
measure of achievement should be rate, that is, the time required
for mastery. Wang and Yaeger (1971) support this conclusion, but
add that the degree of mastery must also be considered. Conflicting
opinions about the arbitrary nature of "degrees"” of mastery (e.g.,
85% mastery) lead to questions about both rate and mastery as mea-
sures (Tillman, 1971; Tucker, 1973). Implicit in these discussions
of rate and mastexry is the notion that individualization is a program
of teacher-designed curricula through which all students progress
(albeit with possibly different activities) and where the major

(o4
difference is rate.-

% L

Both evaluators of individualized programs and writers con-
cerned with the eval%ation of programs for the disadvantaged -tend
to decr} the use of standardized achievement te;g%. Whitely (1967)
identifies three principal difficulties with standardized tests when

used with disadvantaged minority groups. \~‘--«__lr
39
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. e They may not provide reliable d%fferentiation in the

v
.

range of the minority group's scores.

® Their predicﬁiveﬂvalidity for minority groups may be quite

Q@

different from that for the standaréizationVand validation

roups. Vi
J ) /

I

® The validity of their interpretation is ktrongiy dependent

- B é i
v ‘ upon an adequate understanding of the’ gocial and cultural ViW

background of the group in question. i ’ ' .

5 N . “«
@ P

Clement, et; al. (1969) say that nonstandardized methods of

evdluation are often of greater importance than standardized methods

4 - : \
because they allow the counselor to ascertain the functional capa-

bilities of the deprived counselee more accurately than would be
. - R

possible with standardiigd-measures. "t
Since the topic of this paper is individualized ;ﬁstruction
rather than minority group or vbcational educational e!alqatiy?, .
< the former have'been°preseﬁted only as;illustr;t;onS"of the g&nge" Se

of concerns genexally related to the assessment of individualization
within career dducation models.“ The éroblems are evident, solptions

are not. The review of the literature revealed the f£pllowing diffi-
. - N

culties: ,
© There is no conceptual model available which distinguighes

between program evaluation and student evaluation.

L

|® Program evaluation approaches are so general the§ provide

evaluation guidelines of 1imit§d"va1ue.
® Student evaluation procedures are so narrowly defined they

ignore most of the potential components of individualized

instruction outlined in Chaptexr II. .

¥

. Sensitivity to issues relating to minorities and other dis-

10
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'advantaged groups is so great as to nearly cripple attempts'

.

at obJective evaluation. o o S

” -

V' e #Apgropriate decision—magiﬁg,aqdiences are rarely defined.

o

[

Crlticisms of IndiVidﬁalized Instructional Program
- N ’:}'

While the thebry of meeting the different education needs of

A

every student in the ways most efficacious for him is so commonly
accepted as to be nearly bromidic, specific approaches to indiVidu-

alization areknot Viewed in so sanguine a manner. A reView of the

)

1iterature leading to a conceptual model would be incomplete Without

some discussionrof criticism. These criticisms should be conSidered

»

in the assessment’ of programs but shou1d~hot be viewed as a kind of

negative definition of individualization.

«First, many writérs are. concerned that programs of indiVidualized

1

instruction are-too tecknologically oriented and consequently ignore
the%significance of int:>§ersona1 relationshipsméggcker, i973; Duda,‘
1970; Tillman, 1972; Nichols, 1972). These writérs observe that thelo
development of social skills and cooperation are important educational

goals, that attainment of such goals should be facilitated by peer

group interaction and by ah observant “chiid-centered“ teacher as
- d ‘

opposed to a methodology/measurement centered teacher.

v

3

Interactions

‘must' leave room for disagreement and questioning as well as for
) ) : S . o , e ‘ o .
positive reinforcement. ‘ _ B

i

A second area of concern has to do with what is Viewed as too

much focus on "pacing", “rate“ and "sequence”. Tillman (1972) con=

cludes that sequence is in the individual's head and prestructures

axe 1imiting and often inappropriate. Duda‘s cOnclusions\that .

3 6 . ‘4, ‘ &




conteht muﬁt facilitate thesstudent?s'need tbrincrease his own

knowledge and to develop his own sfothesié of“learning tends to

support this (1970). Henderson (1972) observes that 1nd1v1duallza—

Vtion should be, and often is not, more than self&study. Tucker

‘(1973) says that 1nd1v;duallzat1on is more often than not just paeing.:
Many.of these same wtitersﬂare aleo concerned that students

B

have a choice about tﬁeir own'educetion,fin selection of goals

.
4

and objectives, of 1earn1ng activities and of evaluation procedures
and criteria (Tillman, 1972, Duda, 1970; Nichols, 1972). “ -5
One last general concern has to do with evaluation techniques

in terms “of the selection of arbltrary and unrelated criteria, and

the lack of face or content va11d1ty in measures of achievement.

(Tillman, 1972; Whitely, 1967; Clements, et. al., 1969).

-




*  CHAPTER IV

DEFINING AND ASSESSING PROGRAMS OF INDIVIDUALIZED INSTRUCTION
AND THE RELATIONSHIP OF SUCH PROGRAMS TO THE CONCEPT OF TRACKING

gthe review of literature it is clear that a very large

Based on
- !

number of conéide:ations‘are present in defininag individﬁalized
instruction éspecially as it exists .in programs which serﬁé disadvaﬁ?

taged clients. However, if the definition is to be the construct

]
i

upon whichgasseSSment procedures can be built, ﬁhe definitiqn,should,

. . 5

be as paréimbﬁious as possible. The purpose of this chapter is to
k i A - ) ° -
suggest dne definition, to elaborate upon it in terms of program

‘® components, and to discuss the relationship between individualized
instruction as it has been elaborated in this paper and some aspects

.of educational "tracking."

<

o Definition -

¢

A program of individualized instruction is a systematic

. procedure for determining, on an ongoing basis, client

o needs, interests and aspirations, and for providing -

options to the client which will optimize growth in

each and all of these three areas.

@

. 1 ’
Discussion of terms

PE -

Systematié procedure - This term suggests that a program of

. individualized instruction is a specific plan, either fully or par-
tially operational based on an enunciated rationale, integnally

cohesive, with established provisions for individualized diagnosis,

counseling, activities and evaluation. Plans will include objectives
at many levels of specificity relating to logically determined criteria

and to measures of achievement by which progress may be gauged.

<

> . o g .
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Determining,- refers to the assessment process. This process

| »

can be. analyzed in terms of the content which is assessed, maximaiiy

those individually different characteristics listed by Kapfer°and
Kap%er {see page 9) and in terms of the procedures used. These
may vary from single standardized achievement measures to multi-
trait, multi-method procedures assessing the‘ciient—more than one|way
on each of the identified characteristics which the program can impact.
Ongoing - relates to the frequency of assessment. Ideaiiy,

as with Rousseau's Emile, each student could have a tutor constantly

sensitive to his growth and ﬁariability. Obviously this ideal
is impractical. However, given that individuals change and do ﬁ

. ’ ' i
80 in an idiosyncratic pattern, the program of individualized ineruc-
B = |

tion must have a system for regularly determining stddentyprogress.v°
1\
While it may be assumed that frequent assessment leads to frequent

intervention, this is not necessarily 50. Sensitive assessments % -0
should also determine when the status quo should be maintained. |
!
o . 1.

The program should have a rationale for the timing of the assessménts.

Needs, interests and aspirations - implicit in this pPhrase i$ the
i
suggestion that a program of individualized instruction should beruilt
i

upon individual choices (interests) but must also address needs, for

example, basic skills. While ‘the point h#% been made that a most“lib-
erally constructed program could accommodate non-participation as | a_ .
choice, the position adopted here is that certain skills, most notably
reading and mathematics, are so basic to successful 1iving and to opti-
mizing career choices, that a program may have to insist on student

achievement in these areas. Aspirations are also‘significant facets of

personality assessment. When aspirations are clearly discordant with

a




aptitudes, either too high, or, as in the case of many disadvantaged
persons, too low, it is the function of a pProgram of individualized
instruction to assist the individual in relating his aspirations and

aptitudes more closely. . —

Providing options =~ éhis phrase is that most often egquated

with individualized instruction. Hopefully it has beén demonstrated
throughout this paper that a program of individualized instruction

is considerably more complex thaﬁ juqt the provision of optioné.
However,'alternativq choices are prohabiy*the*mvst*sfqn&ficant"factor
in the oper#tional program. It musi be noted that optiohs shouid bé
available in assessment procedures, in the three aréas of needs,
intereFts aﬁd aspirations, in counseling procedures'andein evalua~
tion techniques. Both the number and variety of choices in each of
these categorigs should be assessed.

gptimiée growth - this phrase is clearly related to the three

I

areas of needs, interests and aspirations. fThe prdéram should

assist each student in achieving maximal academic objectives, in
expanding interests and exploring a variety of them, and ig select~
ing personal goals which will provide the individual with maximal

*

opportunities when he exits from the program.

Tracking and individualized instruction

¥

Presumably if all of the foregqiné issues were cdnéidered,
developed into proéram components and implemented, a system of individ-
ualized instruction would ex;ét which could take an i;dividual from any
kind of background, optimize his emotional and mental health, precisely

define his interests and abilities, clarify all educational,:personal

45
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and occupational opportunities‘avaiiagle to him ror the rest of his
life and train him by means most suited to him to capitalize upon

those oPportunities.u This would seem to be an unrealistic erpectation.
However, sone observers have expectations b; programs of individual~
ized instruction, particularly in career education, which are not
Jsignificantly different from the optimistic picture painted above.

Many of the critics of oareer education represent disadVantaged
‘groups in society who are rightfully claiming equal‘opportunities to
participate in the majorit; culture's largesse, including not only
economic advantages but the right to personal fulfillment. Many
women, for example,‘protest their relegation to less interesting and
rewarding careers. Minority groups and the poor protest a system
which has historically treated them as second class citizens.' In the
opinion of such groups, education has been an important vehicle for
the promotion of the middle class white male and they ar¥e demanding
not only equal access -to this vehicle; but a privileged access which
may help to compensate for deficiencies generated by years of depriv-
ation. In tnis context, "education" is many timeskCOnsidered
synonymous with "college education." |

However, as our complex society continues to eVOlve; it has become
apparent that a traditional colleq;,education is not the catalyst to
success it may have been in years past. In response to the need for a
variety of occupations to meet the demands of an industrialized society,
leading educators have promoted the concept of career education,
Simplistically, career education is an attempt to define and communi-

cate to students the vast number of occupational choices available,

the rewards and disadvantages of the options, the quality of 1life

16
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associated with the choices and the prerequisites necessary to availl
‘oneself of the careers. A college education is clearly necessary for
some alterngtives, but mosticertainly;not for all. Individuals unaware
oféthe broad goals of career education tend to associate it with
traditional vocational education. That is, skill training in a limited
vnumber of relatively less prestigious occupations. Tnis, they claim,
has always been the pattern-for disadvantaged people, hence the charge
that career education is simply a new title for "tracking" the depriVed
into flexible, limited occupations. )

It is relevant to consider at tnis time what the term ftracking"
infers. ln its most negative context it is commonly-used to refer to
a process whereby individuals and groups are guided and/or trained
educationally and economically under less than optimal circumstances
with the result being limited opportunities for maximizing life
styles. Worse, it suggests that those individuals and groups so
treated are defined on the basis of irrelevant characteristics such
as sex, minority racial or ethnic backgrounds and low socioecOnomict
status. The image which comes to mind is that of é rallroad track,
straight,Tnarrow and inviolable, stretching over Vast distances of
terrain. Certainly this situation is deplorable and has occurred
all too commonly over the years.

PresLmably it is a simple matter to‘recognize such abuses of
human dignity and rights. Programs which systematically produce
students trained in several levels of professions and in which the
lower cateyories or most‘giereotypic categories are repeatedly f£illed:
by persons of disadvantaged status would most probably be accused of

<

tracking in the negative sense discussed above.
v 47 -
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However, the issue is considerably morevconplex‘than the pre-~

ceding paragraphs may suggest.
f In .the first place, accusi?ions which refer to "tracking" should

be carefully defined. One might make the case that individualized A ‘
instruction with all of its positive techniques and results as dis-
,cussed throughout this paper is the ultimate tracking system -
placing every individual omn: the optimal track for him. Appropriate
tracking is a desirable.goal. The more positive image may be that
of a railroadlswitchiyard where trains‘are systematically\routed-andi
rerxrouted onto a variety of clearly defined tracks.

Secondly, "irrelevant" characteristics are not easily defined.

Certainly race, sex and socloeconomic status per se would appear to

be irrelevant. But these variables are very much confounded. For

.
3

example, race and/or ethnic background are characteristics of which

. persons in minority cultures are becoming increasingly proud.w The.

values of these cultures are gaining respect. Persons espousing

such values are finding a rightful identity in them. Many times these

values are at variance with the success,.aggression—oriented, values

typically ascribed to the majority. The impact of such“valﬁes on,theq

choices of persons in individualized“instructional programs must be

considered before the program can be accurately evaluated. -
Sex is another such confounded variable. ' While men and women

should rightfully expect equal opportunity in making choices of life

styles, it must alSo be recognized that men and women today are

products of a long history of sex-typed rearing. Masculinity and

feminity are not simple sociological traits to be manipulated-

\ . a3
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They are basic personality characteristicgs. Additionally, there is
little consensus within the anti-sexisn;moVement as to what the
optimum'situation would be. The amount of exposure to these "new"

kinds of attitudes, and an individual's reactions to them, must be

-

weighed before programs can be evaluated as "tracking" on the basis
of sex. Finally, in programs for Sdults, the presence-and age of
children and the attitudes of both marriage partners toward careers

musgt be considered.

0+

Socioeconomic status is also a sensitive and difficult variable

[eTe— 23

to evaluate. Levels of aspiration may be positively or negatively

associated with one's experiences. -Also, given the information from
studies presented in Chapter III, socioeconomic status does have an

impact on ability and aptitnde. Unfortunate as this may be, by the

time deprived youngsters become adolescents and adults the influence

3

" educational programs can have may be somewhat limited. In this con-

nection, the position taken here is that abilities and aptitudes are

not "irrelevant" variableg. This is not to say, however, that gpecial
attention is unwarranted in the assessment brocess. The dangers of
standardized tests have been noted. These instruments are certsinly
not useless, but with clients having the characteristics discussed

in this section, it seems clear that these should not be the only

N 4

assessment procedures used. -
The problems of breaking the depressing cycles of the disadvan-
taged are enormous, As a third point, the rights and the capabili-

ties of educational programs to intervene in the lives of individuals

49




myst be considered. If one of the goals of individualized instruc7
tion is to respect the choices and decisions of individuals, _then
certainly individual choices regarding priorities in terms of families
and values must be paramount. On the other hand, Programs must be
held accountable for assuring that participants are completely aware
of the options available to them and for establishing with clients
criteria by which decisions may be“made. ’ o

The capability of the program is also a limiting factor. with
realistic temporal and financial restraints no program can be expected
to be all things to all people. '&tyis the responsibility of the pro-

dram, however,to apprise all clients, prior to.entry, as to the bene-

fits and potential limitations of participation. In this regard‘it

. ®

is also appropriate to note the 1imited capacity of any short term

-

intervention to change values and conditions which have been paramount
. throughout the life of the participant. ‘The*question as to whether'
the program has the right to insist on such changes has been addressed.

The point here is that it would seem to be unrealistic to expect a

>

short-term program to be able to produce major sociocultural changgs;
Thisvsection of the paper is not intended to rationalize the

%egative abuses of tracking defined at the outset. Rather it is
intended as an exposition of a few of the complex issues which must

i
be considered in a sensitive evaluation of program effects.J This is

neither a detailed nor comprehensive discussion of any one of the

problems which must be dealt with. Hopefully it will direotbthe'
reader's attention to the fact that-individualized instruction and

tracking are complicated concepts with implications for both imp-

lementation and evaluatioh.
590
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Sumnmary

-

To summarize: tracking, in the negative sense, is a process
whereby‘a program of social intervéption fails to maximize the educa-

tional and economic opportunities of its participants either by errors

¥

of omission or commission. Some observable clues in determining the
6" - .
extent to which \a program is tracking may be the following: -
l. Programs providing educaticn for several levels of the

. . . .
occupational hierarchy regularly train women, minority groups and

the disadvantaged for the lower fevels of the hierarch&.and rarely

&

for the higher levels. . : |

S

2. Programs with limited assessment procedures- determining
. R ]
individual characteristics, e.g., using standardizeq tests as the:sole

measure of individual status.

3. Programs with limited or no couhseling processes,; or &ith

counseling which reinforces limited perceptions of‘cptions held by

3

o«participants:

- ¢ . . ’
4. Programs with no established processes for accommodating
“ N . .

culturally different values.‘
5. Programs with limited counseling prior to client entry to
. -, . v .
determine program fit with client needs.

6. .Program$-which focus on the needs of society (e.g., current

manpower shortages) to the exclusion of individual needs.

The foregoing definition of individualized instruction as refiﬁed
in the discussion of terms and the consigerations relating to tracking
serve as theJhasis for suggested program assessment grocedures. An

1]

optimal program assessment should be able to pyovide quagitative as

51
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well as quantitative descripti?e information about- the program.

Ho#ever, given the scope of the Present study,-only the_ latter was

att%mpted. The procedure was a matter of determining whether
eleﬁents of either individualization or tracking were in evidence.
The specific methodology employed in the assessment of three

career education projects and the results of the assessment are the

topics of the final chapters of .this paper.




P CHAPTER V

AN'APPLICATION OF THE CONCEPTUAL MODEL
TO THREE CAREER EDUCATION PROJECTS

Following the development of a conceptual framework, the

researchers reviewed operational plans, reports and other docu-

ments produced by two Experience Based Career Education (EBCE)
.prOJects and the rural residential model. These projects were

1ocated in Philadelphia (Research fOrkBetter Schools, RBS),

Charleston, West Virginia (Appalachia Educational Laboratory, (AEL$;'Q
and Glasgow, Monatana (Mountain Plains Education and Economic Develop~- .

ment Program, MP). Based on the document review, key areas of

inquiry were determined and an interview plan for site visits and

«
. .

obsérvations wasuapproved by the appropriate NIE project officer.
Visits to each of the three sites were scheduled  and took place
between November 15, 1973 and January 31, 1974.

Prior to or at the time of the site visits, ARIES conceptual
model and definitipns bf individualized instruction and tracking were
made available to and discussed with each project staff. A number of
modifi;ations and clarifications resulted from the incisive comments
and suggestions made by them.

Using the interview outlines and ques:ions as a“general guide

at each site, the researchers attempted to identify those project

.7'*
components essential to an individualized program, at the same time -

o~

noting clues or characteristics of tracking that were present.q

The remainder of this chapter has two :major parts: the first

is a discussion of the individualized instructional practices of the

¥ )
o

53




E

Q

”Ehe degre

Methods for Collecting Assessment Information

projects observed and the second is a brief examination of a series:
of questions related to tracking. Individualized instructional prac-

tices were assessed primarily, on a quantitative rather than qualita-

tive.bas;s; The key question usually related to whether or not a

a

componenﬁ;\;ystem, or procedure was present or available, rather than

o which it was successful. In some instanceg, however,

the presence or absence of a component is itself a matter of degree
“« ” “ R ‘*'\t, ¢
and .thus, some judgments intended to be guantitative may appear more

*

qualitative in nature.
Tracking as a measurable process or characteristic of a program
was considerably more elusive. At the outset, the researchers

regarded the term in a pejorative sense as standing at the opposite

end of a continuum of individualization. Subsequent consideration
4 : ¢

" made it cxgir that tracking and indiVidualizatlénayere not bi-polar
h .

ends of the ‘same continuum. We noted variatioﬁs of Erackihg and
circumstances that warrantédhor displayed tracking in a conéfructive,
rather than a ggstfuctive or'deprecatory manner. .
Tracking w;s also qiﬁficult éo observe because often it is the
result of long established processes of selection, placement, and
training that may not be evident unless a ﬁore longitudinal review

. '”?)

() 7 : .
of a project were made. : o

o

-

5
!
2

Ry
(&

The underlying assumption of the assessment procedures was that
more accurate data could be collected if multiple sources were used

within Eategoriee defined by the conceptual model, Sources included

®
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program parlicipants, program staff and administration, program

) » plans and documents and 1nd1v1dua1 student records.r,mhese sources , ,
were utilized through group and 1nd1v1dua1 interviews, participant
observation, and review of documentation and records.

o , Intérviews were conducted on site with the ﬁfbject administrétion,

“counselors‘andupeachegs, and groups of students. kelevant aspects of
the assessment were adapted into an interview form with as muchmpverlap
, . )
o (as possible) of queséioﬂs for the different groups.
| A checklist was developed for reviéw of project documents. '“The

content reflected the concéptual model. ’
e A sample Qf student records were examined. To the extent possible
‘the records were reviewed to include information on student differences

in sex and socioeconomic standing. |

® . Additionally, some student group activities were observed, for

‘examplé, group counseling.

Background Information Relating to the Three Projects

® S
Prior to discussing theeresuits of the site visits, each’project
will be @iscussed with a focus on those activities the project was
® éengaqufin at the time of .the visit.
RBS .
, iike other EBCE proggams funded by NIE,-ghe RBS programﬂéas in-itq‘
® " second year of'serving studénts. Fo?us for the EBCE progfamé during
the second operational year was on stablllzatlon of dellvery systems,
evaluatlon of processes and products, and documentatlon to ensure
P . replicability. Each project was presumably approaching a §tab1e
. 50 '
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pattern of‘operation, yet in both EBCE projects visited in the course
of this study, a stable C.E. delivery system had not been realized.
So 1ong as project personnel see Weaknessesjor a.need for change inr
what they aretdoing,’“stabilization“ will probably remain a rather:
fluid concept{' This seemed especially pertinent to the EBCE project

at RBS where rather significant operational changes occurred between the

o
o

first and second years. These alterations in operational strategy will
be referenced several times throughout this report, since they have
important bearing on the counseling and instructional practices about
which we had a special concern.

The operational changes in the‘second vear led to an important
differentiation in the student of the EBCE program. All 70 twelfth °
graders had been in the program since it began in September, 1972.

Some graduated in March, 1974, most in June. These students were the

" full responsibility of‘RBs's Academy for Career Education, a private

13

school without ties to the public school system of Philadelphia. The
students had no direct or formal affiliation with their previous o
schools. Thus, for this half of the student body all serviges and

all instruction necessary for a high school diploma Were provided

within the EBCE PROGRAM. N

- L

The 64 tenth and eleventh grade students new to the Academy in =~

«

September, 1973, were not the exclusive enrollees of the Academy for

o

Career Education. They had all come from Olney High School in
Philadelphia and remained on the rolls of that school. Generally
they attended Olney four days per week for two hours taking elective

3
classes. Then they came to the Academy for several hours receiving




basic or supplemental instruction and guidance class, a regﬁlar
instructional program aimed at providing information about tﬁe world

of work, th§ skills needed in various jobs, and techniques for

e ——
b - L -

applying and getting a job. (Twelfth graders4also took the guidance

[} I '
*class;y Oné‘day of each week students were engaged in career explora-

tion and on that day the Olne§ students did not attend classes at their
high school. state.aid, based on average daily attendance (ADA),

continued to be received by the Phi;adelphia schbols since the students

“fiom”olney remained on their enrollment, could return there if they

ft the EBCE program, and were expected to réceive their diélomas
through Olney High. )

"It was anticipated that after the present twelfth graders left
the Academy, incoming students would continue an affiliation with'thev
Philadelphia séhool§ at which they received most elective subjects,
The Academy would continue to provide career exploration and speciali-
zation programs, and to offer basic skills instruction. The puslic

@

schoolsjshould continue to réceive ADA for students in the Career
Education program. It was hopedhthét the public schools would move
closer to direct support and eventual sponsorship of an EBCE program,
The ARIES site visit to RBS occﬁrreq on- January 29, 30, 31, 1974.
During the site visit the team had access to the full range of data
accumulated by the project's evaluator and were able to interview
those persons in the developmental and operational components of the
project who were identified as most responsible for the design and
execution of the EBCE project. In addition, the team interviewed
students at the Learning Center and were impressed by their responsive~
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ness and their ability and willingness to articulate their perceptions
of the program. As in any study based on observations, interviews,

and accumulation of only a portion of the ‘total data available, the

5 ,§~ 4 P .
obsexvations presented here only represent a sampling of the project's

i

activities.

-

AEL - : ! @

The -AEL program was also in its second year of gerving students. =
Focus for the year was on stabilization of ielivery systems, evaluation
of both process and product, and documentation to ensure replicability.
The principal ARIES interest for purposes of the present investigatiOn
was on delivery systems -~ the potential for providing instruction
that was individualized to meet students' meeds,.desires, andyabilities
and the capacity to offer more than a narrow bahd of care%r exploration

. . .

options.

The ARIES site visit to AEL occmrred_on January 15, 16, and 17;?
1974. AEL was forma11§ at the end of a period of‘development and
entering a produot“stahilization phase in which its instructional
proéucts and procedures shoul& be more fully defined. During the
visit, it was possible to observe initial act1v1ties to familiarize
and train staff in the use of new materials and in apblication of a
strategy for student program development and maintenance. Unfor-
tunately, some observations and interviews will present a view of
practices and procedures to the time of the visit and will hot reflect

any experiences of the project with the new products it was introducing
——’

in the stabilization phase. o
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-Mountain Plains

Mountain Plains was . the onlg project which was "residentia;“ in
" nature. Participants in the program usually relocated‘their famiiies
to the Mountain flains facility, approximately 20 miiee nortneast of
Glasgow, for the duration of their career egp;orationvand occupational

preparation training.

<

‘The program was geared to_provide career exploration*and“oécnpa-"
tional training in any of five career areas: office educatr?n, food
services, lodging services, mobility .and transportation oocupationi;
and construction and building trades‘ggonpations,r,(At,the.time of“the
aite visit a sixth area, education and social services'waswbeing
phased out, and work was>being initiated to develop. a "new" sixth
occupational area of marketing and distribution).
Responsible for the ‘education and training of the students in’
these various areas was the Occupational Preparation Section, the
.largest of the staffed divisions. Staff in é&ls division served as"
teachers, instructors, coordinators, guides and 1earning managers.
Particlpants were not‘only offered exploration and training in
an area, but at a certain level within that area. For example, the
office education program was broken down intovthree sub~areas and nine
classified positions. They were: w
A. Clerical

1. f£ile clerk

2. receptionist

3. typ;st clerk

o e

4, stenographer

. 5.  secretary




)

3

B. ~ Accounting .. s

(1): aécountanifclerk

"(2) cashier - Vi . s

. (Slﬁxbookheeperv
C. * Electronid Computer W ' P
| “(1). key punch |

Ed

Each position had its own curriculum in Which students were

“
o

expected to use LAP's ~ learning activities packages éronhan indivi-
duai basis at their own speed. o s .
Each of the above positions had curricula established internally
-based on educational requirements reflecting the. attitudes and needs
Jof unions, employers or professional organizations. To assist the
students in meeting whatever educational requirements had been
established, a Foundation Education section was resp0n51ble for the
basic skills training. Wlth heavy emphas;s on the LAP's, participants
were asszsted in trying tovreach grade levels in reading and/or math
athat had been established for certain job posztions. Through recurrent

testing and reviews, the&’ student was moved through the program until

o
4

he/she ‘reached a’ baszc skills obgective.‘

A third section, Career Gnidance, was responsihle for the -
actual career exPlorataon, and career development of the participants.
Subdzvzded into three areas, occupational guidance, work experience
and career development, this section provided the instruction and

‘counseling to assist the,student in exploring career opportunities,

L

selecting a career, getting experience in that career, developing

himself. to be more marketable for a career and rreparing for exit
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from the program. It was through Career Guidance that a six~week .
periodic review of the participant's progress was executed.

A fourth support section»was that of Counseling. The cOunseling
staff was available® (from orientation to exit) to assist’the particip
pants in dealing with any problems considered non~acadenmic. Throu;h

a

counseling, students had'access to group"counseling ses *Qns_(provided

e -

Health Division .and the Home Management and Consumer Education seotions.

Cab,

During the first five weeks of orientation, all students took part in.a *

"family core curriculum" which included courses in health habits and }
&) h @

interpersonal and social skills. The staff of each section maintained

Y

an ongoing contact with participants and their families during the.

program. “ -
0 N - e "4. ‘ ' \ %
o In addition to the support services division, a division for

Research and Evaluation was assessing the program and student develop~
meht within that program and collecting data upon which program
objeéctives could be assessed as an aid in program planning.

?At the time of the site,visit students stayed in the program an
average of 9.7 months at an average cost of $14,700 for each partici-
pant family. .'%he proJect $ aim was to lower the average length of
residence to 8% months and the per family cost to $11,500.

During the site visit, meetings and interviews were held with the

major“administrators and staff of the various divisions. 1In Eddition,

a review of the available pProgram and student data was executed.

61
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fnterViews with participant representagives provided additional infor-
¢, P ) - '

mation. At the time of the site visit, theﬁproéram staff was in the

Q . . . ‘ -
process of readjustment, as SOm% staff, relatively new to the project,

. s .
@

were involved in program’curricular éhanges. min an effort to maximize
program efficieﬁcy, the .areas of chfﬁicuium dévelopment and career

+
]

guidance were being fevamped.

<

o

o
(/ <




Results of the Assessment -

-

E This section of this paper reports the results of the ARIES

Geffort to assess the indivmdualization aspects of the three Career
Education progects»in terms  of the definition presented in Chapter IV _
and to provide-sume insight“as*to the functioning of these projects
"in relation to the concept of tracking also discussed in Chaéter Iv.

The discussion is organized around the several eleuents of the

individualization definition and around questions related to tracking. .

N f“r +
The e

iorts of the three projects relative to each element will be

presented in the’ following order: RBS, AEL and Mouritain Plains,
The elements of the definition are: 'systematic procedure; -

determining; ongoing; needs, interests and aspirations; provide

options, and optimize growth.

1. Systepatic Procedure

- ks .
This' term, as well as the others, was defined in the preceding

o

e

chapter. Briefly, it suggésts that aﬁprogram of individualized
instructidn must have a specific plan, based on an enunciated
rationale, internally cohesive, with provisions for diagnosis,

counseling treatment and evaluation. The following paragraphs will

°

describe the ”sxstematic procedures" for each of the three Career o

Education sites visited

RBS _ .

Y o

.Given that this experience based program was still’in developmental

phases (as all of the career education programs were) it would be un~

realistic to expect any procedures to be in final form. In fact, to do

50 prematurely would}be extremely unwise. ,Therefore this section will

- e
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~..diagnosis of student needs in the subjects of reading and math.

not feed the ILA program but still required instruction‘in,coursesvthat"

describe those procedures in”use at the time of the visit,.

< «
— P , e

In the area of diagnosis, the primary way in which systematic

procedures were employed was in determining student academic needs.

3

The basic academic program offered by the proJect was ILA

&

{Individnelized Learning for gdults). This program ingluded extensive

Sequenced entrance tests provided a way to determine the level at -
which a student was working within each skill area. Students' work in .
the Learning Center was prescribed on the basis of this diagnosié throungh
assignment of specific activity sheets. Each student received individ-

4

ually prescribed work tailored to his/her needs.

. .,
=

There was also systematic provision for entering students who did-

would advance them toward the high school diploma. These studentsf
participated in the Supplementary Education program“(althongh it‘was
optional). The diagnostic system in thisuinstance was based primarily
on“student needs and interests. Two factors affected the diagnostic
;process: student needsafor high schooi graduation and the range of
options available. For each student this pattern was worked out-indi-~-
vidually according to needs, but neither the course activities nor the
bases for entry appeared as systematic as was noted in the Basic¢ Skills T

area. <

A systematic proceduje for counseling was ing developed. Counsel-

ing was not completely “ndividualized in that all students were required »

to participate, but the activities proposed for counseling were geared

toward meeting individualized needs much in the manner of the third—w’

64
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approach described by Merrill and Forest (1970) . described in Chapter
' IIXI of this paper. . A
i . - . . 25

The principal purposes of the counseling activities were listed as:
a. Assisting students in problem solving and career decision _making.
b. Disseminating information. *
.‘ ¢. Helpingi students do needs research regarding the world of work
and determining personal requirements for entry into careers of
their choice.:- .
d. Formulating an action plan.

3

As has been observed, systematic treatment options existed in the

® area of basic skills and to some extent in the Supplementary Education

!

program. Additionally, the systematic approach to counseling content
helped to maximize individual counseling needs. A;fourth area, and
rerhaps the most significant in terms of this particularvprdject,
related to the systematically selected treatment options in career
exploration. |

There seemed to be less systematic procedure in this area than in
the other EBCE instructional components. Studentsechose~career

clusters on the basis ofgpeer influence or tentative preconceptions

about the work that went on within a cluster. For‘examp e, in health’
it was noted that a lot of students thought of the populdr TV image .i
of Dr. Welby, rather than entering the cluster to examine ;ygide
variety of health related occupations. »

During an initial orientation students were introduced to various

~clusters by representatives of employers within that cluster. But no.
systematic decision making process seemed to lead to subsequent choices.
]

In the period between one choice and the next one twelve weeks later,

there was no evidence that students systematically were asked,

60




influenced, or expected to examine alternative career-:-exploration

choices. PFurther, it was noted that students were asked to list

@

areas of career interest on the Holland Self—Directed Search early

ip the school year, but no sugsequent acEiviﬁies were directed
.,at .exploration of those areas of interest. “ |
-Systematic student evaluation existed in the progranm. Agaiﬂ, it
was mo;t evident in terms of the Iﬁk basic sk{lls program. Both at
the point of entry andvthroughout his/hex sequenéial developmeﬁt,
a strategy éxisted for identification §f student achievement and
progress upon whidh futureqlegrninq activities could be based.
Furthetr, an evaluative sy;tém existed that provided for changes in
learning activiﬁies by agfeement between the student ahd the teacher
wpo assigned the activities. ‘
Few evidences of a systematic student evaluation proc;dure
relating to the Supplementary Education program, the counseling

D L]
program, or the career exploration program were observed.
LR 1

a




AEL ,‘ .

This EBCE project was in the Process of completing a compre-

hensive systematic approach which incorporated systems for initial and *

ongoing diagnosis for student needséinhacademic and career exploration
as well as the systematic selection and/or sssignment of treatment
options. The totalﬂsystem included planned -evaluation components‘and
regular counseling. The procedure is diagrammed on page‘6§. While
the- model appears to be essentially complete, some questions remain,
for example, whether there is a procedure for determining .the type,

“extent and content of student counseling. Theqfollowing paragraphs

“

describe specific findings of the site visit. , ‘

e b, . _ .

S sas

As noted at the background section of this. report, AEL was
entering a stabilization phase in the life of the EBCE project.
During the site visit, staff training and orientation to a "Basic
EBCE Operations Logic" and to a "Student Program Development and
Maintenance Process" that had only recently been completed by the
project's Design Unit we}e observed. These systems~designs (attached)
utilized some existing practices which had heen formalized and docu~
mented for continuing usage. The designs attempt to lay out the
specific procedures followed with‘students at several stages-~pre~
entry, entry and orientation, development and maintenance, and post-
program activity. At the timerf our observations, the operational
design was not fully functional. Some components of the design had

been in use, but were formalized by inclusion in this new operational

design. For example, student assessment during the entry and orien=~

»‘,J} . ) ‘
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tation stage will not vary from previous‘bractices. There was evi-
. |
dence of similar tests and assessment.schedules having been employed:

in both the 1972-73 and 1973-74 school years. The project obtained

information from school records and student interviews and attempted

%

to determine students® cburse needs at the time of developing a Student
Program Profile.

The principal new addition to thﬁ process (which was observed

s -

only through role play in the staff training session) was a plan for

career education program planning based on career preference check-
1is;s and a worker trait guié;. The system is, }n part, a result of ' a’
sgparately funded federal projec% qt AEL entitled "Career Decision
Makihg.“ Studeﬁ;s wou;d be assisted in determining therworker traits
of careers in which they were interested, and in locating oﬁher jobs

. Which utilized or required simiiar worker characteristics. The ﬁcBee
card Sort bprocess reduced guess work in identifying worker traits in
various career areas. A guide had been written which associated those

[ 4

worker traits with a wide range of career areas that AEL had arranged
e

for student’ exploration. Eséentiélly, this process allowed for con-

siderable objectivity in career exploration choices and was expected
- :
- k't

to give more precise options to the student who would make the ulti~-

@

mate choice. Finally, a Cross Reference Catalog had been designed  to
assist éach }ea;ning qpordinator in relating job site activities to

the subject area work done by each studeht, for example, in English and-
social studies: The learningycéordinator would develop activity sheets

based on activities the student would be expected to encounter on a

spécific job site. The prescriptive activity sheet, with specific




activities chosen at least in part by the student, constituted the

student's required work in English, social science, math, or other

gbject areas determined by individual graduation requirements. ‘g
o : '

e i

The process described above appeared to be promising, though it%

was not a fully implemented program at the time of the observation.

Job site analysis, probably a continuous task as cooperating

employers initiated or discontinued participation in the project,

was necessary to provide guidelines to the learning coordinators.

Progress in this task was a prerequisite to devising the Cross o

Reference Catalog. The AEL design provided systematic strategies

for developing an instructional plan for each student. Progress on

individual pians was assessed by the learning coordinators. At the

time of our observation, wide variations in quality and quantity of

student work resulted from the differing demands of the learning

coordinators much the same as is seen, for example, when teachers of

the same subje4t in the same school apply different quality and
i

quantity criteria. ) - -




Mountain Plains ‘ ' ‘ e : . 0

This project\has in its developmental phases. 'Consequently not

»

all procedures had Seen systematically defined. However, at the opera=

. tional level certain sygtematic brocedures did exist, most notably in
Y "

)

the student academic diagnostic procedures, job selection training and
change:'and in counseling.
The foilowing is a brief description of the various systematic -
procedures:
1, Student Selection
D Mountain Plains had designed a student selection process which;
while systematic in procedure, appeared aimed toward exclus;on rather
than seiection.
Located within each of the six states are field coordinatore who
had, among other tasks, the initial responsibility for recruitment or
) referral investigations. Mountain Plains statefstaffs conduct and
v complete the recruitment, interuiew and Selection'process for those
;amiiies wishing to enter the project. The criteria for selection
appeared limiting and réstrictive. The selection Criteria (see Appen-

“dix €) consisted of various items presented in a negative statement,
¢

for example: ]
B §,

&

® No families will be allowed who must pay out more than
o $70/month to cover debts or prior obligations (alimony
or child support.)

® No persons with legal or civil suits pending‘willube

~allowed unless acceptance by Moyntain-Plains will sat-

TR

L

isfy the legal obligation.

[
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® No persons with the following health problems will

be allowed: . v

.

a. diabetes not controlled or with complicatlons

b. epilepsy with more than three seizures per year

C, history of previous myocardial infraction with
congestive heart failure or other complications.

da. Tuberculosis active or positive X-Ray

e. Cancer -~ past or active e

£. physical or structiral disability that" restrlcts
mobility or reguires help from others

g. active venereal disease
h.  malignant hypertension N
i. vision not capable of reading newsprint -~ 16" to

18" vision (This will not be a screen out if
vision is correctable.)

Mpuntain Plains countered that the objective ef such criteriag
was to "estimate behavior problemsgwhichqcannot te handled by |
Mountain Plains." -

Consequently, those families (particfpants) selected had been
screened to such a degree that it appeared only the, most acceptable
from among the target population were served, barring many in greater
need of such assistance.

2, Acadenic Diagnbstic Screening Procedure - .Other triteria.for
entry into M.P. stated:

e No husbands/w1ves/parents will have a readlng level

below 5.0 (WRAT Readlng Test) ; ¢
© No husbands/wives/parents will have a math level
below. 4.0 (WRAT Math Test)

Students upon entry sere given a battery of tests including the -

Stanford Achievement Test (SAT) used to confirm the educational status

and needs 6f the participants.

After review of test results, participants were placed in a

73
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Foundatipns Educationwprogram where they Qere‘givén baéic skills
education in an effort to raise them to the reading or math level
necessary for their particular career choice. |
3. Orientation and Core Curriculum
Following testing, during t%e first days of entry into the

program, participants embarked oé an ofientatipn program of up to
five weeks in length.

. Initial orientation involved the intrﬁduction to the program
staff, discussion of program objectives and_assistance in adjust-

ment to the M.P. envimonment.

Following this segment, the participants were involved in a

more “"specific format" of orientation. This process was termed the
"Family Core Curriculum." All participants participated during the

first few weeks in the program. Some of the courses offered through

this process were:
® Health Education - a basic health program giveﬁ:for twenty
hours over that initial five week period.
® Home aaﬂ consumer management - an expansioh of an earlier
consumer educa@ionuprogram. The two bourses_were aimed at
and management, including banking, budgeting, decoratiné,

grooming, consumerism, planning, etc. The Consumer Ed.

section required approximately 15khouxs and the home manage~

=

ment portion required 20 hours.

® Career guidance =~ equipping participants with the materials

and knowledge necessary to initiate career exploration; to

developing the participantsﬂ skills in better home planning

-




P

make career choices; to develop interpersonal skills; to

‘e ) }' develop a "marketable self," etc. During this course,
-students were assisted in begiﬂning their actual e%plora_
tion o£ ﬁob and career oppoétunities through the Mounta;n » .
® : Plains program. After having sat in on gro?p i?tefést .
sess%ons and having gone through an individuali;ed inter-“ )
" ' pretd%ion of the Ohio Vocational Interest éurvey and the‘
® » Genergl Aptitude Test Battery, the studenﬁ'was then permit~ ; .
ted to explore . (by reaiity testing) -~ that is‘té spend al a °
) day or so‘with one of £he career areas to ascertain if the
v. results of the OVIS and GATB did indicqte a ppssib;e career }
slot for ihe partici§ant. ’ s .
4, Co&hseling - This program offered thpnﬁaréioipaqts a geries of |
® . group sessions“where various types of personal, sqcial“orufamilial -~
problems were dealt with so ﬁhat participants were able to concentrate
o . .
on progyam studies. o ‘ o8 . i . ’
Y 5. Career Guidance ~ A Seeminglf well defiA;é and strong systematic
procedure was observable in the Career Guidance ar;a. o - ’
Following the firstéfive weeks of orientation ggd exploration,ﬂ
o the partiéipant chélces of the career areas for in~depth exploration
and trgining were reviewed throu;h the'Career“Guidance group which
was responsible for many of the dore Curriculum Activities.
® Students selected from the five areas available ék Mpuntsin
Plaing: -0ffice education; food services, lodging service; mobility 2,
and transportation occupations; and construction and building tfaées
[ occupations (a new area - marketing and distrigution - was be%ng planned
P - ' L P
(o N . 4
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- at the time of site visit). ex .

’.; On selection of these areas, the participant decided on the
&5 - ) . #

lévelbwithin the career ladder of that area, for example, in office

=

" education such levelé would include: £file clerk, receptionist,

. o , ¢
mlerk-t;;ist, and stenographer and_secretafy. There were various
educat%onal requiremehts fér various positions, so that it was

q necessary for participénté to ;ake courses necessary to reach mini~
PY wmalmeducational requiremepﬁg. Students received basie skills instruc-
tion through the Foundation of Educatién section. ?h; courses were
individualizad~through use of Learning ictivities Packages (LAPs)
PY and multi-media trainin§>instruments. )
While acquiring‘these basic skills, sfudents also beg;n'training

@

in the carézr aréas of their choice. Tréining in occupational areas
@ a relied on individualized approach and 1a$ted from six to eight months
‘ or more, depending on the abi;%ty and effoxrt of the participant.
sgydénts were monitored and reviewed every six weeks‘for the
® M ﬁu;:'pose of assuring progress 'in the program.. If progress was not
indicated, participants were counseled to or weée ;llowed to chaﬁge ¥
‘areas of exploration and training. |
® “ When a participant decided he was not satisfied with the area
selected or when it had been det;rmined that the.student's progress
was not satisfactory as a result of the six Week monitoring process,
L then a program change w;s considered. |
Program option changes were differentiated from program level

changes, in that the program option chénge indicgted a major move from

® one area to the other such as from food services to office education,
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whereas-a program level change qasfmovipngitﬁin the area eitherx' up
! p : )

: : N . ) -
Py or down the career ladder accor&in;g to indicated ability and achieve~ .

ment, such as a move from f%beptiénist to clerk;typist or secretary.

|
k

\ ¢ . i

If the problem was one of academic achievement=-~the stodent not

® passiog the various tests, both baslc“skilié and bcctpatiOnal educa-v
. tion~-then the-foundation educatlon staff -was responsible for identi~

fying the causes and suggesting p3881b;e solutions. Foroexamp1e~ df

® a union requirement stipulated its auto mecﬁanicqushauld’have an 8;5

grade average in reading,;hd if a 6.5 reading average was necessary

to read the manual, then achievement ‘of goals had to be-assessed in

3»

) oonsiderihq a program or level change if the participantloid nét proé

gress to an acceptable minimum level. ’ » | i ‘t“.
Students were retested or otHer methods of the ﬁ?dividgali;ea i‘“i

® learning approach were attempted. If progress gtill was not'showh,
the student might be advised of a program,or level change where 1ower
reading ;;:1ity ‘would not hinder his or ﬁer progress.‘

® a If the problem was one of placement dissatisfaction~~the bart%ci-

7 pant, for some reasop, no longer liked the job for which he was train-

ingé-the Career Guidance division was responsible for asegstigg»the

-

® student in evaluating dﬁether or not a program or level change was

indicated and if so to what area or level. The Careexr Guidance staff

relied on various assessment_toole to’ﬁelp identify the problem ox

® ‘theasolutions.e A review of such test reéhltsrasvthe OVIS or the GATB
might be. inﬁicated or additional instruments such as .the Personal

Orientation Inventory, the Mooney Adult Problems qheckliet or the

16 P.F. might be used in planning the next move- of a participant.
\U / o . N




-~ Although job exploration was encouraged at Mountain Plains and.

three changas were possible for each student, there was a concern
. d - -

. about thosé participants who are identified as "chronic program
goers" (People who move about the country taking ahvantage of fed-
erally sponsored training programe) or the "hangers-~on" {people
who find their houses and their lifestyles too nice to 1eave:) It

. -lg .feared that those students use the program change "at the last
minute" to prolong their stay. Coﬁ%%eling staff members documented

some participants who had employed such a technique to extend their

>

stay from approximately one year to eighteen months.

‘Because of the coéts which this entailed, the career guidance
w%it monitored thé progress of students every six weeks in cooperation
| nlth the Foundarion Education and the Occupational Preparation staff
@to identify such problems as ~early as possible.

/

;Jz. Determining

This element, as defined in the preceding chapter; relates to the

type of assessment process employed. The preceding section focused,
in part, on whether or not any systematized procedure for diagnosis
existed in the three projects. Here the focus is on the scope and

type of assessment procedures. ) ) -

RBS L ) L

D“The assessment process at RBS had a well developed program for

assessing student needs in the Basicgsﬁills program and to a lesser
extent in the Spppiémentary Skills proéram. The.basic Skills proyram
at RBS afforded the most direct relationship between student assejsment

t

S

and in%tructional prescription. EachJ/;udent took an Entrance Te

b~

R
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and .from the results he was scheduled into.any of eight levels
within five skill areas of reading and eight skill areas of math.
The student could demonstrate sufficiently high skills to bypass
basic skills instruction or pould receive enrichment activities
related to reading and math. The key to this entire process was
the ILA‘program, which was developed at RBS. . —

The project held as a major goal the ability to get each
student to the high school diploma level. This necessitated, in
part, determination of credits needed to satisfy state course
requirements. ‘It also meant that some elective courses had to
"be available for thevstudents who were;twelfth graders in the
_ pProgram. The Supplementary Skills program provided ongoing assess~
ment of student needs, developed course options for them, and aided
students in satisfying high school requirements. This component
will probably phase out of the RBS program if an enrollment éattern
is maintained in which new students come from a4 Philadelphia
high school. They could take various electives at their home high
school and satisfy course requiréments in areaslike physical

education and driver training. ' Q .
Counseling assessment appeared ‘to have measures for determin—(§ Lot
ing student interests and aspirations although it was not clear
if. there was a systematic procedure either for raising student
aspirations or for making them congruent with abilities.
Counseling and Guidance conducted 4t RBS focused on provid-

ing a set of experiences aimed at yersonal and jOb skidl develop-

ment. In the area of personal developmené‘ for e#ample, a

. 79 © o, < a’
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Eurricu;um%approach had been deve;oped that began with a self-~

i

® assessmentﬁ examined ways the program could help overcome identified
deficiencies and formulated an action plan for meeting students
goals. In another guidance curriculum unit, students engaged in a

o bPersonal po¥ition audit, another attempt to .examine where they were,

| - - 2

" where they wanted Fo go,/and how to get to where..they wanted to go.
Both' standardized tests and non-normative exercises wexre included
o in thisvprocess. " The design of materials in the guidance and counsel-
ing areas gave evidence of careful atpempﬁs at both ngf-and counselor-
assessment procedures. Time constraints did not@allow”{he team to
® view counselinq and guidance sessions in process. However, the
meéhanics forvassessment activities were present in prepared cur-

] . -

riculum- guides.

&

® Asgsessment procedgﬁgs related to Career Exploration were not in -
' evidence, In this area,»students appeared"to ent;r cluster areas
based on their desires and interests. However, formal measures or
® standard assessment procedures for determining those needs and
interests eithfr were absent or were not visible as determinants;of
plgcgment. ‘That i;, other than the student expreSSingiFn interest,
often based| on sketchy knowledge ‘of what a cluster might encompass,
we observed| no strategies by which regular assessment p}ocedures led

to career exploration placements. It should-be noted that most

students who were two years in the program would examine six of the

twelve cluséers that had been defined. 'bnlike some EBCE programs,

there seemed little repe%ition of a cluster area over the two years
e R -

A

in theXprogram unless the student reentered one on a specialization

<= basis. Thus, the range of experiences provided a broad sampling of

o available options even though there appeared to be few formal

80 ,. «
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pro%edures for aiding the exploration choice. One48f°the'ways this

choice was reportedly made was through direct student and counselor/
coordinator meefings. While we did .not w%tness such sessions, we met
with a number of students who particularly noted the more limited
laccess to counselors this year than last. Th;s was due partly to a
" changing role for the counsgloi and ;artly becayse the “counselors
were physically removed by several blocks from the Academy.
AEL i

The assessment procedures at AEL seemed t bé somewhat more
limited than those at RBS partly.because the iatter used the ILA
program which incorporatéd extensive acadgpiC-asséésmentr and partly
because the AEL program served 1l2th graders only, thus limiting the
amount of supplementary courée work (and corresponding assessment),
which had to be completed for high school graduation.

- Primary diagnostic procedures included a determination of cburses
needeq&to complete t%e graduation requirements of their Kénahwa
County high school, a review of school records which contain subject
grades, test scores and other demographic data, and‘administraqﬁon
of the Kuder Preferenée Test and the Iowa Test of Educational
Development (ITED). For the Career Bducation component, gtudents

-

-1listed career areas, if any; in which’ they had a special interest or
‘éesige for information.a

In designing the Student Program Profile, not all of the ab9ve
data wasvﬁtilized. It required four to six weeks Eq obtain fes:ﬂ
results on the ITED. A student's program was well underway by the
time these rgsults were obtained, so that thg contribution of the

ITED served more of an evaluative than prescriptive purpose. "~
: 4 ‘
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Much controversy has arisen over tﬁg use of standardized ability
tests. None was obgerved in the diagnostic prqcedure at AEL and very
little information of this nature was available on each student. On
a samplé of 24 of 45 current students, no I.Q. measure Yas"ﬁqynd iP the

: J

records for 12 of them (50%). For those where scores were éhown, i

¢

was usually an Otis or bfis-Leﬁnon group I.Q. test given in grade \
It seems unlikély that student ability measures provided a significaix\
input to the design of individual studeq;,programs.

As has been observed, AEL enrolled almost exclusively students
in grade 12. The reason for not enrolling 10t£ OF 11th graders w#s‘
‘cited as‘hue to the uncertainties of program céntinuation_fundingvfor
ensuing years. Aléo,“by enrolling students who are in grade 12, they'\
are virtually assured that the student will be over 16 years of age
and will be eligible fq; placeqentdon job sites with fewer Pair Labor‘
Standards Act (FLSA) restrictions. Choosing students within théir .

¢ - © P .

"last year of high school matriculation further delimits the range of i
academic requirements that must be served. Almostaall students needed&
some form&of Enélish or éommunicationé work for completion ofvstate
requirements for gréduation. Other basic instruction in math, saci;l
studies, and natural science was offered, but math and science courses
such as trigonometry, calculus, and physiecs were not ava%lable and ’
atudents‘wha needed . or wanted sueh courses were not encoﬁraged to en~
roll in EBCE. The need for extensive diagnostic procedures ¢n these

supplemeht&f& areas did not appear gignificant. Discussion with AEL

staff revealed that major emphasis in program planning was placed

on student interests and desires. However, the assessment techniques
for determining such interests and desires appear to be rather limited.

QOn an initial information form completed during recruiting sessions,
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students were asked to list areas of career interest. In a sample of

L) © 24 participants, 18 listed;one or more career interests. Ten listed

3

s

3 or more»choices{ The attempt to detenmine student exploration
. acthltleS appeared to emanate most directly from these stated desires,

. 5- both in the proqram s past procedures and,inﬁthe;newly established

Vdesién. For students who ;ere undecided”or uncertain about their
interests, discuSSions wit?elearning coordinators or counseling staff D
presu;ably determined the career eXpioration area in which initial

a

experiences should occur. ﬁEL %;actice would seem to suggest that

students'ﬂch es or any expre;Lion of interest in a Job area would

4 0

L 4 C be the primary plécement determinant; The project arranged tours

”
b
'

> of sites for small groups of stude%ts in order for them to obserfza
some of the types of work that could be explored. Among 64 emplojer

sites participating.-in 1972-73, six sites were used almost exclusively
for student tours. They included a legal -research and defense group,
el i 7

-~.—an electric company, a telephone company, a state government agency,

e 5 B »
oy . "

and a restaurant chain. Other tours to a variety of sites were

used to enlarge students:/careereperceptions. _ e .

Mountain Plains

. v oy

6 S ' ’ : “
e The’ academic and guidance assessment proceSSes of this project oL

&
i o

were@described in the section dealing with “systematic proceduresd

LY

c ~ = In addition to these assessment components, the counseling‘section h
¢ e, v P L ; .o 3
y at Mountain Plains also .employed a rather extensive diagnostic pro- .

“

cedure. Thi Career Guidancé sectionfworged with the Counseiing unit

° n- . - "‘7 i ’ .
in determining -interests and aspirations as well as social ahd.emo- »

e B 3
. o . P B e 3o,
@ i A « N v
¢ s
- - v 4 r
" ‘ ) B

tional needs. <

These fwo groups wcrked/together in the initial orﬂentation;gf/

e “students to- the proJect and in the continued effort to: teach students

” ”. ¢ .‘ “ i 78 )




the materials necessary to make career choices and to resolve personal

and family problems during the time that they were at M P. During the
orientation, they tried to stress that it was a career. education rather

than specific technical training that they wanted students to receive.

¥

They stressed interpersonal skills and ability to present oneself

in a marketable fashion; they attempted to get the students' goals

straighl and to raise their_aspirations. After initial testing on
the ohio‘Vocationalenterest Survey and the GATB,'students moved into
the family core required courses. - An attempt was beingimade to move
the guidance curriculum away from a hard core curriculum program into
activities which were more meaningful to the clients in‘reviewing

work areas in which they would be interested. Guidance was defined

as information giving,'sometimesﬂthrough group processes., In these
T B ~ ‘;

initial activities, students tended  to have few decisions in the wS?k\

[

that they d4id because it was a prerequisite to making later career

“ o
& Iy

‘choices or occupational preparation deCisions. It was indicated that

role playing*and socio=dramarwas utilized in group work in the career
décision makinglprocesses. They set up a mock situation and then had
tﬁ; people " function or aLtaout roles within this mock situation. )
; _ T .-

'A new piece of the careerrguidgice curriculum involved a unit oalled

v

The worldﬁof Work in which students would be once again given train-
‘ing in how to apply for ]ObS, how to interview for jobs, and othef

such personal characteristics or qualities needéd in acqguiring employ-

!

~ . . B -

ment.

In the counseling area, an attempt was being made ¥o involve

¢
people more and more in group processes rather than in indiViduali%éd

s

»counselingi It was d@id\that many of the clients could very quickly

L

and easily become dependen@ upon counselors, and an effort was being

Q - o W ,




madé to reduce'the possibility or the frequency of suchvdependency;»

®

The counseling department used an assessment procedure which included

the following tests: 16 P.F., Personal Orientation Inventory, Moonéy
@ b = T

@

Adult Problems checklist, and a.log¢al questionnaire. The choices that

individuals had for counseling included group or individual counsél?

o w

I . sl . ’
ing with or without the ‘spouse préesent.. L i
- S ; - '
3. Ongoing basis .

As defined previously,'"bngoing" relates to the frequency of

.

assessment. This does-not suggest that frequent intervention is

-essential, but rather that there is recognition of the‘need to con-
tinously examine student progress and placements. .
RBS )

T & < [
% g .

The most systematic”ongoing.assessment occurred in this program

O

primarily .as a result of the involvement with” the ILA program which:
"

G 2
o

incorporated A2 continuous monitoring evaluatiOn mechanism. ‘A note-

book was maintained for every student engaged in basic skills work.
i » ; -
The student's placement in,various ILA activities was'recorded and

when students completed each performance objective, ‘they proceeded

to the next.' When a given level was completed, students moved. to

Py
Yo

xhe next higher level. Usually, they were expected to achieve the

¢
-

°ob3ectives Within all areas of math or communicaticns skills at a given
level before going to the next level. Forvexample,,students would not
l*’ - } .

D v
_ be' likely to move to a higher level in addition-subtraction unless o

theyﬂhadwalso completed the applications objectives .at that level. B

-~ The ILA approach required a regular review of student progress and
e - © L -
‘ appeared responSive to the criterion of ongOing assessment.

s

The ‘£requency of assessment ‘in the Supplementary Skills program

‘appeared to be mainly a function of course completion.

. Q ‘ . ) ’ -
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o

Thetfrequency of‘assessment as it was a part of the Counseling
® - Guidanca4prog{gm abpeags to have been hampered this year as a result
of the location of the counséle¥s. 9

The counselor/coordinators, ;bsitions that were subcontractea
® to the Chamber of Commerce, were housed in a building several blocks
from the Learning Center. Eachyweek several of these persons presenﬁed
guidance classes to groups of 10-15 students at a time. In addition
o to their responsibilities for coordinating the career exploration
portion‘of students' activities, thei£ role included direct personal

. counseling with students. One-to-one involvement with students seemed

@ ‘ critical to maintaining an awareness of the problems and needs of

T

students. Yet the placement of the counselor/coordinators made it

difficult for them to be cont}nuously aware of student concerns. Not

® only in personal matters, but also in the career exploration program,
it was important’for student reactions to be regularly and openly
perceived. For the same reasons noted above, students reported thef

® did not talk much with counselors about their progress and response

to their experiences in the various career clusters. Y

@

Within the area of Career ExploraFion the néed for frequent assess~
e ment beyond that ;hich was regularly sche&uled (every 12 weeks) was
mitigated somewhat by the frequency éf changes within clusters.
Studenésﬂat RBS usually engaged in exploration in three clusters
¢ each year. If a student entered a cluste:% and found that he did not,

& . -
for whatever reasons, wish to continue, it was indicated that he could

change but that was definitely not encoﬁraged. Each 12 weeks a new

0

cycle bedan. and within each cluster students went to the same enmployer

only three or four times. Thus, any dissatisfaction at a given site

(=]

: was likely -to be dissipated by alternating ‘to another site every few
® O R m 86 ”
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weeks. Tqé projéct seemed sensitive to students' desires, but did not

j., ~encourage frequent changes:- in career explorations.

.
o

AEL "’ R -

Although it dppeé;ed evident that program interventions occurred

~

@ frequently fofistudents in this project, it was not ciear to what
extent these cﬁangesqwere the result of frequent asseésments of student
needs and progress or to what extent they geré routine séheduiing

® changes.

In the area of Career Exploration a review of weekly work plans
for our sample of students .indicated a pattern of frequent site
® exploration change. Records displayed program activities over

3

approximately 16 weeks of the 1973-74 school year. For students w#o

&

had been in the program for the full 16 week period, the minimum

o Pumber of sites explored (i.e., at least three days on site) was two.
Pl

(One exception was a boy who had been in the program slightly over a
month who had had one aésignment.) The modal numger of sites ex-
® plored was five 'and the average was 3.9. The records showed that
fifteen of the twenty-four students had repeated a second stint at a
previous placement, though not necgssafily on consecutive assignmen?s;“
@ Many of these'went to different job areas at one location. For,examg}e,
.a student might move from the emergency room to the physical therapy& m
section of a large hospital. We counted this as one plaéement, but:
;. it was apparent that ﬁngoing assessment occurred fo modify the place-
ment. In other instances, students returned to the same qeneral
duties at the sa?e location because of a need to obtain mqiglinformation

® about the-site and its career potential. No evidence was observed

in'whichga,student remained at a single site longer than three weeks

4 F

without review and reassignment to that same site or to another
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station. Learning coordinators were reported to visit students'

employer sites, and a few reports were noted in the files of such

site visits. However, in no instance did we locate more than ohne

| per file despite the fact that the average number of sites explored

was nearly four. (a secretary reported that some reports of site

visits during the preceding two weeks had not yet been filed.) The.

" data would seem to suggest that learning coordinators (there were

seven' listed on the organizational chart) did not routinely visit

each student at each employer site. |

‘ At the sgme”time that a student explored an‘employer site, he

had other school. assignments. Some were to be done in concert with

his career experience. For example, an English assignment might
include interviewing and writing a report on the work of a specific
department administrator. A science assignment may include partici-
patinggin and explaining the procedure for blood analysis in a hospital
laboratorg. Other school assignments reguired that the student attend
the learning center. Records we reviewed showed that each student spent

9

at least one day each week at the learning center, There it was pos~

J
sible to work in the learning lab on activity assignments, to. meet

with counselors and/or learning coordinators, and to practice in the
typing lab. It appeared that academic assessment occurred on about

the same frequency cycle as Career Exploration’assessment. The specific

system and content for academic assessment was not evident.

Mountain Plains

As has been discussed in the preceding sections, the Mountain

Plains project has mechanisms for. the ongoing assessment of students

. S

in the areas of career selection and achievement and in counseling. ?j

Student achievement of curriculum objectives seemed to be the%ﬁey
& 2‘ ’

"to evaluation of the appropriateness of original job selection. When g

<y
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lack of progress was observed, the career guidance and éouhselingk
® sections worked with the student: to determine whether problems‘ﬁere

*‘\thskresult of inappropriate job selection or if they were related

to personal problems. This process has been described earlier

-

® (p. 71).
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4. Needs, Interests, Aspirations

Much emphasis has beenﬂplsced on student academic needs
throughnut-this psper.u It has been our: position that wh;}e forced
choices may be inconsistent with the theoretica1FEOncept of total
individualization, eertéin skills (most notably reading‘and
mathematics) are ‘so basic to successful living ané to optimizing
career choices a program may hare to insist on student achievement
in those skills and provide appropridte instruction time. Stuient
needs are not limited to basic skills, nowever. Other academic

requirements are aléo needs which the program should accommodate

and, of course, students have social and personal needs to be met.

In the context of career education, student” vocational interests

would seem to be the most significant interest area to be

considered. However, the programs must also take student interests .

into account in the selection of adademic ﬁroérams and materials.
The problem of inappropriate levels of aspirations especially

among wemen, minorities and the disadvantaged was discussed at

some 1ength in Chapter IIXI. The primary;points of emphasis were

that programs should assess aspiration and ability levels carefully

in order to both maximize congruence between them and toaattempt to

raise the aspirations of those students who appear to have settled -

for too little.

RBS: : . - ’

iemstam * @

Based on the definition of individualized instruction adopted '

in this study, i&~appéared the RBS program was in concert with the

o =
.
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position enunciated herein regarding basic skills instruction. That

program has already been discussed but it is important to note -
1 R

again that the structuredjbasic skills format ahd lequired partici-

pation for those with’lowvachievément in these vital communications

=

and math areas represented responsiveness%%%kstudent needs. Beyond

" academic needs in the areas of basic skills, efforts were made to

-

accommcdate both needs and interests in the supplementary skills

S

program and in the elective courses provided in the regular high

school.

Students needs were erhibited on”another level when they came
=2

with personal, social, and educational problems to the school staff.

Staff people appeared to ‘be aware of and sensitive to those student

needs and seemed to take extra minutes tc respond. to student's concerns.

Moreover, the students int;rviewed were open and willing to share |

their feelings about the EBCE program. The environment in the learn~-

ing center seemed conducive to a sharing of feelings and ideas, which

suggested existence of an open atmosphere in yhich student interests

would ke heard.and responded to. ‘
In”contrast, recall the separation of the counselor/coordinator @,

group from the learning center. The inditidual counselors with whom

we visited showed concern for stgdents' career exploration needs_and

their personal aspirations. Yet when a student had a pressing problem,

he could not easlly express it to tHe counselor/coordinator staff;
Instead, he was more -likely to disfcuss the problem with learning
center staff, with peers, or to repress or internalize his needs.

A relocation of the counselor/coordin tor staff would bring them

more actively into a position of on§oing interaction with students.




e

In our visits to EBCE sites, including RBS, there did not appear .

<
to be¢ any unique or specially scheduled activities designed to modify
One staff person at RBS viewed the entire career

e

student asgirations.
explpration program as a mechanism for changing attitudes and aspira-
He noted that the intent of exploration was to give students

tio‘é.
sure to a full range of jobs in a given location and at three or
In two years in the program a

J locations within each cluster.
ent could exploxe six clusters, up to. 25 job sites, and the wide

»

stu}
vaﬁiety of.jobs that would exist within those sites. It was felt
thdt this entire process specifically strives to provide experiences

goals.

th;t will impact upon students'
The RBS cluster approach is based on an "institutional approach"

The former emphasizes
e

{ opposed to an "occupational approach."
meon work functioJ&xand occupations within categories that cut

cross institutional lines. For example, bookkeeping and accounting

unctions would be found in nearly every enterprise in some form.

-

The RBS "institutional approach™ has grouped employers under twelve

fclusters as follows:
l. Communications and Media
Health

<

Manufacturing
Government and Public Service

2.
3.

4.
Marketing and Distribution

5.

6. Transportation

/
X 7. Construction
8. Apparel
btilities 2 .

| 92
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10. Labor
o " , 11. Financé
12. Education and Personal Development
A student who participated in a*given ?ﬁuster would gain ex-
: ;

® posure .to the wide range of jobs“related to thatrcluSter. In health,

.

for example, he would observe functions rangind from basic custodial
jobs in maintaining a hospital to technical jobs in laboratories to
® professional level jobs such as nursing, pharmacy, and physician
activitles. ipat range within each cluster, it was argued, dées much
to broaden the in&e?ests and modiff the aspirations of students, Qith-
® ” out imposing egternal valuﬁs on students. There seemed’ to be éome
reluctance to design:.and initiate programs which were gpecifically
intended tb alter and "upgradg“ the aspirational level of students.
® . The rationale for this position at RBS might be related and
referenced to their guidance philosophy. That position was that an
individuﬁl should have freedom and responsibility to make decisions.
o The aﬁility,to make those decisions is based on information and ex~-
1“‘perience which thé organization provided throughw;ts developﬁental
and educative f;nctions. "A student is Helped not only to deal with
® ' immediate concerns, but to identify more deeply who he %# a;d whét

v
he might become." (Career Guidance Unit Background Information, I.

+

‘A Rational_for Gdidagce.i
® AEL ; ' ' ) N .
It has been suggested that some basi; skill instruc£ion may
have to be reguired for students with limited foundation skills in
® , areas such as reading and arithme%ie. In accordance with instruction
of this sort, it is nécaséary to diagnose. the 1earnexs"’qprreﬁﬁ

skills and abilities and then to design a prescriptive program of
- & . - Q
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¢

remediation, if necessary. Particibafion by the student in such
a program‘yi;l, in some instances, have to be imposed as a require~

ment of EBCE matriculation. However, in .the AEL program no .standard
a .,

diagnostic tests of school achievement were observed, nor were
v »

group or individual tests of ability used to get a global view of

- what might be expected from each student. Every student had an -

opportunity to display his skills and abilities without pre-judgment
and such an opportunity for open choice and exploration seemed appro=-
priate for studenﬂs, many of whom have experienced frustration

and failure in the past. Wwhen new frustrations aro;e out of EBCE
matriculation that were the product of limited basic skills, an
individualized mechénism or program to remediate or improve those
skills séemed lacking.

However, %he AEL program placed major emphasis on student
interests and désires in‘program planning, Specific learning
activities to satisfy high schogl reguirements were designed.ané
monitoréd by learning coordinators. These people had a responsi-~

“bility foi tailoringkthe assignments to individual students and .
for establishing quality and quaﬂtiéy requirements to fit each
student. The project required that each studént selecfﬁtwo
subconcepts each nine weeks from one or more of the five coéncept
areas it offered (socialascience, natural science, mathematics,
gcommunicaéions, and career development) depending on the subjects
Vinlwhich the student needed credit. within any subconcept (there
were 122 to choose from), the student selected at least two
ipstrﬁctional 6bj;ctives to complete during the nine week period.
The process was priﬁariiy one of student choice of objectives for

quarterly concentration, with jud¢gment of accomplishment left té
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the indiwidual learning coordinators. Some p;ob}éﬁg'arOSe in

14 “ o

this procedure,,sincé"not all L.Cs were expert 1in all éubject ‘ o~
areas. Indeed, in the.first yearMof operatiog, the L.Cs (formerly
called program managers) wereremployed because of knowledge or

skill in a given subject area. One L.C. in reporting a student's ¢ e
work for the first nine week period in 1973-74 noted that the

# : .
student was doing well in higher algebra "so far as he could

determine.” While his observations were more exact in other
subject.areas, his lack of expertise apparently limited his ability .
té make a precise appraisal in this one area. That was neither
Py unéxpectea nor unpredictable, since few persons woula possess a
full range of information across thg 28 courseswwhich AEL lists .
for high school credit. ‘No mechanism was observed or described
Py to us by which certain technical areas were regularly assigned to
' ~L.Cs who had specific academic training, for example, in chemistry, 2N
algebra, or economics. |
® As was observed, aspirations are also significant facets of
program individualization. When aspirations are discoré;nt
with aptitudes, the program should assist the individual in
() resolving the discordance. One way such resolution can be achieved
is through personal counseling to consider the availab1¢ alterna~

A

tives. 1In the AEL program each learning coordinator held a

o counseling responsibility. 1In addition, a senior staff member

at the doctoral level worked directly with students on the resolution

@

f personal problems either involving some aspect of their daily life‘

or in career éxplorationédecision making. Two other positions

‘@

&

were filled by counselor/coo;dinators, both of whom were reported

to have had previous counseling experience. At least ten people

ERIC . 0 9%




, in the EBCE prwgram thus had assigned responsibilities which included
7‘} counseling of sltudents having personal or career choice problems.
< . “
Given that one of counseling's principal goals is to assist éagh o

student in optimizing career goals, AEL provided a significant
) level of counseling assistance.
Another way to view career aspirations is to record changing

oo student goals through the course of an EBCE program. One staff

J

i; member at AEL examined therstability §f»scores on the Kuder
Preference Test for 1972-73 students. The test was adminiséered
"three times during the year but no significant changes werg

‘ noted. Another instru%eﬁt useé in~15;2¥73 was the Career
Development Inventbry which is intended to examine maturatié; in
career decision making. The resultg of administratién ;of thiﬁ

L inventory are discussed in AEL's report number 37 - Analysis of '

. Scores on the Careerxr Developmént Ihventory, September, 1973. The
. .

measure suggested&good gains in maturity.&uring the firgttgemeater

o of 1972-73. Neither the continuing studentd nor those who entered
in February of 1973 showgd any significant change when retesﬁed ¢
again in May, 1973. It ghould be noted that changes on such tests

e do not ngéessarily imbly inecreasing asplratioen, perhaps qnly :

greatef realism. It was ;eported that the objoetive of the EBCE
program was to encourage realistie careexr choices, a c@ﬁéept not

® synonym@usgwith incréased aspirétion. The statédreduéatiénal goals
of AEL indicated their desire to develop in students £he "abii;ty

to make appropriate career decisiens" and to "become knowledgeqble/ .

. o -
o g

about careers, jobs, and the job market."

90
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It was observed thatkmuch emphasis was placedio - nitial

LI s

x®

“*;ggglonga ng asses ent procedures relatimr'"o”needs, interests

Qand.qspirations in thiswp;%ject;' Thﬁs emphasis may be related to-

e V —— —

the fact. that this program was not in the business of helping

v &

. adolescents explore career options, but rather in the serious

—

training of adults,. most of whom have family responsibilities, to

®

: function in the real working world upon exiting from the program.

' Additionally, the project dealt daily with the ‘social and

vocational problems of the disadvantaged (both men and women) ,

the population from whom the pro:ect's clientele are
drawn. The determination of needs has already'been described, j

however, this progect dealt with unique problems (as compared to other

Loy

A% L2 .
: Career Education projects) relating to interests and aspirations.“b

e e B e Pl
g g

'In terms of interests, one major problem this progect/faced

related to people previously mentioned and referred .to as "program (

i
N @

goers." When a student expressed an interest to move to another

area .and change his plan, the project enconraged'that he explore'in

several ‘areas, see‘what was going on there, and_learn aboutﬂthe
demands of different jobs. before a plan change was implemented. The

. e N 6

prnblem—that céntinued to plague‘the project was. ‘that notaeVeryone

movgd to the end point of his training progran, The project staff

@

took the pOSltlon that whether or not the final goal was accomp—

)

1ished, there should be some benefit to the student through his
participation in the program, and his ability to go out and get

a job should be enhanced. ’ ° .

W
+ w
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ge;f.vThe problem of dealing with student interests was especially
& [3
@ - confounded at Mountaln Plalns in dealing with the mlnorlty groups.

- -
-

ee——eue-eApproxlmately twenty—four_pencent of‘M Pr-students—aae—menefities, — -

e &

_________mQst1¥_American_1nd1ans*_umheucho;ces—madA_b¥:Amexican:I£dlan —

- 9

o and other minorities were said to closely resemble those of white
males. However, fewer minorities finished theiprogram than was
. ]
true proportionately for white males or females. It was stated

@ ; :that magy Indians felt they might be ostracized if they learned a

-

trade or a skill and thern had to leave their previous culture in

order to utilize that skill. This is an almost inevitable result

#

® of the training sinee'thevkind of training offered and the kinds’;
of skills obtained may go%%be marketablé on Indian reservations
and may rquire jobs within nearby cities, sometimes major metro- -
."w politan areas. Indigp retention in the project ;as said to be
inversely related to the‘dietance of M“P to their reservation.“
The closer the reservation was ‘to Glasgow, the more llkely they
~were to return to the xeservation and resign the project.
in terms of aspirations, it was noted that many participants
. ) come with expectations that are too high and- expect to. be
o | transformed at M.P. in short oréer. A few people such as minorities
and women may often come in with expectations that-are too low

and the job with them is to raise their aspirations. White, migrant

type males, people whe have moved around a good deal in jobs in the -

B

past, tend to see the program as one that will train them for jobs

at a very high level, such things as lawyers and scieﬁtieté. These

beople were said to have.very low ego strength who tended to over-

compensate by setting impossibly high goale{\ It was noted that many

of the men at the project wanted their wives in jobs which weré more

98
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of a subservient nature, and resented the wives becoming so skilled '

+

PY " that they could operate independently.

M.P. because tth were part of E_an extended family aniio_und_,j:hat—_%

o . completely lacking at M.P. Some of them went back home to the
reservation and often forced their husband to resign the project a‘nd
join them. 1In an attempt to combat this, the project was working

?
@ on a community development effort where Indians intexract with one

N another as’a kind of Indian Union group.

4

) While all training optiodns were oper: “T:o women, most women came .

®. to the MountainPlains program thinking about jobs which have

traditionally been fill”ed by women. Thi's was illustrated by the

fact that the maJor proportion of women go into office educata.on ’

L © occupations. Not only the woman's attitude about the job, but .-

“ frequently her;.uyusband"s position as well tended to determine where . (

she chose to receive her training. Additionally, the types

 J of jobs available to women in their home Qtowns affected their choices.
One area where women took a good deal of work in the past was the
area of social service aide, However, becausevof goVernn;ent cuts

® in su::h ‘programs nationwide, the mar'ket for such 'jobs has s_hrunk
remarvkably. M.P. discontinued that ”program.

Only three to five women have beern in drafﬂtinq ‘and only one

e or two in’'small engine repair. Some ,will probably go into mar~

keting and distribution when that cluster is dev_el‘opial“dﬂ.

In the practical application of aspirational levels, it was
stated that some job clusters have lower status, for example, food .

services. It was indicated that many of ‘the students had previously
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® Y
§
b

worked in restaurantscés waitreqses, cooks and dishwashers ané
N e 4
@ generally had a bad image of the food services area. They did

rl

not think about the high level chef, but identified rather with

_the hash slinger, short order cook, br other menial help found .

&

e in a food services establishment where bad hours and other

s

working conditions are ?3} always favorable. ‘It was noted that

a few significant successes had occurred in a couple of areas

&

® - such as motel management, and there was a major rush on the part

of many students to enter this program.

-

@

<5, Providing Options ' s

¢ o ‘This component is the single one m;st frequentl; equated with
] individualized inftruction. As defined in Chapter II, a compre~
hensive system of 1dividualized inséruction in a career \3
* education project should incluae a variety of options in thg»areas
of academic instruction, career exploration, and counseling.ul
o RBS
The basic skills ?rogram Has been discusSed at length as has
the range of instruction available to students within the ILA
.” mathematics and communicaﬁions ;ﬁillscareaé. Students who complete
these péograms sucéessfully should posseés, at a minimum; ninth
grade level skills. It should be observed, however, that in the
® ) - ILA program (as in other pre—de;igned curricula) once the student's
) deficiencies had been ascertained and a prescription developed, '
the 'instructional objectives and learning activities were limited. .
o .
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All students with similar areas of défic‘ency proceeded through
® the same instructional compé&ents. At this point the major individ-

ualized feature appeared to be the rate of. learning. ’

@

A more extensive series of options existed both in the Sunple— _

TR

® mentary Program and in the- Career Exploration Program. Students who .

&

e already had attained the ninth grade level of skill developmewt

entered the Suﬁplemegtary Program. Students in this program were

ST AR

® primarily those eain,xheir second year at the Academy.»

4

First year students from Olney took courses of an elective and
supplementary nature at Olney beforerthey left there each day.

® - In the first quarter of the 1972-73 school year, RBS offered
=
twénty -one courses in the supplementary program wrth enrollments

~

ranging from 1 (in Physics I and German) to 20 (in Psychology).
® - These courses were taught by employers, RBS staff, and outside

contractors. In the second quarter, thirt&-six electives were
/ﬁffered and in the third quarter twenty-sevan choioes were
® available. Physical education was included %n the options each
qguarter. A general trend over the year was for courses to be
conduoted by individuals or agencies other than employers and
RBS staff, frequently on a purchase-of-services ba;i;w «The
Supplementary Program provided the courses whichostudents
took to meet state requirements for graduation. h “

In the Second year,’the number of students who were partici-

Pating in the Supplementary Program had dropped since it primarilf

served the 70 carry over students from 1972-73. The effect was

\
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to reduce the number of available options; a fact that was -
voiced by several students who felt the EBCE program was losing

its variety and was, therefore, wot as sensitive toiindividuaI oo

_____student needs_as_it_had_heen_i__year one.. e

The Supplementary Program had not developed systematic
] . 7 . 7
standardized or individualized objectites in the: same manner as M

/ : S
was noted in the ILA materials. While the options were fewer
than in year one, the extensiveness or lack of it’seemed less

of a problem than was the need for carefulvdeyelqpﬁent?of objec~

tives for students either by supplementary cburse instructors or

by Academy staff when students entered a class. Erﬁvately contracted -
courses might individualize their objectives,‘butithere was a need
for conszsfenci" in student obgectives and stud%}t expectations

in Supple&g;tary Programs which could not be fully addressed by the
limited staff‘in this area. It should be noued that in year three,
1974f75, the problenm will largely disappear if thelourrent~plan‘

of recruiting students from one or more high schools is.followed.

RBS listed 12 clusters for Career Exploration (listed previously)

~

from which students would choose at least one per quarter. One day
&
each week the student spent a full day at his scheduled site. Within

each olhster there were usually three or four locaéions that he visited:
primarlly to observe the range of career opportugatie at each site,

the employment conditions, .and the kinds of job 'skills and respong-
ibilities that were required. We did not obtain evidence to demon-~
strate that the Career Exploration activities were directly related to
students' interests. They did reflect student choices, but we were

told that the choices were often made_based on fhcetors such as how —

easy or how much fun the program was reputed to be, whether free lunch
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was provided, what peergﬁtﬁeuéht?ébout thé cluster, what seemed

® most convenient, or what popu’l‘er‘* image “_the cluster may hold. It J

=
K

was said that few students were used to picking a prégram based

_on_ honest. carefullv—conceived career interesfqr,,,rwﬁr,,rr B

)

® Student options seemed more fully realized when a student
chose and entered Career Specializatizn. The ‘twenty-~-eight. students
in this activity when we visited had had four .to five_exploration

® experiences and had chosen one for more intensive investigition.
. \”' ”

i

At that stage, individual objectives were set between the student and

-

counselor?bbhrdfnator to assist the student in examining a specific

»

® Job and cluster as thoroughly as possible. There was nq requirement i

for Academy students to enter the specialization phases, but some had

fqund areas that interested them and had opted for further analysis .

=

® in a specific eareer area. It was only at the specialization level that,
o ) [Ny
students began to get signigicant'hands-on experience. Such experi-

ence was very limited and superficial during exploration, according

J

to one staff member we interviewed.

Finally, while the range of counseling approaches available to

students was not very broad, the content of the counseling was i

o flexible and respons’ive to a wide variety of student characteristics
and interests. A brief description of the counseling program is
included in the discussion of "systematic procedures" in this chapter.
¢ ABL N | e
This project offered a wide variety of options to students inXN\
; academic subject areas and i,,ﬁareer exploraticn fctivities.
‘. In the academic subject areas, AEL listed 28’courses ftor . \,/,
high schoofacredit inﬁgive concept areas (natural science, math,
‘ soclial secience, commundcations, and .career development.) Within
® © “ L . ‘ o o~
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the five cohcept areas were 122 subconcepts for which there were
’ 7

® a total of 450-500 objegtives. Certain subconc‘éefts and-objectives

C

were appLicable to more than a single subject area, but their

emphasis varied depending on the speciefi,c,iaﬁﬁ’iic,ation.. . Since L

A

® AEL accepts primarily seniors, the list o‘fk 28 courses seemed both

2

comprehensive and adequate" to serve student needs. Further, it
should be noted that while almost all students had high school

@ requi/rgment’s(/to fulfill in communications or”language arts, many

p

@ had no other required courses left when they entered the EBCE program.

" fhus the list o,f eléctive courses seemed sufficiently broad for the

o S P

o population se;ved (except, as noted earlier, the abSence of rea%‘ingv“m

and math remediation programs) . ’ Py

5
as?
45e%

Options in. the career exploration area were verfextens:.ve

. -
® in ‘relation to the student enrollment at AEL. In 1972~ -73, th y/
/

" listed 64 separate career sites which were cooperating With the 9
EBCE program. °As of December 17, 1973, that number had increased to
® 100, including the addition of 18 labor unions. Within each site .
there were levels of involvement ranging from 'a site tour, to

F ‘.l =
exploring the site, to completing an exploration guide for that gitey

@ and at the highest level, to investigating the ‘site over a longer

time than the three to four weeks required for exploration.
AEL in 1972-73 crofs referenced its job sites across 15
\. career c¢luster areas to ensure the opportunity for students to

- experience a full range of job clusters. While these sites were
. iq

cross re\ferenced so that a given site offered experience in several
3
cluster aﬂreas, it was noteworthy that the fewest opportunities

were in manufacturing (4) while there were 31 stations that offeéred

public¢ service and business and office experience. 1In an area ‘with
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high industrialization, it would be very poSsible“to obtéyp many

v

manufacturing stations, but these had not been empiasized in :
s N ‘

the vecruiting efforts. A seemingly conscious effort had been

4
N

made to enlist a number: of stations that were not\cémmonpiace to a ®

°

The broad range of options, plus-the apparent

effort to avoid the most easily accessible»stations,'suggested to us.

a potential for individualization iy career development. The staff

.

was also making an effort to interdace academic subjects Wwith career

exploration activities. The newly designed Cross Reference Catalog .
yﬁ -

was used in the process of translating program profﬂies into specific

K
- < Sy

activities that tie together in-house learning resources and experience

~The catalog attempted to display ways that

»

ow instructional objectives may be pursued on
specific gites. A fully developed interlobking systen reqﬁires‘almost;

N

a task that is never entirely fip&shed.

. §

there were three options available to students in :
These were the counsél%ng/guidance
speéialist. c0unse;or/coorﬁinators and learning coordinators.’
Because some of these personnel are untrained counselors, albeit
sensitive to gtudent needs, ‘an ongoing program of staff training

and development is essential to continuously improve this aspect of

o .
more
® ik
- - N T L
® . regular job seeker.
o
o
site learning gui
o fitieé and to sugges
contiﬂual job site analysis,
. Finally,
v selecting a counseling approach.
‘ &
e student service cptions.

0

Mountain Plains

o

Q

. L .
Options were available to students in the selection of training

curricula and in the area of counseling at Mountain Plains.

The curricular options in career training were office education,

100 105




£ood services, lodging services, mobility and transportation

- 4

occupations, and construction and building trades occupatio

They were also initiating a new service in the area of marketing

and distribution, andLhad discontinued work that . was previously

offered in the area of education'and social services; Within each
-,
of these categdries training in a numbex of hierarchiFally arranged

-

positions was available. The lists of these options as well as ‘ T

’ [

those relating to foundation education are found in Appendix A.

Within the several training areas, M,P; broke down their

P L ™ ¢ -

work h& course areas, units, and performance activities within units.

- %

For each‘performance activity within a unit there was a. 1ap, or

learning activity. package. Some performance activities had more than

one lap. - . - ) ‘ . ¢
%,

It has been observed in preceding chapters that objectives
- based instruction should not necessarily be equqted with individ-
ualized instruction, as the only individually determined variable
may be‘rate. At Mountain Plains alternative learning strategies
for the sequential objectives had not ¥et been established

.
although the development of additional activities was antbcipatéh

s

While it is felt that the project was past the point where

i
i

‘everybody took- the same thing, they were not yet at a point where
the options were unlimited or even where there were several options
for all objectives. However, the staff tried to make provisions

for goals to be readjusted in keeping with students' interests,

desires, and/abilities. Students had"many options of programs
when they first began, but once into a program they were allowed

only three plan changes. ‘A plan change was indicated as a;complete

change of goals -~ for example, moving from a lubrication mechanic

ﬁ
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8 . . o
» ‘ .

to a food service worker. <It would not necessarily be a goal

o . - I « o

change to move from a lubrication“speciaiist to some othexr kind of

] u:t:¢:¢m;.n:j.sma_:r:egza:l.:r:_x-m:r:.k.w ;,,,ﬁ.wc e

. In anpreceding_sectionﬂit_uas_almo noted that skndents_h ad o

® four counseling options in this program: dgroup, with or without
 spouse, or one-to-one, Jith or without spouse. ' '

P

6. Optimize'Growth . : X ) ’ ¢
‘ The term suggests that a program must assist each studenr in

achiévi;g maximal academic' objectives, in expanding interests

and exploring a vériety of them, and in selecting personal goals .

which will provide the individual with maximal opportunities upon

exit from the program. This component of our definition.is more

® ., accurately a product or outcome of the program experience. While
N

'!o.\ \
it relates in part to student achievement as measured against )

some standardized criteria, it is also largely an estimeteco\ .

Q T

® student ! perceptions of personal growth resulting from the:

/

< My
Longitudinal follow-up studies of a program«will y ld\aﬁditional

'k /

data that may be collected and reported by’ the pneject i the

L \ I

Py future. In our review, we did not,obtain such tﬁfbrmation? We did,

L]

nhowever, interview a sample of participating ‘students in order‘ .

to determine their&perceptions of whether the program allowed them

‘ . opportunities“to grow andrdeyelopftheir personal and career

decision—making skills. Some of their reactions to the program

are reported below.

B b'107 V /o'
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® Students of the Research for Bdtter Schools Academy for Career

*Education rarnged in age from 15 to 19 and in grades from 10 to 12.

This differed from AEL where all students ‘were Seniors and from

— B '*" T T T T T T T o
® “ Mouﬁtain Plains where the students were mainly adults.
‘gff - As mentioned earlier, somie students_in the Academy, in addition .

to taking courses within the fagility, took courses at Olney High

‘e,

® School, a racially balanced high school with/a large nunber of students

- ¢

yho might qualify for the academic program. At Olneg, EBCE students

take the courses not offered at the Academy, and iﬁf%ime permits ) .

e ¢

® could participate in some extra-curricular activities. "In addition.
th&y spent approxiﬁately 3 hours a week at the Academy fdr Mhthff3 for
}English and 2 hours in group guidance seminars. They also spent one

o full day a week (6 instructional hours) at an employer site for the

& .
]

purposeaof exploration. - ) l
o o > .
. Regular Olney tnon—Academy) students atterided classes from.

@ - 8 15 a.m. to 1l:15 p m. each daxe ’ . i ¥

RBS~-Academy studénts“&tten&éd,classe% usually until 4:00 ox 5:00 '

)

p.m., while some were engaged in #areer exploration in the evening;a“\\

.p " rhis inequity caused gome £ricti0n and concern among the Academy
students and was often mention&ﬁ during the, student intorviews, ¥ e
although no question directly sought information concerning that .

0. 5 ? [ . & ) . P L ° [ o ¢

. matter. . : o] " v ) N Y

e . In reviewgof”th@ student responses to the question "ﬂgat was the»f
major reason for enrdlling‘to RBé?yggthe most often mentioned phrases .

N © ﬁ, . .
were listed. 'As indicated eleven of the 15 students ‘were seeking

. .

career exbloration. However, the neéext most oommonlyementiéned

L]

reason (4 out of 15) was dissatisfaction with former sohoola.

4
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‘considered caxeers and three were ‘undecided —?usuaily?ﬂivided between

-

&
-

Most often mentloned reasons for enrolllng.

E
@

Abbrev;ated Reasons . : " Number of Students out of 15 .
wQareer_Explorat;on . }4 o011

bDid not like formernsch001 4 f 4

Curiosdty.about program - -3 ’ ﬂ
W?nted more freedom ‘ a :, ’ .2 L

To learn at own speed 3 ' i 2

Program offered a lot of : oL .
different things 2 . e

™

The next two questions dealt with the @rlor thoughts of the .

students about a career, 1If they had (ln %act) thought about a

¢ career, what was their preference in employment? Ten of the=15
1 o . . -

o« O e

students had considered some type of employment; Three had not

’

’cdllegé, employment,aorwthe military. Of the preferred work, eleven

studyhts 1eaned heav11y towards professlonal careers 1nc1ud1ng.
Medicine, Art, Law, Archltecture, Teachlng, etc.f Four others had made
nd’declslon as to the type‘of work they preferred. | ”

| When asked 1f and how they were ass1sted ln\;hg Career Exploratlon,

- |

twelve lnterV1ewees indicated they had been pos1t1Ve1y assisted by their

o

J Iy
¢

counselors or adv1sors, while three noted that they felt the counselors

. were of no help. Some students expressed a preferenbe for the on~site
-« . e S . : . N .

8

“moré’available" counselors of the 1972-73 school year, than the sub-
. v
.contracted, separately housed chamber of Commerce counselors of the

1973 .74 school year. ) , “ , S
Thirteen»Studénts‘agreed that they were offered alternatives

by cltlng the fact that they wg;e requzred to do exploratlon in

varldus clusters.,‘The two negative responses were based on the fact-
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that preferred clusters (for students l and 15) had either been

.
s
A \ . .

decided for them or closed. i

s .
/ B LY

Asked whether they made their own decisions as to what would

be explored, nlne responded positively while four, in answering

! Te

negatively,_géted that decisions were made according to available

-~  clusters and weren't really their own. Two students gaVe qualify-

>

1

Ha

N &

‘ing answers of "yes and no" and "depending e o " e N

i

Question seven was asked to have them delineate the types of

staff who were most helpful.- Students ‘had a téhdency to compare the

& )

counselors of the 1972-73 schooi year with thoée of 1973-74.,. Seven
{

students definitely preferred the 72—73 counselors.to those of this

L)

year. Most often mentioned was thJir unavailability in that they &id

not have offices at the Academy. »Five students felt that all the'

pounselors‘had been helpful. Two felt that the counselors of this

¢

year werée helpful and "alright, if you can get to them."

Students were almost evenly diVided in responding whether they e

' ]
had changed directions in job preference as the, result of\career

»

exploration. Six indicated change, while two others offered that they y -

S

4

KY

are considering the change. Seven indicated they had not//hanged

Job preferences. - Of those changing, many indicatea a type of gratitude

at having had an opportunity to explore their program before any

final decisions were necessary. For example, students sir and elevenu
had indicated preferences in medicine where preparation requires much
time amd money. As a result of exploration at one of the Philadelphia

hospitals, one student, who fainted, ‘was considering another health

o -

field while the other had selected accounting as a result of exploration

in a bank‘through}avtotally’different cluster.> A student, who had‘not

L]

N 3 B B ey b
changed career directions indicated her appreciation for the program

.
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in that exploration helped her confirm her thoughts about being a

w»

psychologist. Ct o } d

A maJority of the interviewees felt they had had adequate opportu-

Vo e

nities for exploration, suffiCient<temmunity resources were available

- -

and career exploration opp%ﬁtunities(were suitable to their ‘needs

E

(questions 9, 10, and 11). 1In responding to the item concerning an

adequate opportunity for exploration, ten agreed they had sdoh an
opportunity, four disagreed, while one was undecided. It should be
notedvthat student no. 1, in responding negatively indicated he felt

there were interesting programs, but insufficient time. Regarding

the sufficiency of*community resources, nine students felt that
specialization programs established for them had met indiVidual needs.

All but one of the fifteen students felt that the career. explorationu

was suitable to their needs. ° '
Question twelve sought to establish whether students felt the> had

- P 4
been placed-in any employer site Without preparation for it. Nine

stated that this had not been the case for them, wkile the remaining
six indicated they felt ill-prepared when placed in a \luster which they

did not select, but which was available after their own choice "had been *

closed. -

E's

Item 13 was directed specifically to minority'and-female students.
Of the thirteeanualiffed ‘to answer, eleven believed that minorities

. and females did not have the complete range of choices in career

- e

explOratiSn, although séme indicated that nothin& had heen done to

@ . o

them personally. -One student observed that there had been "no'exposure

to black leaders or executives."

- 1t
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AEL

>

< e

In an effort to ascertain student opinion of thegAEL;EBCE program,b

a 13 item interview instrument was designed to delineate those éer-

ceptions as mentioned above. (A copy of the interview form and}

student responses are found in Appendix .B.)

Because of the limited time available, six students, three male,

-

three female, all age 17 and seniogs were randomly selected from ;‘ -

various areas in the Learning Center.- Each student was interviewed

separately for a period of one to one and a hailf.

wours. During that

K

period, all students responded to the first‘twéﬁVeéquestidns of the

0 N &~

form. Questidh 13, specifically for minority or female students,

dealt with their perceptions,of the program in relation to special
treatment or teachihng. In addition, upon request of some staff, the

students were asked "Given the experience uyou'Ve had, would you"

4
P

* return to this program, if it were:possible?"

In terms of the program objectives in optimizing;studentvgrowth,' T'

the students, representing approxiaately one-seventh of the student

population, ,indicated most objectives were being met.

§

~ Although there were varied reasons for entering the program (see

/

o

Appendix B, Table A, question no. 1), most described a process of .

individualized exploration close to the program's objectives. - Whether .

e

or not theyahad preConceptioﬁs %bout a career (question 2), the s

’ »

studénts, with the assistance of their Learning Coordinators, iden-

w

“tified a work preference (ques%ion‘B) and began to.set up an individ-

=

ualized career expioration program gelecting empﬁoyerégites Which miﬁhtuin

some way be related to the .area they chose (question or.item 4). It

. can be noted that, with the exception of the fifth student who pre-

1]

ferred faiming, all were able to get plaqements in areas specifically
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related to their preferences.' The fifth student repeatedly indiéated
displeasure in the fact that those few positions related to farming

9 .

were with the State Department of Agriculture where placement was

difficult because few positions were open. This condition caused

the student to leave the progfam approximately a week after the SN
interview. The third and fourth students, while pursuing specific
placements indicated decisions to initiate some "open exploration"”

which resﬁlted in selection of a placement either remotely.related

.

to the work preference or not related at all (e. g. the th1rd student s

th1rd placement in a mortuary, though his preference was electricity)f

G

It was later explalned by a learning coordinator that there was a

D

’remote re1atlonsh1p in that the student, who aspired'to be an in-

dependent electrical contractor, needed experience“in“smali firm
bookkeeplng and "open exploration" of such a facility was encouraged.
Questlon 5 revealed that, in both the negative and the,positive
reSponses, the studéhts felt- that they had control of their own
programmlng as substantiated in 1tem 6. Even those students who
answeredv“no“ indicated that they had the ehoices, and they Qere
permitted "to make their own decisions" while no one tried "to
change their mind." However, the second student did indicate her

Kuder indicated high interest in physical therapy but neither she

-

nor her coordinator had (by interview time) sought any alternatives

N
F

in that area.

°

Item 6'sought information as 'to whether the students' choices
and placements were their own final decisions, to which each emphat-

ically responded positively that they felt they had the "final decision"

in _each choice making option, but that the Learning Coordinators and

’the staff were "all helpful" in facilitating‘an easy transition into

and through the program. ' 1}'3
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In consideration of "changing directions" ‘in job exploration
(question 8) only two students had "considered" a clange. Student
number 3 is now consideripg'work in a mortuary, while studeént numbey
4 is now “leaning toward: sales” rather than journalism.

Questions 9, 10, 11, and 12 dealt with the opportunities, the
sufficiency, and the suitability of the program or various phases
thereof. Stmdents indicated ‘they felt there was an adequate opportu-

1. »
nity for'exploration of aribus career pdssibilities, although five

of the six students felt the&e were not sufficient community resources
available. Only one studént felt that the areas of exploration were
not‘suitable to her needs. As indicated by student number 5, she
desired some exploration iA\the area of farming. The only related#

exploration sites available\vere the Department of Agriculture slots,
1 .

which seemed torremaiﬁ'full.\ Therefore, exploration was with Legal

Aid, the School for the hentaily Retarded and the Non-Graded Elemen~

tary School. Some exploration\might have been with the Forestry and
|

Parks service but that area was closed to ¥emales because of various

safety considerations.i Because\of [he lack of exploratory programs

for this ‘student, she left the pkog am that next week as she had

\ ‘ .
planned for some time prior to thi Fnterview.
|

Only two interviewees felt th\& had been placed in job explora- '

te preparation or background.

tion areas where they had no adequa
Student number 3 felt.he had not beé‘ prepared for placement in-

exploration at the mortuary. As rel ted above, student 5 did not




Question 13, aimed at checking on the possibilities of minority
tracking, was asked only of minorities and females. of the three
females, two felt that some program options were closed to them
because of their sex. Mentioned specifically were some areas of police
work and the forestry and parkf areas.

O0f the six students interviewed, a%l but student 5 answered the
noninstrument questrfn positgyzly-that they would return to the
program if given the opportunity to have a second year of exploration.

PO

Mountain Plains

S

Mountain Plains particlpants were unique from participants in
the othervprojects in that they were residents of the facility .and
they were adults, in age, maturity, family and social statusﬁu Most
were married with families. Where participants of the fﬁéﬁdprojects

are Stlll in hlgh school and have not had the full experience of the

; world of work, many Mountain Plains participants had been involved

bl

in a variety of jobs and programs. Therefore, the,intensity of these

éu— .

participants, attempting to restructure their 1ives, is more acute.
- ® M B
To get Some student opinions on the Mountain Plains program,

itsostrengtﬁs and its weaknesses, two participants were interviewed.
Both represented a unique facet of student life.

” _One student, the president of the MOWINDS COuncil (a student/
community organlzation us;ng an acronym consistlng of the initials of
the six states of the region served) haa/been in the program since
April 1973 (approximatély seuen months);‘ He was pursuing*ahvali-"'
dation in drafting and indicated that he felt- he had control of most

of the choices “he made during his career exploration.‘<Upon”completion,

he planned to go into architectural draftingj

115
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The Second student was one of the first female:- students to take
. drafting. Upon entry into the program, her tests showe{:ﬂat she
could explore any area of her ¢hoice. With the decision up to her,
t_h»is pa»rt‘icipant/head of household discussed choices. with “her instruc;
PY tors and counselors and finally opted to go,.for a double validation in
»~ office education and drafting. Within seven‘\jmonths, she had already
progressed®up the career opportunities ladder of Office Education by
P moving from an accounting‘ clerk to a bookkeeper. It was her intention
to return to her home state moving injto a drafting position.
In the discussion of the program, both students concurred that :
@ the‘ Mountain Plains project had b’een beneficial for them. Both Vcited,"
,"the freedom to explore, the individualized approach and the general —
instructional staff" as being the positive points of the programb©™s v
”. The male participant said he felt most of the residents thought they
were receiving an "outstanding education and program." His own satis-
faction with the program was that it provided a ;'mor‘e sclentific
® on-the-job training combining the best of instruction with the best

work experience environment where the pressure of losing a job before
- — ) ’ . “

adjustment was not as great."

.

@ - The major needs of the program cited were:

O “ L]

/ (1) Better screening and selection of students & both

participants agreed that this was an acute problem in cohsideration
@ of the number of program non-completers. "Out of my starting grou_p,

eight of us were really motivated, two weren't motivated at_all, and

four others left the program withiy the first few months," the female
® student indicated.

(2) . Increased input on the behalf of program participants.

s Although there is the MOWIND S Council, the participants sald that

.,E KTC : 111 116 )
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most students feel they—have no real say‘in the overall program. .o

¢

‘”Students have little time to . get involved in any outside activities,"™
according to the MOWINDS president.

(3) Better Job pjacement possibilities on completion -~ Even
thoughasome students had received "ideal% job positions, it was felt
that some states needed additional field workers to identify better

0

job possibilities and to a5sure successful placement.
. RN

(4)  Improved counseling andxpéer-group support \programs.
a maior concern of MOWINDS is community action and i volvement with
an "improved personal problem counseling:system." he‘program might
have increased peer group supportagroorams as a means of dealing
with internal family or community problems( accordino to the
participant/president. : H

Both reiterated their support for the. program and indicated they
felt that they represe‘ted most students' attitudes toward the program.

Time did not permit a more extensive interview of students at the

AR S i—
“

facility, nor a follow~up of the non—completers. *

Kl
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his specifications. One deeu
) 4

tracks are only short lengths leading to Junctures where change may

t
ha

occur and new components may ne aﬁdéd to create a whole mechanism -~
the complete and optimally prepareﬁistudent. In Chapter IV several
observations were posited as possigie evidence of tracking. In this
concluding section of the paper, qneetions relating to bheee track-
ing concepts will be posed and the functioning of three pfoﬁects in

reference to the questions will be disgussed.

Question 1l: )

Does the program regularly/tfainwaisadvantaged pe0p1e, women,
and/or minorities for 1qwe¢ levels in the job hierarchy and rarely
for the highex 1evels?

RBS and AEIL °

v

Both of the EBCE programs are primarily aimed at %éreer'exglora-

v e

tion as differentiated from specialization and training. The explora-

+

tion opportunities, as has been noted, appeared open to all and were

limited only by the availability of a specific site to accept a

certain number of students at one time. Purther, students were
118 . .
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expected to explore a variety of sipeéuand jobs within'those sites and '

ST

not concentrate on a single job. If a student showed high interest

in a career cluster area, he was urged to learn more about the wide

range of jobs available within that cluster. In the RBS progranm,
the student was introdyced to a range of jobs on every site he/she
visited: The continuous change process at both RBS and AEL made it

difficult for any student to stay an unusually long time on a single

.

job. We found no evidence, for?example, that any student had remain-
ed at @ single site for career exploration for longer than ten weeks.
A much shorter period -~ three to four weeks ~ was' the more typical

exploration time.

i Within the job sites explored, we found generally open choice ®

available to females and minorities. Agreement made with employers
specified that students exploring a given site would not be limited

by sex or racial characteristics. .We felt that the EBCE programs

made special effort to maintain open access and'thaf employers

accepted tgis position. Yet, it must bebnoﬂEd»that social and cultural

v

factors still appeared to influence both the choice and the amount of

Voo

. participation in certain areas. An»example‘cit&d to us waswthe ten-

dency for the construction cluster at RBS to receive a large proportion
of black males. At AEL it was reported that while .one employer, the
city police department, was open to both sexes, they were reluctant to
have females ride in squad cars in the evening, though males were
alloﬁed to., The job coordinater had discussed the matter‘and pointed

out the discriminatory nature of this policy. e

u

At AEL we compared our sample;of 24 present participants, which

included one minority person, with elight black students who were

=

119 .
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either in the programhor.Who were enrolled last year. OQur principal
o . concern was whether there was any difference in the numbers or types‘

of job stations which our sample explored as comparedjgo these eight

minority students. We have noted that the numher of sites explored
® by our sample over a sixteen week period ranged from/z to 5 with an
average ~of 3.9. The five black students. for whom 16 week data was

available had from 3 to 5 different career explorations, with an

.
) 4

o average of 4.2. The remaining three‘blacﬁ students who were'inLthe

L]

progtam 36 weeks during 1972-73 had 6, 6, and 8 job .explorations.
Such figures reflect no significant differences between the two

£y

® samples. . . ’
We also'compared the cluster areas in which these black students .
participated as compared to all students who have been in the AEL
® ) program to date. Minority’ students did not participate in two
glusterFareas, Construction and Agrioulture and Natural Resources.
In 1972-73“there were only five of each of these two types of sites ~
® - participating in the program. Only two students explored a construc-—
tion employer site in 1972-73 and thirteen explored sites related
t6 agriculture and natural resources. Of the five sites in the latter
® cluster, four of them were state or county agencies.‘ The opportunity
for minority‘orgup involvement in construction areas may be increased
with the addition of 18 unions during 1973;74, at least 11 of which

« “

involve the construction trades. During our observations we found
[ T - ‘

no evidence of attempts to connsel or program minority students out

of and-away from these cluster areas. It was our opinion that thesev
student programs, which uere 80 predominantly the result of student
choioe and interest, did not reflect an attempt to assign students .

on racial bases. 120
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In the caseof woﬁen participants at AEL, the qeta suggested
several areas of Heavier involvement. For example, business and
“1 . A

office,"public service, and personaluservrces occupations were ’ »

£ -
)

_heavily reﬁresented. But, not surprisingly, there were 31, 31, and
24 stations, respectively, that participated in these cluster areas

~ during 1972-73. A more average number of sites particibatea’in the

3

; : .
health cluster (14) and the students for this area were primarily

female. Most of ‘the lattexr job titles explored were in nursing,

<

_medical technology, and meédical or dental receptionist. Each )

of these has been most frequently identified }n our culture with

. _ o
female occupations. . . S

”»

Mountain Plains

. a

o N -

‘As we noted in an earlier section on "Needs, Interests) and

v

. Aspirations,"” career choices by women at Mountain Plains were most ﬁgﬁ

>

°ffequently in the office education cﬂhster. Only a very few women””
cnpse mobility and transportation occu%ations or constructlon and pw

building trades occupations. Food and 1odging services attracted :

botﬁ sexes. Several factors were cited that confound reasons for

-

“therkidﬁs of ghoices made: ¢
;o ’

éu Attitudes of the marital partner. Usually huSBsnds did not

want their ‘wives in career areas generally/reserved for
s
males, they did not want wives. in the SameAarea in which
. they were enrolled, and they were,xelnotant to see wives
in jobaclassiﬁications that*g:id more than they could earn,
esiecially if it were in the same cluster area. }

> ’ f\

b. Limited babysitter service. This made it difficul for .women

to spend as much time in the training program spd therefore,

»

h 1 d 1 ; 4 \\‘*\AM\ '
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in this instance, native Americans or Indiénsi 4ﬁearly one-fourth
of entering students aresIndians, but avlarger proportion of resignees
and non—completers hame been from this group. In order to coun;eract

this - trend, special attempts had been made to provmde counseling

‘This results in some persons spending longer in foundation education nnnn
T

- ladder. It is generally acceptgd that, as a‘group, blacks andsxndi&ng S‘

.have shown poorer basie skills preparation so that initial choices

<

: . T ‘ ¢ ’
. to qualify at Successively higher levels in some of the

»~
A c
, . “ .o

career clusters.' N ) o
Ce Availability of jobs at‘their home sites.* If the student

feels there is {%limited job market for ‘a given specialty .

1 &
0

in the town to which they intend to return, the special-

'ization level to which she aspires may’ be lowered.

@

-We also noted earlier the Mountain Plains concern for minorities -

. — o
o - R »

. it

a &

and peer group support for Indian students and families. The diffi~
- * [y .
culty of Indian wives in dgusting to different 1iving circumstances
“‘U
was cited. In their home surroundiége they afe part of an extended

family, and at Mountain Plang that is completely lackinq.l Some wives

PR
S -

have returned to homes on the reservation, often forcing or influenc=
ing their husbands,to resign the ‘project. Efforts)to retain these

minority persons have to be directed at improving conditions for wives
and the family constellation. The Indian’union group was one éuchh
effort. ° h . e ;

We found no evidence of exg¢lusion from MfP. occupational pto-~

grams on the basis of race or sex. It is true, neverthelegs, that
_ K ) .

entry into various specialization areas reguires minimal basic skills. ,

“

or entering occupational areas at lower leveks of job hierarchy.. As
: : S

*

skills. improve, students may‘specialize‘in jobs higher on a career{

IAZ

. N ‘ <
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at M.P, may be limited by achievement in the basic‘skills. Recog-

4
LY

nition of this problem has resulted in°continuing efforts to improve-
. ). A .

Foundation” Education at ?'P"' LS ) . . - e

a

Student;optionS°are always limited'by temporal and financial“

" constraints. These practical thmitations have affected the number
- - ! “ . ’ ' . ‘

and types of choices at M. P. to semi-skilled ‘a@nd skilled jobs -

' ° L °
at a maximum, semi-professional level. Students are apprised of .

°

.

‘these options prior to entry. These Options, except limited by basic’
‘skills, were no more or less available for special g{oups than for :{
“ o .

the majority. - “ ' - . “. " o )
our initial question related towthei"disadvantaged" as mellias

o,
FAd

to women dand minorities.' By definition;nthe students at M. P, aret

3

. . P

economically ﬁisadvantaged, since that is«one of tﬁe key\selectiom

=

criteria. Consequently, there‘was no- programmatic discrimihation

*

.

to the "disadvantaged“ once they Joined the M.P. program, - .

.Question b- Does the program employ limited assessment procedures

which are not sensitive reflections of individual strengths and

2

>

weaknesses? . " : , o

\ - ' o

In the preceding discussion of assessment procedures, ﬁe‘noted
'that each of the proJects used multiple strategies and instruments.
Each had some technique for assessing interests. 'Further, each .

4
L

program had procedures for remediating basic skill deficiencies and
for providing a means for, high .school graduation either through
receipt of a diplomawor the.EED equivalency_certificate. Continuing
assessment wa described in each project as'an ongoing activity. " In

.

addition, M.P. made a spepialfprovision.for "challenging" wherein

128
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a student could bypass some of the instructional‘sequence by

demonstrating competency or proficiency‘through a test.

W L

RBS and AEL

A commonly expressed definition of tracking is that %t is
the practice of placing students into a program based on a narrow

band,of*variabies such'as achievement and i.Q. soores. We found, .

. L]

no evxdence that these tests were used elther to place or to counsel

b4 @
a

students 1nto anyvprogram area. The achlevement‘and I.Q0. test infor-
mation wh;ch we examined at RBS was used primarily by the project's

“
. . ’. *
.

research staff for reporting and research purposes rather than by

teachers on§counseling?coordinatorg in the exploration or special~
' V s . - “ ’ . L
ization planning phaSe. Further,*it was not\possible to determine

trends 1n ‘the career exploratlon patterns based on ability or achleve—

ment data.G’It was indicated that;certamn_clusters had appeal 'to

& & ' s .
identifiable groups, but that seemed to have more to do with factors

such as peer or Societal influences. ;Eor exanmple, the apparel

industry primarily‘attraeted females, despite RBS' attempts to .bring
L
in male representatlves from the 1ndustry dur1ng student or1entatlon

<

act1v1t1es. To date, only two boys “had selected thls optlon. The

6
..

underlying influences that promote such career,exploratlon choic¢es

appeared unrelated to.any direct intervention by the program.
Placement by. ‘aptitude suggests that an attempt be made to

0 -

bmeasure aptitudes. That was done through administration of Self-

DirectedsSearch, thoughzit would be somewhat questionable‘as to

whether that instrument is an apt1tude test or a counsellng 1nventory.

At RBS, we believe 1t was prlmarlly used as a tool to get students to

4 ©
- o
4 - . . -

A . : . 12 'ii‘ . . S
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examine their career‘fnterests. We found no evidence that expres~

sion of lnterests in speciflc careers wa§ used elther for placement

or to 1nfluence exploratlon or speclallzatlon deczs;ons.'

.

Similarly, at AEL we found no evidence that achievement or I.0.
scores were used as the sole basis for program placement., chfes
.on I.Q. tests were not available for many st%dehts, and the ones we

did note in the student records were often five or more years pldi ‘

e e

Achievement tests, given in the first weeks of the program, wereé not -
scored and returned for some 4 to 6 weeks and appeared to haverlittle

effect on a program profile when they were returned.} Other broad-

Q < -
-

band or diagnostic measures were not employed, except forymeasures of -

career preference. They, too, seemed little related to individual

5

progrem’formulation, except for an Occupational Situation Demands;

Checklist that was beginning to Pe used to determine student's feel-‘
ings about various job situations. Such a checkllst related to P
expressed student interests, which in turn led to identification of

b3

woxker tra%t groups and specific jops which were consEStent with _
those traits.» Other signiﬁicant inp;ts to arprogram grofile‘werel 'b’< L
the cgﬁrses required by the country high school for graduatioa?\ In

both lnstances, we observed that the student program was not pre-

scribed by EBCE personnel, but rather by student interests and

- graduation needs 1mposed by state or local district requzrements;‘

. . ‘

Mountain Plains

We have listed some of the assessment instruments and methods'
of the M.P. project. Every measure had specific and limited purposes

and none was intended nor used as single decision_factor in program

2
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Question 3¢ \ .

-of their counseling procedures as a part of operational plan sub-

"here except to note that prior to smte visits, these plans were

-career aspirations. What are improved aspirations and by whose

R

pPlanning: Both formal and informal proceaures were employed by four

* X . -
. g v N ’
¥ @

3

N ; oy ]
major program components in order to assess student interests and to

base program modification on a varietprof information sources.

) — - . w
- o

1 . an

Does the program have only limited counseling proceédures, or do
the coupseling procedures xreinforce limited aspirations?

Each of the projects visited has developed extensive descriptions

S

missions to NIE. It is not our purpose to relterate those procedures -

rev1ewed, and prevmous sectlons have noted discrepancies and congru-k
encies between plans and observed‘procedures.' i

A basic philosophical question arises when one talks of ”raieing"
standards? The lack of concensus on this question related to the kinds
of counseling‘prooedures the projects followed. - N

RBS and AEL ‘ w

The general positiorn that was taken was that an "aspiration-
raising; Program was neither essential nor desirebie. By providing
many job exploretionﬁactivities in a variety of cluster areas, it
was indicated that students could obtain sufficient bapkgroun;
inforgation'on which to make career decisiohs. While no specgal/ -
procedures were noted*to-raise aspirational level, Fhe observers

noted no trends in the activities pursued by minorities that

suggested limitations on job levels. With women, 1t has been noted

K
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that they have tended to select from areas usually associated with

females, but a wide range of choices within a category were explored,
or available foriexploration.

Student perceptioﬁs of the impact and sensitivity of the counsel-

k

ing ptrocedures ha@e been discussed and some are shown in Appendix B.

- { +

Mountain Plains

An important aspect of the M.P. program was an attempt to

L3

esfablish congruity between abilities and aspirations. Many entering
studeﬂ%s had unre#Iistic expectations for jobs that required profes~-
sional ievel preparation--doctors, iawyers, etc. The project had to
work with sﬁudents to develdp realistic plans within the options
available in their program. 1In aédition, the project provided
counseling at two levels—:;ersonal needs and career needs and decision-
making. cbu?seligg and guidance included assistance invcaxeer i

selection, job application, techniques in obtaining, holding, -and
- - . '

advancing within a career. . >

Question 4:

Does the program have any processes for accomodating culturally

@

different values?"

" RBS and AEL h '

No. special accomodations were observed, but it was‘appéreﬁt that

ool

varying values and points of view were considered at RBS. Special

attempts were made in the selection process to enroll a balance of
black and white students. -Several key stéff«positions were held by
blacks, though not in equal proportion“to the black students in the

program.

3




There are proport;onally far fewer blag§ studepts in the Kanawha
County schools from which AEL draws. *

Mountain Plains

A very real need for accomodating to minorilty values was
observed at M.P. They have }nstituted an IndianiUnion to assist
wives and families in_adjusting to the project, hey allow for
.periodic home visits for étudents, ghich allows some to maintain
family ties back home, (This has had some negativel results when

students .resign the project and don't xeturn. M.Pi employed one

4

Indian woman counselor ‘that the obsexrvers felt was pharticularly

L

effectlve in a group counseling session. ﬁ'kéx‘admi istrative

position had been f;lled by a person of Indian backgr und.

P

Question 5:

. Does the program have adequate‘pte-entrypcounseli g to

determine program nEiE" Wiﬁh client needs?

RBS and AEIL

° Both EBCE programs experienced .low dropout rates from the

Program. In the first year, RBS terminated.a féW'sEgdents for non-

attendance. AEL retention through the first year and a half was

very high, though it should be rememgefed that AEL students w%ﬁe in
thelir last year of high school and may be able to realize the nearer-

term advantagés of remaining throngh high school completion than may

the younger group of studentsiaccepted by RBS.

R
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Prior to entry, both projects conductiorientation programs for
students and their parents in which they‘explain procram options and
pProcedures. Interviews with students at AEL indicated, with one
encéption, satisfaction with the. offeringe. The program criticisms
heard by RBS students came more often from those who were in their
. second year. They criticized the more limited supplemental prograim
and the change in counseling procedures as varying from what they
had been led to expect ‘din the first yeaxr. ,Some students from Olney
7High School felt the career education program required more work of

them than of their classmates who remained full-time at Olney

Mountain Plains

Students received information about the program from the

Outreach staff in each state and Jat the site from the M.P. @taff

¢

during the first ‘weeks of orientation.

Resigneeé and non~completers continue to be a‘concern of the

M.P. project. Since there is a considerable investment of time and

money in selecting, relocating, reeducating, and placing students,*

-

it becones a matter of concern’ that people leave before completion.

- While some resign very early, others stay for a longer term but

leave before validating or demonstrating competency in their area of?’
Gspecialization. The observers felt that the program options were
consistent . w1th area and student neﬁds, but that social and cultural

¢

adjustment problems were among the primary reasons for resignation.
s A

These ‘are as difficult to define as they are to identify during the

student selection process.




Question 6:

Does the program;focus‘on the needs of society (e.g., curreht
iabor market sﬁortageo) to theuexclﬁsion ofyfhe needs of the
individuai? |

RBS and AEL e

At the EBCE projects, students were encouraged to explore a - .

bout work demands

S

variety of sites including compiliog inﬁormationﬁ
and opportunities withﬂrhegjob area. The focus app%aréd‘to be on
having rhe student explore his personal interesés in a specific

career, rfther tﬁan limiting his ioteresrs by labor market projoc- -
tions. That is not to say that”those projections are unimportant

LIRS O] .
.

or .that they should be ignored, On the contrary, the projects each
wanted studeqts to obtain such information in order to have a fuller
gnderstandiné of career choices available to them.

Mountain Plains

.

M.P. has had to deal directly with this issue because they are
preparing students directly for labor mérket_entry. The career

. ¢

clusters offered at M.P. were original}y based on needs and oppor-
tunities within the six state region. Because of government cutback;-
in 'tertain socialhservice and educationalvfunding, M.P. discontinued
its program to train‘sooial servico workers. A new cluster in marketw
ing waswglanned as an alternative, and its seleétion was'ot 1oast

~
partially -based on the labor market potential. While student interests

have influenced progrgmmatioﬂdeoisiono and planning, the selection of

career areas was, for the most part, divorced from the student input

pProcess., . “ ‘ ’




In general, the observers were able to note no instances_of
tracking as a project imposed result. JThat is, there were none of
the obvious attempts to consciously place students, especially womén

and minorities in learning situations because of pre—conceived sex—
o

or r&z:ally-based stereotypes. On the other hand, a number of

instanges of tracking could be cited which were created by external

forces. We have .cbserved thatﬂanong the causes of tracking are those
practices resulting from:
a@. Cultural influences
b. ©Socioceconomic influences
c. Client characteristics
q. Financial and temporal limitations : , o o
Since these factors will always be present, and are largely ;
out of the control of operators of programs they‘can accomodate to o
« them but seldom can ohange:then. JAccomodation can take place if

o

program staff are aware of-these forces and the role they play in

individual student planning. On most counts, the observerL would

-

give high marks to the program staff we interviewed for their

f
sensitivity to these issues. . !

&
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CHAPTER VI .

SUMMARY AND CONCLUSIONS

L]

This report resulted from a request by thg Nationalolnstitute;
of Education's Career Educatibn;Prquam to examine individuéiiz;d
iﬂstructional practices gnd‘poéential tracking inyp;ojects which it
had funded, especiallyfthose engaged in direct'delive¥y of instruc~
tional services. 'Tﬁe igitiay.reseaich task was to examine the ﬁ
1iteiature to determine a definition of individualized instruction
and trackin; Fhat would serve as a basgis for subsequent assessment. -

At that stage of work, an assumption was made that individualized

instruction was a necessary element to programs that intended to

‘provide equal educational opportunities to,q}i students. The first

" chapter discussed the hisyoriéal background and rationale for this”

position. Sample definitions delineating the comgonents of indiwid- =

*

ualized instruction were presented. | .
In Chapter iI, some of the most bﬁsic factors in individualized
instruction were discussed along with additional components that

-

added to the comprehensiveness ofcthe‘model., The discussion was ~

organized in a chronological manner by reporting the sequential steps

required to plan, develop, operate, and assess an individualized
program. That sequencinpegan with definition of the program to be )
individualized and devélopment of a series of instructional objec~
tives. At the next stage, focus was placed on the diagnosis of
student needs as critical preéaratiou for instructional hgiivery.bp

Issues of whether the diagnosis should focus on student strengths

152
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or weaknesses were mentioned. fThe involvement of students and

parents in the pre-entry goal-setting process was noted. It is

® : . . .
the operational aspects of individualized instruction that are most
frequently emphasized, though it was our position that planning and

.
assessment of oukcomes are of equal significance in the process.

We noted a lack of innovativeﬂess‘in many repqrted programs, most .
of which attempted to emp;oy érescriptive, performance-based pro~.-
grammed learnihg material? as a primary instructional optiqn. Some
brbdramé emphasized a tedhnologicai approach using computef assisted
learning, audio-visual instructioq ;;d 1ear;;ng'packets. We noted
that criticism of such programs ofgen centered on their lack of
interpersonal interaction as a learning tool. A nﬁmher of writers
stressed the importanqg oiéqtudentuinvolYément in the instructional
‘ management process. That ié, the studen£ has a need to 'be informed

of his/her .progress, understand the expectations of the program, and

participate in managing a study schedule. We cited the importance,

4 #

Py in the opinions of some writers, of physical facilities sufficient &

.

in size which also allow for a variety of activities to take place

at any given time as a key component. As a major program outcome “

® or product of individualized instruction, we reported the need for a

- sBystematic process fzr identifying and analyzing instructional con~ [v

va‘tent, for establishing performance goal; through a variety of teaching~

o - learning approaches, ;5& for evaluating the program. 1In the area of
student outgomes; we listed asg principal ingredients of individualiza~

tion the diagnostic and prescriptive procedures occurring throughout

() the course of work.

+




Chapter.III was a brief statement of se?era1 recuriing themes
found in the literature on individuaiized instr¥uction. Those
special issues included the rolé of counséling in in{ividualized
instruétion, problerns in evaluations of such prbgrams,ﬁand some of
 . tr;e most oft~heard criticisms of indiv%dualized instruction.k; The
~ discussion of counseling focused, in parﬁ, on" the needs of the
disadvantaged for individualized programs that would imp:ove thgir
® ’ educational and economic status. Criticisms ﬂof individualized -
instruction related to the overemphasis on technology, and on
"pacing", "rate", and -"sequence", the ignoring ;f interpersonal
'. relationships, the lack of studept .ir;vol'vement in selection of
goais, and the use of a;bitréry, sometimes unrelated evaluafion ¢
criﬁéria for measuriﬁg learning progres;. V
‘ A definition off individualized instruct":i;'o;‘;'x as a basis for -

program réview'and assessment was presented in chapter IV. That

9
definition stated tha't: , .

® A prdgram of individualized instruction is a systematic

procedure for determining, on an ongoing basis, client

needs, interests, and aspi;ations, and,for providing

<« N

each and all of these Ehree areas.
The terms underlined in t%q above definition were discussed in
o regard to their contribution to a total concept of individualized
instructio;. A final secéionvof Chapter IV dealt withathe relation-
ship of tracking to inéividualized instrpction.L We discuésed some

® f of the negative inferences which tracking implies, as well as sore

&
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- related to the bases on which occupiéional training areas are selected,

[
A ’ [

~

positiVeQresults that oould be attributed to appropriate tracking.

" Barriers' or confounding problems in eliminating tracking ;h ch -

. .
derives from sex, racial, or socioeconomic variables were noted.
9 S

“

Though we found”no°single, pbrécise method for assessing the degree
of student tracking in programs, we listed six observable clues that

could be employed in estimating the degree of tracking. °Tﬁose clues

<

@ -

.the extensiveness of student“diagnOSes, the nature of counseling

services, the-accomodation to culturally.different values, the degree
s . . P Y

.of program £it to client needs, and the importance placed on individual

-
¢

- as opposed to societal needs.,

.

chapter V was -an application of the conceptual model ﬂb three

0""

‘career education programs. We attempted to relate the key elements

N .

of our definition of individualized instruction to activities and

@

programs as observed in November 1973 through January 1974 in the
NIE~funded programs’ at Philadelphia (RBS), Charleston, West‘Virginia”
(AEL),, and G1a590w, Montana (MP). After a brief description of each

project, we examined the eleménts of (1) systematic procedure, , ' Ry

(2) determination of skills and abilities of students, . (3) onéoing

. assessment, (4) needs, interests and aspirations of studemﬁs and f.“&5"

(5) provision of options in the instructional program., The sixth

element, optimizing gtudent growth, is actually a kind of outcome
measure, and given tne time and the extent of our observations,
could only be reported from thé point of view of student satisfac-
tion in the career edgcation program.

¥
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We were primarily concerned with the existence of, rather,thhq

the degree ox quality‘of; the - elements of an individualizeﬂ instruc-

tional program, However, it was inevitable that the observers would

L3

74

note strengths of .some projects as compared with others in meeting

. certain of the criteria suggested by our definitlon-a

#‘&« -

: The last section of Chapter V pos ed six questions related to the

]
questions.

a

existence of tracking and discussed eachféroject in relation to these

°

Obvious examples of tracking in a negative or pejorative
A B

sense were not discovered thaough we noted the existence of certain

types of trackihg‘that'appeared to be external ‘to the career education

programs and outside their sphere of influence. We referred to:

1.

Socioccultural tracking in which peer-group and cultural
inflhencss affect the kinds of occupational interestsvand

training decisions made by students.

i
1

Economic influences in which financial limitations og}
& ‘ 4

» . ] # )

training ahd occupational preparation have affected

earlier and present career decisions.

® “ ’
Client characteristics in which the student ox the

employer makes training or hiring judgments based on o

“
K] ¥ o

an assumed fitness for a job. For example, women may

not choose. preparation in automotive or transportation

. s
- related careers because of the common stereotype that

. ' )
the jobs in that area requirs?great physical strength,

"native" mechanical aptitude, or other sometimes false

4

assumptions. .




i f' 4. Program limitationsgin,which a student selects from‘a o v
list of courses which is restricted by funding, staff

qualifications, or other factors not fhlly w1thin ther

- pbwer of a program to change. . -

Each of the above may Yesult in a kind of student tracking,
. J .
though little Specific action -on the ‘part of a career education pro-

*
"

gram could change the selection proeess of oacupational preparation

or placement. ’ 'i_“ ) L o
: e LT Lo ,
Systematic procedure was defined as a ,Specific provi;ion for

£ . f*h . "‘N" . L L]
individualized diagnosis, counseling, planned act1v1t1es, and

LR c e

uevaluation. Each of the three programs had a prOcess ﬁor selecting,
‘ . 5 & I s . -

‘A-Ientering, and planning student programs; Personalazation of the

educationaf”program.ocpurred in“each, At RBS, we cited the orderly

o &

procedure available for basic skills 1nstruction through 1ts ‘use. of

‘Individualized Learning for Adults (I1A). AEL had just completed o

+*

L .

and 1ntroduced a system for«diagnOsis and student decision-making that

o

was hlghly prdmising. We also noted that AEL had planned exploration

act1v1ties in which. students ﬂelated their experiences on an employer

1&:

@

site to specific academic requirements ox expectations. MP had the“

1 &

& Kl

most extensive prov1sion§ for student program development, because

this progect ‘had different objectives. One of their goals was to

3 ? ’

train students in an area of occupational specialization as opposed :

®

to: the exploration fOcus of the other two progects. As a result,

n ® M e

" MP had to prov&de personal and family counseling, careex guidance,

basic skills education, and occupational ‘training. We -observed that

2

this task was more complex and required more time, staff, and cost®

than other programs. .Developmental efforts at MP that were well

137
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advanced were occupational training and personal_apdkfamily-counseling;

but neither were "finished" systems, Career‘guidance and:foundation
education were undergoiné,changes,fwith one of‘thé major'tasks of the‘

latter to help define or determine levels of baSic skills essential to

success in various career specialties. A new director of the Career

i

. Guidance component vas developing a planned approach to asSist stud

~ L .2»1,

“in career decision making. ﬂhile manyﬁcomponents'of~the MP-system

W

could’be exported, it was our>assessment;thatédevelopmental efforts

" in this comprehensive program shoulgfandzwould continue, even though .
‘replicable elements weré identifiable. i

A key element of the‘ILA system at RBS was an assessment- procedure
to define each student's achievement in the-basic skills”of reading and

‘math. This was not only a complete, But also. a prescriptive, system

which prOVlded an indiVidual point of entry for students into the basic

- skills program and sequential materials through five areas WIthinl

reading and eight areas within math. . Assessment' or the determination

@,
-

of individual status was considered a primary task for .counselors

within an individualized program. Proéesses for self- and'counselor

assessment were being developed at RBS but we noted that there

®
%

appeared to be no strategy by which regular assessment procedures led
\\

to career exploration placement decisions."The physlcal separation

v

of counselors, who were housed several blocks from the Academy for
Y

Career Education was cited as a deterrent to effective utilization of

the counselors in stbdent diagnoses and program planning.
. . ‘ | .
AEL's procedures at the time of our observation were being - s

modified and a new system for student assessment and planning was being

138 -
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counselot interaction was- again cited as a constraint to ongOing

®

initiated, nThe,basic,logic of the new systemdappeared promising

 and ‘sensitive to identifying student aptitudés and-career choices

""as a'basis for program planning; We cited at AEL the" general avoidance’

of global assessment measures such as I. Q tests or achievement
batteries as principal program determinants andvthe practicé of student
involvementkin choosing their career exploration sites;

| Two kinds of counselorﬁinputfv personal and family problem sqlving
and career guidance - existed at MP. General aptitude tests and

o

vocational intereéest. surveys were used,in initial assessment activities
, u .

- for entering students;“Other formal procedures for determining student

.

needs included administration of questionnaires, personality inventories,
and problems checklists.

Recurring, ongoing assessment which recognizes the need to continu~ o
ously examine?’ student progress ‘and placement is a third element of our |

u —

definition of individualized instruction.k The ILA 8ystem used. at RBSV

~ met this requirement through regular monitoring and evaluation of
‘student learning., Ongoing evaluation of student progress in supplemen-
;tary skilbs ot ‘career exploration was nat evident except at the end
‘of student participation."Students who ‘entered a specific exploration
l,‘cluster generally received the‘same type of program over a twelve ‘week'
:‘period without programmatic adJustments through the course of the

’ exploration to serve indiVidual needs. The lack of close student—

.
.

[
assessment. The frequency of;program changes and interventions was

regarded as a strength.of‘AEL's career exploration program. Usually
students changed exploration sites every three weeks so that career
education activity was under regular review. A specified process

139
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for academic>assessment was not seen at AEL. A key to ongoing .

assessment at MP was a periodic remiew of the appropriateness of °
occupational preparation selection. Students helped set instruc—
tional objectives and worked with the career guidance and/or counseling e
sections to resolve problems related to achievement of ob}ectives.

The element of needs, interests, and aspirations placed importance
on the need to identify academic or skills problems and to require
remedial teaching where warranted. RBS's procedure was particularly
sensitive: to this issue in that they required all studentsxwhoseg
skills were below ninth grade leVel to participate in the basic ﬁkills;
program. "RBS was said to view the entire EBCE. program as a mechanism
for altering student aspirations, but without separate course work or
special indoctrination. ,A philosophical problem - to whose "aspirational

level" students would be raised - was discussed. AELfs lack of formal

academic diagnostic procedures and absence of a requirement for students f

®

* with poor basic skills to participate in a remedial program was noted.

The major emphasis on student interests was a strength.of its progranm

planning activities. Further, every student was expected to select and

meet periodic requirements in five concept areas (social science,

‘natural science, mathematics, communications, and career aspirations).

One way to view career aspirations is te record changes in student

@ &

goals through program participation. An AEL staff“member conducted a

'study of student scores on -the Kuder Preference Test during 1972 -73.

The measure showed gains in maturity during the’first semester of that

year, but no significant changes thereafter. However, if the EBCE

)

objective was to encourage realistic career choices, increased:

“

S T
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aspirations may be a contradictory concept.. MP's immediaté task)of

’. H preparing adults for the world of work required that attention be- o

- directed at identifying needs and capitalizing on student interests.

Problems which confounded their task were discussed, including the
® presenpe of "program-goers," the higher dropout rate for minority
! ~ persons, and t;e unrealistically high hopes of some studentsgtpat
" they could gain professional“level training at*MP. The reluctance
o of maIe*students “to-have their wives enter’ programs that would lead
'to skilled positions, high_ pay, and/or competition with men in the
‘same jobs was discussed as a specia1MMP problem‘in changing aspirational
" levels. | - ; . |

. | The component most frequently equated with individualized instruc-

tion is the provision of a variety of options in the areas of academic
o instruction, career exploration, and counseling. Each of the programs

observed fared well on this criterion, for though they each had limita-

tions; their options .were extensive and were planned to be responsive to a

e variety of dtudent choices. AEL had 100 different,oareerweXplbration~~w?~*
‘sites which represen€ed>is career cluster areas. The range of options‘
providedrstudentskoith activity choices that were exceptionally compre~

i o A . . .

.’ | hensive and which resulted from intensive public relations and educa-

itional_efforts Qith the employerrcommunity; MP'had‘options in connseling;»

guidance, foundation eduoation; and occupational training.GbThe iatter

i' was .the simplest to relate to tne elenent“of providing options. For

example, MP had fi;e cluster areas - office education, food services,‘

- lodging, building and construction trades, and mobil and transportation

¢

® - trades. There were 8, 8, 2, 12, and 15 job titles, respectively, within
. ] PR
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these clusters for which training was available. Only three changes

in a student's occupational preparation plans were allowed, partly,

o

as a discouragement to those who would intentionally prolong their

- stay in the program. Counseling options at 'MP were available and

foundation education provided indiv1dualized programs in which a“

primary variable was rate of achievement. ’ ) - -

. o

_ The last component of our definition, optimizing growth, was
discussed entirely)withiﬁ the‘contekt of-student‘perceptions of~each¢
program:ﬂ Appendix B”provides a brief resumelof student responses to

a étructured inte;viewu ‘Time limitations of the observers resulted inﬁ
a too narrow sampling of reactions at MP, f-Ye) that student.outcomes

(1

and acceptance of that program are tenuous.

The final portion of Chapter v listed a series of questions ’

about the concept of tracking, its, relationship to individualized
instruction, and its presence within the three career education

pPrograms. As_@notedearlieg:h tracking can have a positive as well-as:
.9 5 «
negative image. Tracking was defined as a unique entity instead of the

- o - # Sy

bi-polar extreme on a continuum of total individualization to complete

N}

"non~individualization." obvious, obtruSLve‘evidences of tracking

were not observed in the programs, though several subtle forces, often

i “

outs1de the pro;ects' control,‘thatqwesulted in a form of tracking

were identified. - ’ ‘

<

-
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«,Afﬂierarqhy

0.E.
Job Titles

" File Clerk

Receptionist
Typist/Clerk

Steno

Secretary
(SN

Accounting Clerk

Cashier I

" * Bookkeeper -

LODGING

Job Titles
Maid“‘
Hou;ékeeper°>
Desk’ Clerk

" Night Auéitor

FOOD SERVICES
Job Titles

Kitchen Supervisor
Pantryman

Cook's Helper
Cook V

Baker

Courses

S N Oy 0T W ;N

Units "PAs & LAPs
17 ” ,%

10 ?

19 ?

58 50

e .

25 ? f

25 7

7 ?

15 7
4 ? ~
14 . .
13

22

Units With A??sUnits
26 260
. o
; u
(Samezés kitchen
Supervisor)
0




-@

- e

BUILDING CONSTRUCTION

Job Titles

~ Carpenter

Cabinet Maker

Building Maintenance

Apbiiance Service
Electric Wireman
Electric Motor Repair
Electronic §bé;.
Elec. Maint, Man

P1umber

Refrigerator Repair

Heating & Air Conditioning .

Entry Draftsman

Welding

- Support Course only
Not a Job Title for MP
. training purposes

14

Courses
Rough n
Finish

 Cabinet Frame

Assembly

Compon. Assembly
& Finishy -y
Structurhl
Electrical
Mechanical

5

3
4
4
4
2
3
3
1

15
10
13
10

10

13

10

LAPs within

Courses .

. 63
41
20

26 .

61
- 23
49




- AUTOMOTIVE _ D&
® Job_Titles B Courses  Units . PAs in
Lub Hechanic | -, 1B 19
Light Duty Mechanic 1 30
° Mechanics Helper B ¢ 25 ”
| - Engine Repair Mechanic 6 . 8
' Transmission Mechanic h 5 o 17
° "+ Auto Adr Condition Mechanic™ = 6 7
Tune-up Mechanic o o . . 3
Brake Mechanic - ' 5 _ 16‘ :
°  Front End Mechanic 5. Y
* General Mechanic R P 60
Basic Small Engine Repair 1 ‘ “23 )
® Chainsaw : _ 1 s 5 B
| ~ Snowmobile . b - 1T 5 E?S: all :ﬁqggges
Motorcycle 1 P 5 >_ Eﬁggﬂeaﬂzggﬁﬁ"‘a" o
®  0.B. Engines . 1 sy :
4 .
. o ‘
o . ) é
®
150 -
+
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 FOUNDATION EDUCATION o

” Course Area T o

|  Basic Common Skills L 90 M1 at grade Tevels within an

- ' - - 01-16 grade classification

e 1. Phonetic«Anaiysis S q
2, Struc. Analysis . | 7

o 3. Vocabulary Development 7 A 6

,‘. 4. Literal Composition 5.

- ’ 5. Interpretive Cor;lgosition 5"

6."’Eva1. Compd;,‘ition L | ‘ '5 '

® 7. Struct. Patterns oon

8. Organ. Skills s

(9. Ref. Skills = 8

o “ 10. Corres. Skills L 3




Cluster or
Course Area

e.g'
Office Ed.

“Food Services .

Lodging .

Building &
Construction

Mobil & -
Transportation

' StruétUre,(Occupation—Preparation)

Job ~ Perf. Act
Titles ~ Units has at le
i < (LARP)

8 ’,
8
2
12
15

gy

3 152

ivities each of which
ast 1 documented procedure




Appendix B

Table A

AEL STUDENT RESPONSES
TO INTERVIEW QUESTIONS

Table B

RBS STUDENT RESPONSES
. TO INTERVIEW QUESTIONS
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Appendix C

~

MOUNTAIN PLAINS PARTICIPANT.

SELECTION CRITERIA

A,




: SELECTION CRITERIA

" Criteria Statement

s
-

o

Indicaters and/or
Measurement Technique

o

CRITERTA TIED TO INTERNAL OBJECTIVES

1. No persons with mental retarda- 1.
tion will be eliglble. ‘

a

2. No families of which any member
has a current violent, anti-
social or uncontrollable be-
havior problem will be accepta~-
ble.

uz.

3. Current illegal use of drugs by 3.
any family member makes the
‘family unacceptable.

o

4. All persons must be part of a 4,
legally constituted family, i.e.
related ‘by blood, marriage or
adoption. ‘

5. Families with members who have 'S5,
alcohol problems currently
severe enough to interrupt work,
marriage, or social functioning
will not be eligible for MP
participation.

P
u"w

178

c~-1

o
TN
v . : <

~

School records and observationl

1f abnormalities are suspected,
other sources of infqrmation
include:

Mental Health Center

 Red Feather Agencies

" Poctors and/or Hospitals
National Assoc. of Retarded
Children

- Family service Agencies

Copditién could be verified by:

- Doctor .
- = MMPL ‘
-~ Other responsible agency
evaluation,

Records from school, police,
« and courts. (See attachment 2a
& 2b.)

‘Police and court records. Inter=-
view with f?Pilyxﬂnm,
Marriage records. Tnterview

with family ( validation of
common law marriage.)

See. 5g and 5b attached.

. -

° ‘
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Criteria Statement

Indicators and/or
Measurement Technique

‘No hhsbané%/wivesfparents will
have a reading level below 5.0.

No husbands/wives/parents will
have a math level below 4.0.

6.

7.

WRAT reading test.

WRAT math test,

A score of 80 on GATB GVN is
equivalent to 5.0 reading level
on WRAT test., :




i . ‘ ATTACHMENTS - - )
Jb’ L) . hd ; F") .
L 2a. The objective of this criterion is to eliminate behavior. problems which :
{- cannot be handled by Mountain-Plains. Adults with a history of criminal,
i . behavior of a chronic nature are not acceptable. .Chronic refers to two or

more incidents (felonies, misdemeanors, or other similar identifiable
. behavior) in the last year or one incident during the past year with other
v ) like incident(s) in previous year(s). Adults who have not been convicted,
o . . but who have exhibitig;behavior in the past year, such as physical abuse

. toward anyone or any/malicious destruction of any property are not accept-
able. Insofar as it is possible, persons with character deficiencies.
should be screened out. This is a judgment area. Some guidelines for
identifying a character problem are self-centered personality, lack of
‘.¥ ability to differentiate between right and wrong, manipulation of people
for their own gratification, lying and lack of sincerity. These people
are usually very verbal and appear quite intelligent,, Any person posses-
sing three or more of these qualities should be examined more closely by
checking additional collateral resources. o

R T T

L T8

C

@ There are children which Mountain-Plains cannot handle. An agting out,

' disruptive child who is uncontrolled by his/her parents disqualifies that
family from participation. For example, children who run away from home,

--who destroy property, who physically abuse themselves or others, or who .
are chronically traunt disqualify the family., . o B .

.
<
T v ep———— e e oAy

.

. 2b. Information pertaining to this criterion may be gathered from one of the
following sources: . . .
Interview with family ° : ’ . « [
School records of children age 6 and over ‘
Police records
Sheriff records
Juvenile court records
R Adult court records »
H ) Mental Health Clinic <
: . Hospitals (including Mental) . é
Neighbors . :
' Relatives
Local Bartenders R
Welfare Departments :
o Family Service Agencies
®. < Any other social serylce agencies

that few people will admit aleohol problems, it is necessary to watch for
signals., " Ther person admitting to being an aleoholic is usually a pretty
®_ O - safe bet because the problem has been recognized and dealt with, '
L 180 - ]

' ~ c-3.

‘Sa. Mountain-PlaiJ% cannot .deal with the drunk or wel alcholic. Recognizing . f
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Some indicators of a cufrent alcoholic problems are:

Separations of husband and wife * - ) T

Money problems , )
Poor employment record . ‘ T =,
Automobile violations . o , )
Felonies or misdemeangrs . “ . ‘“
Health problems ' R .

. .

Some places to gatheg&information op alcot

»

Former employers
Family interview - Eamily Budget
Police records ¢ .
Sheriff's records V : - e D
Court records [
Alcoholism Referral Center. ) ,
Physician & Hospital '
Neighbors - , S g
Relatives “ ‘ ‘
Local bartender and other businessmen (in ‘small t&wns)
. Motor Vehicle Department’ . . N .
Alcoholism Rehabilitation Center - =
Q_Welfhre°Departments : . '
Family Service Agency - e, - .
Any other social service agéncies ) : T .

Az
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SELECTION CRITERIA

V

3

N Indicators and/or;
: Criteria Statement . - Measurement Technique -

CRITERTA TIED TO PROGRAM ~ —  — V o -
LOGISTICS (CAPABILITIES) ‘ - : -
No families will be allowed.who "Credit records -
must pay out moré than $70ﬂ60nth ‘ . Previous marriage record
to cover debts or prior obliga- Court records ’
tions (alimony or child-support,) Interview with family
— . .
No persons with legal or civil Court and polic check.
sults pending will be allowed ' B -
unless acceptance by Mountain- : ‘ -
Plains. willl satisfy the legal : : ",
obligation.% 2 : . co

No cars wil%\ggugélowed without i Nerification of insurance in the

the minimum in nce coverage ' ‘appropriate amount ‘according to

of the state of registration, state of tegistration.

(AF Regs.) LT T :

No persons with the following Physical examination Medical

health problems will be allowed: - Histories. (done at Center as

L— . indicated.) -

a. diabetes not controlled . o
or with complications - Those selectees eligible for

b. epilepsy with more than Welfare or DVR should have

' three seizures per ‘year physicals done.

Ca history of previous .
myocardial infraction
with congestivepheart
failure or other compli«
cations, ;
Tuberculosis active or
positive X-Ray
Caticer - past or active
physical or structural |
disability that restricts
mobility of required help
from others . ’
active venercal disease ”
malignant hypertension .-
vision not capable of
reading newsprint - 16"
to 18’,,'_visiop (This will 182
ndét be a screen out if

. Vision 1s correctable.) C=5

i

haad =¥ T s G




Criteria Statement g

-~
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' fndicators.and/or .

- Measurement Technique -

5, 5. hearing loss greater than
. . 30%
A A « k. pulmonary disease that -
® . restricts activities of
" daily living e
: 1. any other physical defect
: or disease which would-
Anterfere with a schooling . -
P - 'program or job ‘opportunity-- ‘o
after training !
me unrehabilitated' orthopedic N
- ~-x.. problems i e
# n.  psychiatric problems (as °
‘ indicated by personal
o' contact and/or additiomal ‘
. -data from other agencies)
o, dental problefs serious - _
to. enough to require full .
"mouth extraction or o
I , ) dental plates- 3
e : . ‘ )
‘ 5. All persons must have at least 5.
. +  one functional arm and hand.
1 6. Any spouse or female head-of~- 6.
P household with a confirmed _—
o " - pregnancy, must sign a Statement . .
| R of Intent to pay all expenses .
vy s, (will not be covered by Mountain-
iz . Plains insurance). .
s 7. Applicant will agree (on Partici- 7+
.', _ ‘pant Agreement Form) to partici-
[ _pate,. for a period of about one -
- ‘mouth (standard schedule) in a
i . ‘ variety of programs including:
Y . Health. ’ .

Home Management -
- Leisure Skills
Early Childhood
. Foundation Education
Career Preparation
Goal Setting & Problem Solving
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-Interview observation

Statement

Applicant indicates unde;rst:amd--‘w
ing of program expéctations and

" gigns agreement form.

pamayomgs.
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Criteria Statement

- Indicators and/or

Participant will then be

~_Measuremment Technique
: ‘ -

' “: i assisted in scheduling a pro-v‘ 2
‘e gram to satisfy his interests . . » .
i. ‘  and needs, - : . i
: 8. No heads-of-households will be 8. Birth certificate’or other )
: allowed under age of 18 ox.over suitable references’
. age of 50, . ' -
9. After reaching 200 families., 9. Housing availability ) |
scheduling must provide for . ] Y
§ size of family/size of housing ¢ 3
1 unit availability. b
'\[‘_. - - N ;t':, ),
|i 10. Acceptable family ‘size for 10. Interview Q
; participation, . ) . .
Iwo parent families with up to
" 6 children, .
i‘ One parent families with one to ‘ i
j four children., o o N |
{ 4 Q" ¢ : | - E
® " -
j& . Al ’ P . ’
4 N . < . . [,
el . "k\ ¢
Q‘ . .
:, i . ‘ ;‘ R
{
o ’ . K ﬂ
.« ;
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Criteria Statement

Indicators and/or -
Measurement Technique

‘ g * . .
CRITERIA TIED TO EXTERNAL OBJECTIVES

1. 1.

3

Head~of-Household will not be
. eligible to participate at
Mountain-Plains if he/she:
- A. Currently possess sale-
-able skills in the area of "
his interest and: just wants
technical upgrading.

Desires skills that are not
available at Mountain-Plains.

B.

c.

Has ‘participated in two or

more other training programs
(except training provided by
military service) within the
last five years. ‘

Il
I

Interview

A. Family
B. Previous employer




