-

&

- : DOCUE&E? RESUNME
BD 118 582 : C sp 009 830
TITLE " Education in the 70's and Beyond.-
INSTITUTIOR Pittsburgh Univ., Pa. School pof Education.
PUB DATE .11 Apr 75
NOTZE 196p.; Papers presented at the annual Colloguim of

the Council of Graduate Students in Bducation (ist,
Unlversity of Pittsbhurg, April 11, 1975)
{ . .

EDRS PRICE. MF-$0.83 BC-$10.03 Plus Postage
DESCRIPTORS ¥Basic Skills; *Bducational Alternatives; Bducational
: Change; *Educational Philosophy; Educational

Reseatrch; *Educatlonal Trends; *Humanistic Bducation;

. Literacy; Reading Instruction
IDEJTIFIERS Kulticultural Education ‘ .

[&LBSTRA‘CT ' ‘ ~

These papers focus on (1) alternatives to and within
education, (2) critical issues ior ‘the 70's and-beyond, and (3)
affective/humaq;stlc education. while some papers are on very
specific subjects (i.e., teaching emotionally disturbed deaf
chlldren,'reading readiness tests, peer influence on students,

. alcohol education, visual 1earn1ng in literacy, and other subjects),
some major themes overlap in several papers. Foremost is a concern
that education not lose the momentum of some of the ryforms made in
the 1960's through an overemphasis on basic skills _%6 the exclusion
of comcern with the affective and humanistic sid¢”of education.
Another important theme is the crucial need for/educational
alternatives, includjfng nonfqormal education ip/developing countries
and better educationial program= fo ng of minority
inner-city personnel: Several pa the probleas of teaching
roadzng and the fact that literacy 1 not universal although it
is fundamental to any other kind of learning. One paper cr1*1c1zes
the granting of acadeaic credit in college for basic literacy
courses. Various guestions in e¢ducational research are also examined,
including the probless of relatlng the understanding and knowledge of
the researcher and the practitioner. (CD)

L

—— ,

************#****‘********************************************'**

Doguments acqguired by BRIC include many informal unpublished
materialls not available from other sources. ERIC makes every effort
to obtalin the best copy available. Nevertheless, items of marginal
reprodutribllity are oftén encountered and this affects the quality
of the Wicrofiche and hardcopy reproductions.ERIC make’s available
f ‘the ERIC Document Reproduction Service (EDRS). EDRS is not

onsi lefor the quality of the original document. Reproductions

'sup lied by EDRS are the best that can be made from the‘'d6riginai.
RERERKKERRKRRKREEKRKRK KR ERKKRRKRKRRRKRKEERRERRRKKK KR KR RRRRKKK K KKK KKK KKK

*
*
*
»
*
*

AW RN NN
* N RN R NN




M M

,, 4 .

J - K - R .

. © o .

b ) eem .

R (oo e : i
. H o« .
coo v — -

; D
¥
W 9
K 1 v .
— £ .
.\-: \ 1 .0, . . ,
, . N w
" ' -~ > .
__ e .
A | ® ) ,
, ) T ,
A i s .
nr : .» e
Ll e
' o
{ ' . .
| b
v ' a :
) u *
m O
) o
S
. ] [V
w O ]
o - s
P e
, “k.x.c
o =
1] u >
' o,x.,
» ! . .
I

“uot3edNPY’

-
-

9

. ULYITM pue
Ou, m@?ﬁ.ﬁﬁkouﬁrd

oo
nt
w. -
“ ° i
w%. .
“ . wn m ,
I~ )
h . .
5 88 E
< 89 g
- . ' . oy AL
T N ‘) - D
104 S9NSS] TEITITID. ) W D <
o

mﬁpummmt\oﬁmﬁg

UNIVERSITY OF P

1
Eoﬁpwu:um ;v &

o

i
!
!
t
I
by
¥
{
i

t
!
{
f
i
|

h
i
1




o : v .
K .
T N r 'l {'.‘ :
* L
* 3
.
& 4 *
¢
¢
- '
- .
e
-
9
- *
‘ -
SN - . N . .
2
-
. - i . ‘
. Y . . .
pom ‘4

4

N

. ) w

o : SN
, oL
o : ' EDUCATION IN THE 70's AND BEYOND

>

.
. -
- N .
. ’ 0 .
- N o~
. L
- . P
- - ~ .
. - L
. - .
f
, |
C 3 "
- * (-F\- L
\») ’ ‘
o - v . : - - . : . - ;
ERIC : ' ’
N . |
K ‘o . . “
* = ’ . * |
Pl - t - . z o . O N - - -

I




PREFACE

13

r

The papers that make up this document were presented at the first annual .
Colloquium of the Coq'cll of Graduate-Students In Education. The theme of the
Colloquium - Education in. the 70's and Beyond - was particularized throdgh the
following three topics: . . ’

4

’, . Y :
Alternatives To And Within Education : \
Cri‘tical Issues For The 70's And,Beyond

Humanistic/Affective Education - <

University faculty served as moderators for the three sessions, namely Or. Setﬁ
Spaulding, Professor. of Education; Or. Andrew Hughey, Assistant Professor, Counselor
Education; Or. Kathryn S. Atman, Assocjate Professor, Cyrriculum and Supervision,

The Council gratefully acknowledges the support and participation of its gon;
stituency, faculty, administration, staff and alumni of the School of Education.

EXECUTIVE COUNCIL

&l
. olloquium
oordinating ' ‘
mmi ttee . . o o~
N * ~ /\('
President. . . . « ¢ « ¢ ¢« o ¢ s o« Ce e e e e Donna D. McCall
Vice-President . . « o v v v v o n e e e . . Gregory A. LeRoy

Secretary. . . . . . . . ce e e e e e *\Rose Mary 8. Tenpant

Treasurer. . . . . . O e et e e e e s . Patricia Gales
Administrative Assistant . . . . . . . . . . . Haruna Mallum -
Special Representative . ... . . . . . . ‘. .. Allyson Walker ‘ ?
Special Representative . . . . . . .. .'. . . Ronald L. White -
Cu}r. § Supv. Council Representative . . . . . Helen Hazl |
1DEP Council Representative. Ce e e e e . Lynn Gray

. . y

Faculty Advisor = Or. Robert G. Dilts

1




¢ T .1 INDEX TO COLLOQUIUM PAPERS T

VOLUME | = ﬁlternatives To Antd Within Education

. Alternatnves To-Teacher Educatidn And School Organxzation e .

- €. Diapne”W. Cojbert, Ed.D. - Assistant Professor of Education/Research
’ : Assoc. - LRDC, University of - Rittsburgh

¢ - hd -

An Investigation Of The Relationship Between The Subtests Of The ° ,
Metropolitan Readiness Test And Read!ng Achievement Among Black .
- lnner-Clty Childeen
Susan- Mann - Teacher of socially and emotionally disturbed children
: .at*A. Leo Weil Elem School in Pittsburgh

-
- -

S
Individualized lnstructlon ﬁearnxng Activity Packages :
Richard Gutkind, M.Ed. - Teacher of mathematics at Columbus, Middle
School in Pittsburgh .

Non-fornal Education For National Development A DefinltionalrEssay,
With Some Research Priorities For The 170's

¢ Gregory A. LeRoy - Graduate Student Asslstanq in IDEP, Universrty of
. s Pittsburgh . —_
VOLUME 1| - Critical Jssues For The 70's And Beyond : '

’ Bridging The Gap In.QEarch Of Quality Educatlon \
Charles W. Armstrong - Graduate Teaching Assistants in Physaca} Education,
Frederic F, Andres - Unlver51ty of Pnttsburgh -

‘A Theory OF Strategic Forecastlng For Program Adaptation Within Future
Times In Educational Administration
Haruna Mallum - Graduate Student ‘Assistant In Educatlona\ Adminlstratfon,
. . . . . University of Plttsburgh o
Educational £hange Where Are We Heading? )
David Zarembka - Director, Penn Circle Community H. s. In Pnttsburgh o
" Lois A. Sebatane - Teacher Training.Co-ordinator, Alternative Education
' ‘911 Resource and Development Center In Pittsburgh ’
Reforming The Undergraduate Curriculum: A Position Paper TR
Al K. OeRoy - Senlor Research Assistant, University Center For lnter~
-'natnonal Studnes, Unnverslty of Plttsburgh
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' "INDEX TO:COLLOQUIUM PAPERS (cont.) ' ’ -
n“ v . . ) . w . ) . o ) . . .
Volume IIF}. - Affectlve/Humanisﬁlc EdUtatioo ‘ ,
s Cs ‘ - .
The lmpact of Pber lnfiuence In The Schoels. "A Posjiitive Force Through .
Cross-Age“Teachtng Programs X T .

Lynn Gray, ‘M.Ed. ~ Educat:onal Censultant ' . :
An Affective Approach Tb Alcohol Education In’ The Schools T
Joseph F. Cvitkovic - Alcoholism Specialists South Hills Health System '
Gerald Colvin - . Regional Alcoholism Program in Pittsburgh’ .
Program DeVelopment For Treatment Of Emotionally Dfsturbed Deaf Chlldren
.. Terry Edelstennl- Teacher - therapist at Westérn Pennsylvanua School
. ' for the' Deaf iIn Pnttsburgh .

Vusua7 Lnteracy A Developmental Approach
Joanne V, Dunn - Teaching Assistant in, Educational Communxcat]ons and

Techno]ogy, University of Plttsburgh T A
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..Hlstorloally, ;chools have been the agencles to preserve the soczal

......

+

‘-L,‘g#&-«a R —— ——— —— —, — S p—— Ty - - _ -— AR

e v

- the 1ndu$tr1a1;zed economy (Hummel and Magel 19737. However, the schools
3 4 4 .~ ¢

1n the past deeade have experienced wide spread crlticlsm of the mono-

- 5“
K :cultural orientatzon of their programs and pol;cles. Durlng the 1960's

. .
ae

the general populatlon (comprlsed of several ethnlc and raclai mlnorltles)

fqupht qulte strongly for the right to preserve thelr cultures in the

’

eclassroom. The cry was for 1nclus;on of cultural and historical course

. -

offerings and for an increased number of minority scﬁool,personnel. éome

- 2

1n1t1al efforts wens launched and ethnlc gtudies courses, multi-ethmic @t

- Pt
texts and Increased mznorlty group admlnlstratlve and teaching staff were
’ . 1ncluded in the school (Mlller and Woock, -l973)
Durlng this same time nerlod curriculum reform act1v1ty was greatly
Aincreased. Currlculum reformbresulted in changed staffing, patterns, and
. team teachlng and differentiated staffing organizations were exp imented

.
- - <

with.” Paraprofesszonals were included on staffsg to do non-teachlng class-
A. ¢ AN

room Jobs ta release the teacher to have more time in diagnOSLng, prescrlb-

s &

ing. and guidxng pupll learning actxvmtxes. Frequently, in inner-city

mlnorlty 5chools,-these paraproféss;onals were minority reszdents of the
school communixy Thus the’ paraprofessxonal staff was a manpower source .

'2*"f of mznorlty per%gns on the school staff.* , .

-y : - M

Frank R;eSSman and Art Pearl in their book New Careers for the Podp

‘ } ¢
Fne?

(l965) tender a baszc rationale for the paraurofeSSLonal staff. These

S : . ,

va authors state that educators must begln to see that members of the
) ' !

s L L

y

Z”( order‘of our 1ndu§%glallzed Society and to. develop productive workers for—~';'

.

,7"{'(:-‘ T TR, e




.

"slum" communlty can bring to.the school skills and perceptlons essent1a
. to the 1mprovement of the school's program. They support the notion tha

paraprofesslonal positions must be made permanent and lncorporated into

"the matrix of the “school oragnlzatlon table.

ranging from non-skilled entry pos1t1ons extending through 1ntermed1ate

sub-professlonal functlons, and termlnatlng ultlmately 1n attalnment of

professlonal status changésrihf nature of ufward moblllty in our society.’

-

In the spec1f1c case of mlnorlty populated inner-city schools such a

-

i d1fferent1ated stafflng\procgdure 1) 1ncreases the number of minority

.

o personnel in the school; 2) 1ncludes persons of a similar cultural backi
,ground as that of the puplls on staff 3) opens thé profession to those

Who traditionally were excluded due: to soc1o—econom1c status; 4) creates
N

a manpowery pool heretofore, that was non;ex1stent; an§ ’s) provides‘a
‘L,’ * 4
- teaching-learning laboratory for pre-service and in-service teachers in
. ¢

. w

training. Therefore the origination of paraprofessional roles has for

’

"

o

some a broad purpose, one which responds to an apparent urban school

1

t

Establlshment of a continuum

dilemma,

N

aserv1ce to

unstated, goals,

-

Upward mohlllty, a significant lncrease in minority staff parti-

I '

.~

Y cipation, provislon for a teach;ng-learning laboratory and an educational

:gpopulatlon of persons who has traditionally been excluded '

AY
/

‘ e ,

’

’ from partic ation in h‘%hgr education endeavors-serves aé prlmarylxﬁu

In light of the representsition of a multitude of racial, ethnic,

4

religious,

’

and national classifications in contemporary American

+ + who continue to ma1nta1n some vestlges of their native cultures,

.,

society,

it appears .

=" mandatory to hulld spon this unique grouping to realize what Amerxca in-fact

"
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-

- v - 2 »
L

-

is--a plnra%istic society. It is the belief of some ¢itizens that the

‘school,. as’ a recognized and valued institution of American life, should

d'\

serve as one vehicle for dealizing a pluralistic society. This belief is "

an understandable one given the notion that, the estaé;ishment and mainte-

- «

- [ 4 ) .
nance of schools for every society has been for the achievement of social

goals. Church schools wehe developed to teach the doctrine of th urch, " .
- - .
' and state-controlled schools were, established to educate the populace for
4 .
" active partlclpatlon in a given polNtical ideology. The democratic ideology
) e

. is founded upon the value of the individual, and the welfare of said indi-

vidual is the paramount objective in the democratic process. Although

» . - N < v
democracy is considered the highest social ideal in America, in practice it
is frequently violated in the schools. School practices, therefore, must .
[ .\ ‘
be examinedras to their democratic qualityffof a pluralistic society. And, .

cdnsequently, ‘those personnel and administrators who service the schools

. B
' . I3

must be educated in a multicultural fashion.
‘; . \/ ”
* Goals : .

v R

' -
- %
~ v

It is with the i;aﬁ\of a culturally pluralistic society in mind that g?

multicultural educatiopw-of school perspdhel‘is conceived. A notion sub-
. o 4 ol * . .
scribed to by many educators is one which states, we tend to teaéﬁ7as we

have been taught. The very nature of the concept of cultrual pluralism
dictates ‘the teaching jfE avoiding closed, dogmatic and ethnocentric

; » 3

* values and ehcourages en' exploration and investigation of diverse thought.

o
H N . - -

Thérefore; the goals of any study considered within'ihis dimensfon®

-~ - Y

N .are open and contlnousli\jfzifzsed for the approprlateness of their

[N

L]

), . lnclu51on. Nonetheless ,\a _géneric consideration can reflect in a broad-

- Q ) .8 : “:11 - . . ’




] ' “ ’ \ ¢
. . i 4 . d .
~ . A) r
L ’ t\. - - . . A .
sense the purpose of this contempiat%on: ° ‘ . oL
) \ v . - . '
. » - School personnel at each level of formalized education

will possess an awareness of, kpowlédge.about, understanding .-
"of, competence in, and attitudinal disposition to encourage
. and lmplement the teaching-learning process such that their
products perpetuate the multicultural ideal which lS funda- . -
. mental to a plurallst%c soczety ‘ '

<

'Thus the purpose is to present a set of activities, experiences and

.

resources which may be used in developing an educative process which places
[ . / . . N

" major emphasis on préviding teachers (and ultimately their students) with .
increased awareness, knowlédge and sensitivity to ethnic and multiéultural
- ~ : ‘ ¢ } . , .

' dive!‘s ity . \“ hd . * (]

Objectivés

» : S
The focus of the program is to: 1) d%fine ethnic and cultural education;

. ~ / * 7/ H ,
. . 2) review various approaches previously utilized; 3) suggmest new strategies
: . ' _ P v
and approaches; 4) review and evaluate ethnic materials and to encourage

. . NPT,
.and provide opportunity to develop new ethnic units of value to each par-

. . N

ticipating teacher. One focus is intended as a survey to enable participarts

@

to better dégé—with needs of studgnté in ‘a pluralistic ipciety. Additional

" seminars may. focus on: 1) instructional techniques and methqdology; 2) .
. " &

learnlng styles and’ cognltlon- 3) cultural effects on growth and develop- s .

 ment; and 4) ethnography and the study of the school as a soclal system.

‘~ - .
. . . . -
f

; ) Specific objectives encompass the followinéi"- ‘Q B
1. The participant will define and utilize in communication
.o . P . ] . i ’ .
. - the vocabulary associgted with ethnicity. - I

. o v .
2. The participant will verbalize a greater awareness and . . N
. . Mo - - & .

J

understanding’ of the cultural diwersit&-of the children , -




. . .o 5 *
L < s
L . "with whom they work‘and demonstrate this fncreased ' :
S T e , .
W v+ . avaveness, in their interactions with children, materials &
) A« and parents ‘in the school context. ‘

“3‘. The part:.c:.pant will discover theé mythologxcal onenta—

I . tlon of tradit:.ml stereotypcq ascribed to ethnic groups

ot

T _ and demcnstrate this through d:.scouraging their perpetua—

tign. « '. . I' . \
L, a.rticzpants w:.ll discuss and defend hol;days and multi-

,,».

, ethnic traditions wh:.ch are iftherent to them, thereby

¢ ~

. Ld - . .\r
-sham.gg ethnicity in actionm.
5. yartici,pé;ats will show pect for ethnic institutions ’ '
T (i e.y hhu:eches, Stores ants ete. ) and their

relat:.ohsh:.p to general J.nst:.tut:.ons (1. e. . schoéls

%, —
art c:.pants will determine the neecis inherent .to ‘their

. wh.
: meeting those need:. / ]

> -

- })‘ At spec:.fic ;dzool comtmity and recormiend procedures for

LA, )

£ 4 8, Partic:.ganta will 'develop umlti-ethnic teacher-prepmd
materials appropnate to utilize in thcir own classroom.,

o A1l of these factors underlme the importance of implemegting teacherr

-

education and career reform such that each par'tic:.pant has equ:.valent

access to grow to h:.s./her fullest potential in semcing children. Both

experience

.:‘1 ,

d and prospectz.ve téachers need a ccnt&nuing means and ewal

13




-

: ‘ "v /
reward system for acquiring those skills and knowledge that they find

'.@ In one ease aﬁmodifieg career ladder was attemptéa'in respons® to

-

t - 4 .
necessary in fulfilling their;roles in the teaéﬁing-learning process.,

A career ladder pattern-speaks_to_such aﬁ approach to teacher education.

4

The following description explicates a career ladder approach to urban
teacher educatlon as follows: 1) the evolutionary developmant of a\fifger .
ladder in an inner-clty school; 2) staff roles;-3) skills and knowledge *

presented in training; and 4) inter-aegency communication. ) .

Historical Perspective

unrest and accusations that an inner-city school building had few minority .
staff members to serve as models for the minority pupil populace. Anot£er
rationale for the proposed career ladder revoLyed around an admlnlstratlve
deczszon to implement an 1nd1v£3ualized curriculum on an experimental

basis requirin; pa;aprofess}onal assistance in each classroom with the

program.? These two phencmena seemed to compliment |one another and, cop-

sequently, community residents were hired as teacher aides. The teachers

and aides vere trained to impléﬁent the individualized curriculum by the
_developers of- it but pontinued to recg:.ve supervis:.on from traditional ~
school district personnel (i. e., princlpal assistant princip&% and super-

v1sors) - As the program expanded to more classrooms, it was recognized by

school 'district personnel and the cu!cr:.culwn developers that the para-

i . . : . .
professional staff needed child growth and development theory and some .
background into the teaching—learning'process. This communication led to

the involvement of a teacher education brogram vhich placed their pre-service

[

L3




. cipation in the culture. - ‘

" I

- " ~

dents in the school building at an assistant teacher level (i.e., a
step above teacher aide because of their college education) foz‘ field-based

experiences. Thus, a career ladder program came into existence with inter-

agency unications involving an R€D center (curriculun developcrs); a
public s district and a university teacher education program. The
' ‘ -
. experien is author had with this career ladder approach serves as the
foundation for the following model description . - O ’ s
Cstaff Roles | , : .

A .
2

Teaching competence can be said to reqm.re ]mos}le_dg‘e of man, reflec-
tion about the implications of ;such }mowlédge, ané action based upén cop- -
sidered and informed judgement (ATE, 1973). Achigvement of this compéten;e e
involves the acquis_itioti of an effective, libirél,, pmféssional eduéation '
. 7

supported by a program of clinical experiences which enable students to

relate educational ccﬁcepts to pmfe;si;?nal action inj unique si:tnatiqns.
Viewiné any school as’a so;:ial sub-system withih the larger society
is\ the basis for the differentiated car;er lz_z.dder spiral descril;;ed herein.
It is believed that the roles afford the education stud;n\t’ an opportunity
to initially.view fhe whole school ip operation in its conmunity settmg,
while at the, same time focusinpyon 2 planned investigation of the multitude
of teaching tasks. The positions are a means of analyzing and synthesizing
an understan d:l.ng of the teacher's role in an urban, bTack schooI” comunity
at \szasing lévals of sop}usncauon. It shauld also be said that if -

+

the t;*ainee resides In the school comm:uty, they add a valuable in-put to

currlculum plamung efforts (pf‘the school staff due to their petsonal parti- ,




e 1

N . .

¥ Currently there is one classroom rolg,'teacher; Informal, inconsistent
and unsystematic efforts have included non-profeésionals to do non-teaching
‘tasks, but the new functions have not been integrateé into the tdtal system.
A redefinition of the teaching role is needed. Through sysﬁematic steps
and intervals a series of positions and }earning levels are created to
narrow the gap between the poor and professional and resp;nd to the present ///

urban dilemma in our urban black schools.

Ny 4

The following teaéhing roles are proposed for initial exploration:

1) Teacher Aide; 25 Assistant Teacher; 3).Associate Teacher; and 4) Pre- .

. - v M .
tenure Teacher. A fifth and sixth role, Supervising Teacher and Clinical

Professor, are also‘proposed but are described apart from the initial four
(see Table 1). ( ., . ;

*  Skills and Knowledge Base

3

4 PR e -
Those selected to participate in the career ladder experience require

. -

didactic pedagogical educagioﬁ as well as direct experience‘in tﬁe field.

In this respect there are\several study areas which ﬁa;e apparent importance
for effgc;ive teaching in'innEr-citzJ_éipoéitﬁ populated §choolsn

educators require an interdisciplinary background of socioclogy, arithro-

pology and psxchology since fhese disciplines have contributed so much in

the way of research about the schooling process. Study of these broad
disciplines are thpeefold:' 1) psychological anthropology with résp;ét to
’child training and rea;i;g from the poi£t of view of instruction (formal §
non-formal); 2) ethno- and socioliiésistics.with reference tg thétﬁse of -

language in cultural fransmission, continuity and the role of transmission
RN 4 . »

“ifs stratiMcation of .culture-based social groups; and finally 3) comparative
o ~. . - e

(Williams : 1¢73). Education is by nature interdisciplina;y\.[, 'I;he'refore, Toe



Story-telling .
Supervision of play/lunch
Clarical !uacﬁ.ozu

2 years full-time.

. . Tsble 1
. ’ "Caresr Ladder Role Descrlpt:u;n; - B
Position Qualificaxions - Responsibilities Education Jjime-Table
- - -.3 Ll R v
‘:_c*:hq Aide High School Diplosa Partidpatar-obscmr 3 years part-time studyvcr

Assigtant Teacher
. -

g

Equivalent of 2 ysars of
college.

* with some diagnostic

M prq:mtim for
o iy lesicns/projects in class.

Correttion of assignments/tests
interpretations.

Tutoring ad auil group »
ingtruction in contsnt muéaw

1 year for full-tine student,

.
-

-

2 years for part-tinme student.

3

:-Quoehtt ‘tnc!'mi'

’ College unicr-d.n final

stages of initial degres.

\

Int'mcdon with students,
colleagues , administrators,

ad parents as ap7fm£ona'1..'

Sane as assistant teacher.

3

Pretenure Teacher

Bachelor's Degree,
Teacher certification

.

Full-time teaching W

ncnlopntntal and cxpcri:tnul
ressarch prvjcmy

u-lua pre-service .upmion)

Supervising Teacher

M.Ed. or cqu.l‘nlcnt.J

Hinimum 3 years teéaching
experience with supervision
background.

Coordinates, designs, i
implements and ¢valuates’
‘pre-service prograa in field., -

_ Supervision of ﬁcl:d-buad
program perscanel. .

Varies’

Advanced Graduate Degise(s)

Facilitation of school-collexe

In-service training of school and
college .fwﬂ-tY- o

Assists m& mldu Supcrvj.:in:

Teacher.
¢ .
&
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%) Multibqltupai Curricula.

10

. ¢
educational research which reviews strategies and techniques of various

modes .of instruction.

v

‘The following four study areas [are suggested for a specific urban
!

area which is predg@znantly black, but it can be adapted to su;t the -
¢

ethnic populatien of any region: 1) Social Science and Education; 2) Blagk

’ A .
Child Development; 3) Black Language and Communication Patterns; and

-

Social Scienceé-and Education

‘ ) o4

The accusation has oft been made that tradltzonally the teaching and

administrative staffs of urban black schools and their pvogr;ms ignore the‘
rich cultural heritage brought to~school by the pupils. Consequently, this
aspect seeks to sur%gy'the complex sub}éct area of cultural minorities
through.an exploration of “Vast amounts of ‘pertinent data generated by
anthropologists, sociologists, qducatzonal researchers and other social )
science disciplines. This survey includes examination of economic influ-

ences; socg.al institutions of the famzly, commun:.ty and the church; and an

hlstorlcal ﬁase of the black's contribution to the.growth of America.

Black Child Development

. . ]
The study of black child development is intended to acquaint partici-

pants with the overall problems of culturally different pupils who attend
‘ 3 "‘ . Va

traditionally mono-cultural prlic schools. The emphasis is upon distin-

guishing for participants théﬂﬁoncepts of culturally disadvantaged, culturally

different and bicultural and to explore the manner in which the mono-cultural
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schools have needlessly created educational disadvantages for the culturally

different. Study focuses upon child-rearing practices and the impliéations

of contradictions Hetween school and home as educational instf%utions,

lparning'style and cognition, ego development and'the”qyclical éffects of

<

‘segregation and economic disadvantagement.

- . . . Black Language and Communication Patterms'

The study constitutes a systematic introduction to sociolinguistics.

The purpose is to provide participants with a framework for interpreating
linguistic variations, a linguistic understanding of e#pression and com-

munication of black students and strategies for teaching the communication
* . -~ =
skills necessary for reading, writing and oral expression. Attention is

N . \ N
afforded to educational problems and thg structure and function of language,
4 -

the relation between concept formation and dialect differences, and ding

failure and pélitical, cultural conflict. 3 . Y
» i o
T Multicultural Curricula -

This topic is designed to organize a gen;ral framework for tgachérs

(i

and Sther educational specialists toward the design; implehentation, evalua-

' tion and refinement of instructional strategies for the creation of plural-

¥

istic society. Attention is given to adaptation of existiﬁg curricula to

meet the unique group .and individual needs of certain minorities, inter-

‘

_pretation of psycho-emotional data for developing a éupportive emotional

climate, and operationalizing parent-commmity involvement in the decision

making mechanism. of the public school.

) 19
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Inter-agency Communication .
0 + .

-«

Obviously, for such a career ladder as this to be realized, extensive

positiye inter-agency communication is a necessity. Who should determine

and define the goals of education has since the initial stages of the

public school concept been a concern of'many aspects of our sbciety.- | .
Nonetheless, social égencies andkinterest groups collectiVel§ must take

. responsibility for educating eachAgeneqation. . This does not, however,
suggest th;t each agency has equal responsibility for each aspect of the

effort. A definitioﬁ of function at the gutset should delimit role

specifications and‘responsibiiities recognizing that the primary, respon- ¢
sibility for educating teachers rests with the university, just as primary e

[ 4

responsibility for educating the young rests with the public schools.

!

Special emphasis must be placed on the prefix "co" of the concepts

cooperation, coordination and collaboration. Two ingredients are ngcessary
for this skate of co-agency design: 'i) advanbed'plaﬁning whefein major

phases or steps of planning are discusséd with all involvéd.or their repre-
sentatives to allow comsultation time needgd; gna 2) group (inter-agency) N

decision making on issues which affect each agency serves to create an .
v

important attitudinal set and atmosphere for a collaborative operation.

) “
[

In addition, each agency needs to examine their intra-structure pro-

cesses to identify means of arriving at an amenable, functioning organiza- -
tional structure which allows for sharing, consensus, compromise, etc.
These elements are a necessity before agencies can combine to identify

individual role functions, time tables, ongTing program strategies and/or

funding. - . ;3() -
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Summary . : ' . . ,

piecemeal conclusions.

,
N N,
- / "
~ h
.

3

-

Thus, schools, colleges and related organizations are obligated to

pre-plhn their arrangement,considering'fhe collective structure, operation
N .

procedures, program administration and program evaluation.

© .
.

o - l
M - v

¢

That theré has been overwhelming criticism of the education of inner- ‘..
, ’ ¥

Ot

R~J/:ive list of au%hors Clark (1965), Kozol (1968)," Sarason (1969), and others

have exposed the condztlons of lnner-clty ‘schools. And, in the ten years

since the Pearl and Riessman (1965) book few efforts have tendered conclu-

» .

51ve evaluatlons oﬁ»oomprehens;ve models for educaflonal programming for

1mprov1ng inner-city pupil ‘achievement. Plecemeal efforts ‘have yielded

AR

Progrannatlc studles which have attempted compre-
hensive efforts (Reddlck 1967; Clothier, 1969; Krosky, 1970) suggest “the

worth of such pursuits, but have suffered from lack of—fundlng recently.

No longer can school districts or teacher education 1nst1tutlons ignore

n

. the need for such efforts nor the nece331ty of integratxng them into the

_pluralistic social -ideal, . : .

permanent matrix of- their structures. The concern not a speeially 4

funded shortaterq program butlthe development and maiﬂtgnﬁhce of a total’

LY . t

(13
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Introduction { v///~xw\\

Lo / . & B

N

"Readxng is one of the most 1mportant fungtions in life, since
virtually ‘all learnxng is based on the abxlzty to read" iFrost, 1967).
-According to Johnson and Myklebust (1971), the child who lehrns the

: . . . . R
< . K ¥
~ . .

skill of reading not only experiences academic success in school, but
" also dev;lops a cert;in degree of&social maturity, the ability to develog '
relatxonshxps and is able to assume 1mportant aspects of responsibility.
Johnson and M%#lebust also 1ndicate that when a chxld does not acquire
the skill of reading, not only is his academxc success in school affected,
but there are deginité restrictions placed upon his everyday activities
' and total ad justment. !
Some children a%pear éo“be able to acquire the skill of féading
witkout muah effort, while o;her children experience much diﬂficulty?
"what specific skilfg/do children who appear to learn reading easily ' T
possess? What specific skills do childrea who have difficulty in learning
to read lack? This study will examine six s;:cific skill areas that are
routinely measured in kindergarten children, ﬁIt is‘hoped that from this

. . . . r .
investigation certain areas of strengths and weaknesses will become

\
gvident in the two groups of children mentioned aPove. This investi-

gatiod.will try to iden@i{(ljome component skills that are important
I

. o .
to b:§jlﬂ§ng reading.” It is’further hoped that certain educational |
. ' K ' |
and instructional implications and discoveries will be made that could |
£ . ' [}

_ prove to be useful in the early education of teaching children the

. . 4 -
process of.reading.

~
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Review of the Literature : RPN
2L . ,

The majority of the literature regarding the reliability, construct

validity and predictive validity of the Mq;;ppoliﬁéh Readiness Test (MRT)
appears to'have’b;en dope by and/or for the Test pepartment of Harcourt
\B}ace Jovanovich, Inc., the puplishing company of the MRT. The authors
of the MRT (Hildreth, Griffiths and QcGauvran) report that they intended

to measure the characteristics meost important f%success in first grade.

* 1 : ‘
Their list of the most important components of first grade readiness ,

. *

’

includes the following: . Cs

a, c&mprehension\and use of oral lanéuage .

b, visual p;réepgion and discrimination

c. auditory discrimination | - *

d. richness of verbal concepts

e. general mental ability; capacity to infer and to reason

fo knowledge of numerical and quantitative relationships

g. sensori-motor ability of the kind requ;red in haqawriting,
writing of numerals and drawing ) '

h. adequate attentiveness; the ability to.sit quietly; to listen
to and follow airections ' . .

The authoré of the MRT (Hildreth et al.) indicate épat the content' .
of the MRT subtests do measﬁ?é the components of readines? listed above.

Below ag;)iisted the six subtests and a brief description (Addinistrative

Manual MRT) of tpat they seek to measure. # :

@)
~

.
L}




A

- " Pest 1: word Meaning measures the child's storeof verbal
4 /
concepts. "It is believed.that the word meaning test provzdes for a

Vo repr;sentation of this zeneral mental maturity in the total readiness

score,"
. - ' . \
- Tést 2: Listening taps the child's knowledke of the world
about him and his ability to comprehend sentences and ouragraphs.
. ) Test 3:/,Match{hg seeks to get at visflal perceptual skills.
This test has consistently gorrelated w}ll with beginnxng reading skills. ‘
~«/<;est 4; Alphabet gets dt the child's abllity to recognzze

letters of the alphabet when these are spoken by the examiner.

Test $: Numbers is an inventory of the child's stock of number - T
concepts, number knowledge, ability to manipulate gquantitive relakionships,

‘ﬁrecognition of and the abilitf to produce rumber éymbols and related

. "Rnovledge.

. . Test 6: Copying,is a test in which the child manifests a comb

&

natlon of V1sual perceptxon and motor conirol szmllar to'what-is called| © ~ew,

for learning handwriting. ‘ i »

b ‘ Congtruct,validity studies (f;om the information supplied by
Harce urt Brice Jovanovich, Iné.) indicated that there is & strong relation-
; {fip between other readiness tests (.80 with the Hurphy-Ddffql’gnd ;7q
for the Lee-Clark Yeadinz Readiness Test) and the NRT. The ﬁ;giishers

~ P I

also arovzde evidence that there is .a high correlation between certain
1n&elllgence tests (.74 dlth the }1ntner-Cunn1nsham, .72 with the Oé{s-
Lénnon and .67.with the Stanford sinet) and the NRT, _There are also L

T nume?ous studles ChlkéﬁbII"“I?‘?T’1nuicuting'that*the-VRT—has‘aq<§ood~‘ R S

f as yredictive valzdlty for white chlldren as for black‘chlldren. It




H]

. should be noted that all of the subjects €both black and white) used
in the predictive validity studies (done by the ¥RT publishers). vere

from the South. (¢ee AopeﬂdLX‘B~) Upou—consultxng 3urros Hedtal

{ TR

Measurements, one would find that it appears that the preaxctxve‘*~~A
validity of the ¥RT is similar for black and white children.

Calfee and Venezaky (1968) indicated that the makeup of the
items in the MRT is such that the ability to follow instructioné and «

general language competence are common factors which enter signficantly

’intq the performance on all subtests. Russell and Fea (1965) report
that readiness tests such as the MRT measure general language competence
appropr;ate to middle-class Caucasian ‘amllxes and the effects of other
pre-school training. Matuszek and Oakland (1972) did reseatch on the

factor analysis of several reading readiness measures for\meferent

gsocioceconomic and ethnic groups. They concluded that readiness-tests '

-

do not assess ¢ommon abilities among children who differ in terms of SES

¥

or ethnicity. Matuszek and Oakland also indicated that readiness tests

cannot be used interchangeably with children from different racial-ethnic

- oma

and 3E5 backzgrounds. - > . .

ar

Summary of the Literature. It appears on the surface the MRT
e

is a.valid and reliable instrument. Although there seems to be some
strong critics of the ¥RT, there appears to be a lack of concrete evidence
to support their views geéarging the validity of the MRT for different

SES and ethnic groups.
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" Problem Statemeat

4

\*530;3 a relationship exist between the suE;gsts of the Metro-

.’ . \ v .
y : politan Readiness Test (MRT) and reading achievement among black children
educatea in an inner-city ;hblic element;ry school?

?
s . —_~TTT—
Hypotheses ol

(a) a significant relationship, exists between certain subtests

of the Metropolitan Readiness Test (MRT) and reading achievement among
l . .

!

blackgchildren‘ ucated in an inner-city public elementary school,

(b) the makeup of the items in the MRT is such that the ability
to follow insfructions and general ianguage competence are common factors

whiLh enter significantly into the pérformance on all subtesés (Calfee &

Venezsky,,1968). : Vo

(cs thel KRT is inefficient in that several subtests seem to

{
l}

measure thgusqpe\factors: general language competence and following
\

". instructions (Maiuszek & Oakland, 1972), . ..
b ‘ )
t

(d) the MRT cannot be used interchangeably with children fiom

" different racial-ethnic and socioeconomic\ggckgrounds (Matuszek and o
NG T — %

"

N\

'\

Oakland, 1972). '
. £
- (e) predictive validity increases bel{deen r2 MIT and reading

achievement, as the language competence level of the subjects moves

~ ¢

closer to resembling the language competence level of the normed popu-

lation. ‘ %

e m e —y
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Method .
. Vd
Subjects

The subjects were forty-seven black children Qho attended an
inner-city public elementary school located in a large metrépolitan
area of Pennsylvania., The school that the subjects attended has been
designated by the U. SX\Commlseloner of Education as having % high

goncenbratxon of low-income families. All of the subjects (ﬁor the

\ 3

duration of the study):were enrolled in regular mainstream kzhdergarten,
first” and second grade classes. )

The subjecis were required to take the\HetrOpolitan Readiness
Test (MRT) that is routinely‘administer;d to all children in that city's
public school system, at the end of kindergarten (May, 1972J. The
subjects (those who took the MRT in May, 1972) were also required to
take a ?outinely gdmiﬁist%red achievement test (Met;opolitan Achievement
Test) that is given to all children in that city's school system at the

beginning of second grade (October, 1973).A (//’N‘

Predictor Variable

_/).‘
The MRT was administered and scored by the individual classroom
teachers. The readiness test consﬁ(ﬁs of six subtests. The six subtests

are: word meaning, listening, matching, alphabet, numbers and copying.

. _/
Criterion Variable =

The reading achievement criteria were stanine Scores of total

readiny obtained on the Metropolitan Achievement Tests. The test was

a

o 30

‘“
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administered by the subjects' individual classroom teachers and machine

scored. Sy- Harcourt Brace Jovanovich, Inc. Scoring Service.

L a f

-

Procedures

The six subtest réadiness scores were obtained from .the records

" made available to the investigator he administration at the ele-

. mentary school .involved in the study. The reading achievement stanine

scores were obtained from the subjeéts' personal data cards, mde'available

to the mvestigator by the subjects’ classroom teachers. All stanine

.

scores were then listed along with each subtest score of every individual
subject: The information (the six subtest scores and reading stanine
score) was then programmed so that a Pearson Product Moment Correlation

Coeff:.c:.ent could be obtained between ea.ch subtest score and the reading

oty

[
stanine score. "

Data Analysis

Pearson Product lMoment Correlation

-

Limitation of the Investigation

The investigatinwt was not involved in the administration and
scoring of the fests. Since some teachers might view the test results -
as a reflection upon their teaching competence, they could have tesed -

the results during the administration and/or scoring.

. : s f
P ; .
i . . o ,
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, No one subtest of the Metropolitan Readiness Test emerged as .
. . . ‘ & * o
! being able to show specific skill deficielncies or strengths in low, -
B 4 - - .
@ middle or high achieving readers. ‘ .
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| The following correlation coefficién;g were obtained (p<<.05).
. ' Word Mgfning ° .10.
Listening 12
Hatéhing TR
A;piubet .50 - - - . 5 \
' ‘Numbers .38 -
. 'Copying . M5 )
Total 42

Alphabet was the highest (.50) correlation obtained. Both copying
and alphabet correlated higher than the total test. The two lowest
correlations, occurred in word mgaﬁing and listening. All of the subtests -

(except word meaning and listening) correlated above the level (.24) of

-y,

significance. ¢
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Discussion
From the correlatigns obtained, two subtests, alphabet (.50)

and copying (.45) emerged as being’ the best predictors (even better than

[}

the total test whose correlation was (.42) of beginning reading achieve-

ment on the MRT. Two other subtests, word meaning (.10) and listening

(.12) emerged as being poor predictors of readxnv achievement on the MRT.
The authors of the MRT indicated the word meaning subtest measures the
child's store of verbal concepts. They also stated that the word meaning

S
y

subtest provides a representation of general mental matur&ty in the total —~—— ]
readiness score. If orne believes’that sufficient language facility is
a prerequisite for reading sgrost,‘l96?), then one would have to corclude
(based on the low conrelations obtained on the word meaning and liatenidg
subtests) that the MRT does not adequately measure language skills (word
meaning and listening being the most obviou ones) on the subjects that
‘were studied. Arnold (1971) found that reading problems were directly

related to linited language development. He also found that reading

and language problems tend to be associated with low socio~economic
”

status. If Arnold is correct, this further indicates that the NRT
does a poor job in predicating beginning reading achievement among’ ‘the
subjects that were studied. Calfee and Venezsky (1968) reported that

the choice of vocabulary items on the word meaning and listening subtests )
of the .MRT appears 31ngularly 1nappropfuateafor urban ch1ldren, especially

those from lower socio-economic backgrounds. The children who were

studied bas1cally used nonstandard urban Negro speech. It would seem

.
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(Stewart; 1965) that nonetandg:o;uroén_speechﬁ;;’deriveg‘?}om rural
southern dialecte. Because of migration patterns within . the nation,
these dialects were brought into the Metropolitan ' areas of the North
. »end West Coast. Although such dialectg (they closely re;;mble the
dialects of the- thte Southerns) may ‘have been generally ‘accepted as

natural in their general regxon, they often turn out to be quite deviant
. -
in the Northera urban dialect context. When one examines the-notmed

ot

| population of the MRT (See Appendix A), one concludes that the language
of the normed population was very different from the language of_black |
children who were studied. One wonders if it was tnese dialectical |
Qhaﬁferenoee that resulted in the MRT publishers choosing Southern
subjects (white and black) for their pre@ictivejvnlidity studies.”

. Kurath's Linguistic Atlas points out that by and large the §outhenn
Negro speaks the language of the white man of his looality or area

Nand of his eguoation (Wolfram, 1971). If the word meaning subtest is
eupposea to measure generaf'mental maturity ‘that is reflected in the

tofel readinéss score, perhaps it also lowers the predictive validity'
, e T ,

-
-

correlation of the black children's (who were studied) total readiness

scores - - - I '

— [

The“alphabét subtest of the MRT correlated the highest (.50)-
with beginning reading achievement. Olson (1958) found that while a

. ‘ ] R L < o
knowledge of letter names does .not always assure high reading achievemernt,
¢

the lack of that knowledge assuzes low read%ng achievement. Letter

%

»

- namxng at the begxnnxng of first grade reflects a varzety of factore

~
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which themselves are important for'learning to read; e.gfi"level of °-

cognitive development. emotional stabxlzty, attentzon pan and roper
g {\ P

4

interactxon xzth adults outside the schobl (Ven zsky, l97l). Downing
(l9?l) also found that letter naming is the best single predictor on
a readiné readiness test. However,lhoth Yenezsky and ﬁowning agreed
“that concentrated drilling and teaching of letter names will not helpt

a child learn to read. Copying also appeared as a good predictor of

{

beginning reading. Jensen (1970) found that cQpying tests are one of
D \
the least culture-loaded tests available. Successful performance on

‘ \
the Figure Copying Test (deveIOped at the Gesell Institute) %s known

n‘to he szgn1ricantly related to readiness for scholastic tasks of the
f“‘x T & ,ﬂ*.“

nrlmary grades, esoetially reaﬁsng g,pdyiess. Jensen also found ‘that
copyxng is a measure of cognztzve development. Nermal children are not'.

usually able to draw figures beyond their mental age and the test is

—-

not susceptzble to tra1n1ng measures (Jensen 1970).

. —

- W1ll1ams (1970) feels that the legal and constxtutzonal rxghts e

of the black ch1ld are be1ng seriously violated when they are required,
to take tests that d1d not include a fair percentage of black children
in the orxglnal normat1ve sample. Willzams po;nts out that black .
chzldren show a "readaness" for'dszerent sets qf learnzng materzals

than whlte children dur1ng the eiementary school, largely due to ' !

differences in cultural backgrounds and exposures. Oriéinally, as

stated. in the 1ntroduct10n, th1s znvestzgatzon 1ntended to look\at six jn—'

specific. skill areas (as measured on the MRT) and attempted to establish

- ) rl
A : , .
e . O
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areas of weaknesses and strengths found among poor and good readers.
This investigator found the MRT to be a poon instrument (d%%?to low

predxctue va.lidity) (for usage :.n locating specific areas of weaknesses

. and strengths in the eubjecte that were investigated (bfgg; urban children).

ggz of Discussion

* There is a need to explore thc various readzng readingss constructs

4

with a 50&1 of further isolating those factore which seem most critical

"to specific reading behavior at partzculer poznts in time in the develop—

. mental sequence {Olson & Roeen, 1971). The alphabet and copying eubtests

gdfthe MRT appear to be much better predictors (forﬁthe children stﬁdied)
of future readin; achievement than any other subtest or the total MRD.
The‘lov predzctive velzdzty correlations of the word me!nxng and listening
eubteets of the MRT eppears to lower the entire validity of the MRT.

There is a strong nheed to, d»velop a readzneee that will have good pre-

t

dictive vqlidxty ‘and cultural fairness" for urban black childrien,
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15 ST
METROPOLITAN' krADINESS TESTS
- 4

1965 Revisian ‘
}Jorm Populacion By Region, State and School System
Region  state t School System ~ Number of
- — (city) Schools - Pupils
1 Vermont ‘ . Barre 1 20
- Burlington 2 56
thtingsville 1 7
Johnson 1 37
] Lowell i 19
’ . Ludlow 1 27
Middlebury 1 38
North Barre ¢ 1 .20
‘ Rutland <1 63/
¢ St. Johnsbury 1 20
South Troy 1 5
. Springfield 3 88
. ’ ‘ . ’ Wallingford 1 40
Waterbury Center 1 15
Waterville 1 6
. ' : ' STATE TOTAL 18 471,
\ .
Masgsachusetts Chelsea 3 300.
S, ) ~ Lynn 7 a 278
: Waltham * 6 218
A : " STATE TOTAL 16 796
Connecticut Wallingford 10 775
STATE TOTAL 10 775
REGION NOo. 1 TOTAL A 2042
P L L T L ol Al i ddidind pr e L L Tl Rl it - e W ay = - r ------------ o THEh we b W b G0 Gp W ap W @b - - an oy Vb anon ® -
< - . .
2 Pennsylvania ’ Bethlehem 26 1165 -
. ! ' ‘ . New Castle 10 456
. T ’ Philadelphia 24 746
. p ‘ Williamsport 14 743
STATE TOTAL . 74 3108
. New Jersey . Highland Park 2 43
o : . Piscataway Twp. 7 + 266
‘ South Brunswick 3 122
‘ _ STATE TOTAL 12 431
' . /39 | |- -




16 ‘ . A 1
C ~ Sci.ool System . Numbegof
Region - State ' (cicv) Schools Pupils
2 (Cont) _ New York Carle Place L 177
‘ . - Dewitt 2 v 57 .
East Meadow 4 194
J‘  East’ Syrdcuse RS 96
: Jamesville 2 91
) Kirkville 1 18
~ Minon | 1 50
Syracuse ' 7 185
Uniondale S 247 e
STATE TOTAL - 27 1115
Delaware Georgetown . 123
/ Harrington 1 112
. Seaford 3 p 263
. w . STATE TOTAL 5 498
[ i U PP - o - SR S L L L R LT :----------‘----ﬂ
REGION NO.2 TOTAL 118 5152
3 North Carolina. ) Goldsboro 7 ) 710 A
STATE ,{om. -1 . 1o T,
REGION NO. 3 TOTAL 7 710
4 Michigan " Birmingham  -.- N % % -
) Bloomfield Hills 3 57
' ' ‘Clarenceville 1 24
. ‘ Farmington 4 -135
’ Hazel Park 2 * 57
A Livonia 1 25
Madison Heights 4 93
Oak Park 3, " 80
Pontiac 3, ‘81
Royal Oak 3 86
Troy ~ 3 73
. . Walled Lake 3 76
War;c ford -3 ‘ 69
, STATE TOTAL 36_ 930
Wisconsin- - Franklin 2 51 \\(
. Greendale™ 2 104
Hales Corners 3 188
_ , Oak Creck 5 , 222
N . West Allis 8 . 239
v e T : ST,LTEJOTA’L , 20 7 804
. REGION NO.'4 TOTAL s T T
’.--.--‘---‘ﬂ-.--‘ ------ 45 G 5w G0 4L @ oB W M - o ..--q---".- --------------- ‘----‘------------:--.--

.




IS -0y, ‘ School System - .. . Number of

* Investigator's note

Only two cities, Oakland, California and Philadelphia, Pennsylvania

% had black populations of over one hundred thousand. /
o a |
T4l -
- ~ - .

Region State - (City Schools’  Pupils ~
‘5 Kansas ‘ Lawrence 7 218
: Mission 2 g1 -
Overland ~ 6 264
Prairie Village 2 118
‘ _ STATE TOTAL 17 681
= " ION NO. 5 TOTAL 17 681
LT TTTTTTTTTTETTTTETTTTTTT TTTTTTTTTTTTTA A """"
) 6 California Oakland 16 © 548
}'. "o ‘ . San Diego 41 1364
STATE TOTAL 57 1912
REGION NO.6 TOTAL . _ 57 1912
* o - !
A ) - ‘ .
GRAND TOTAL 83 299 12,231
. cities or systems schools pupils
S S ) T
Test Department K
CHE Harourt Brace Jovanovich, Inc.
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Predictive Validity Studies . ' ]
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' METROPOLITAN RPADINESS TESTS .
1965 Revision ) )

he fo}louiﬁg tables aze.r;produced op an article in the Winter 1967 issue of §gggggigggi
aod Psychological Measurement, (Part I, pp. 1047~ 1054) .

» . . N . .
. \ ' . é ~
;
\‘-) ' © , B . . .

TABLE 1
~
Mmcmmpmom«s@mu M arepolilan RumewdehaSmn
BndmgmdSp&wTaadWBndo/w Year./or7310mu¢cad6l8h'm?updlmﬂu g

. ¢ 198465 USOE Pire-Grode Reading Study
- Critarion: Stasford Achievement Test, Primary I, Form X Standard Devistion
. T — of Readiness Tealz
. Word Paragraph Word Study . :
Predictor Growp | Resding  Meming  Voaabulry  Skills Spelling ,  Soorms
M etropolitan o
1. Word Meaning White .38 JS4 50 .38 .32 2.9
! Negro 73 .31 36** .38 .29 2.3 -

2. Listening Whits 28 .29 40 .31 .28 2.7
Negro .38¢¢ .32 34 .39° .32 2.9
* & Matchiog ‘White . .40 .40 39 A2 .38 - 3.8
’ Negro .53 J51ee “ .61°° .50** 3.9

4. Alphabet White " .03 S 3 44 .50 .52 4.4 -
, Negro .52 .50 45 .52 .52 4.9
8. Numben White .50 49 51 52 47 4.5
Negro Sl A7 47 .52 43 " 4.2
6. Copying . White <} .32 30 .35 , -3l 3.5
’ ‘ Negro .40 .35 28 .39 .35 3.1,
Total, Tests 1-0 Lite A 58 58 =5 5 15.8
. N . . .60 ) 18.6
Nego™ | .80 8 2 ] 58 188

SDrfierence betwees Wiute and, Negro eoslScients e signifcant at the 05 leval.
@ DiSarenes is sienbcaat at 1he 01 level '
Investigator's note ’ | s
This study was done in an urbap area (not named in study)
located in North Carolina. . " )
S
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METROPOLITAN READINESS TESTS
1965 Revis}on

From the July 1969 Report of a Title 111 ESEA Project in
Gulfport Municipal Separate School District, Gulfport, Mississippi
AN . .

“Enhancement of Educational Effect’ ’
Through Extensive and Intensive Intervention! ' '

Thomas M. Goolsby, Jr. and Robert B. Frary

A3

-~

Correlation between total score on Metropolitan Readiness Tests,
Form A, administered in September of sfirst’ grade
- and .
score on Metropoiitan Achievement Tests ‘Reading

subtest given the f{ollowing May < -~
. " 80 White pupils .54 .
59 Negro pupils .68




LR 2ock

"Olson, A. V. Growth of word perception abilities as it relates to success

] ] .22 /////
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A COMPARISON OF THE EFFECTS OF THE LEARN ING ACTIVITY PACKAGE
AND TRADITIONAL TEACHING METHODS UPON ACHIEVEMENT IN MATHEMATICS

Richard D. Gutkind, M, Ed.
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‘ /' .- INTRODUCTION . _
The,pu%'pos/ of this study was to investigate "l\:he effect
of & form of individualized instruction, the Learning Activity
‘Package (LAP), on me;thematics lea.rning.l These LBPs were:
written during the month of July, 1974 by a team of middle
school teachers foxr the Plttsburgh anrd of Educatiom.

They were designed to meet -the unique and varied learning .

needs of middle: schocl—aged students. ‘ - T
~ Students who have used IADs thus far &iﬂg the: 1974- ‘

1975 aca.dem:.c year have expressed positive*éomment concemipg

this 'kype of leaming They a.re able to freely move’ around
) the room at their m.ll, can progress :bmthelr studies at
their own pacey a.nd may use & varie‘by of 1ea.rning ma.teri:a,ls

.
-

. In genez:al, & more open a't:mosphere exist= than. :Ln that of
the "tradit:.onal" cIassrocm. : : .

a. 2 ' "

No. s‘hudy hes been don'e, however, %o de*Bermme whether
there is any difference in lea.rn:mg as the resul‘.b ot usin

the BAPs.« In addition, the use of 'L'he I.AFs is dependen‘b
upon ‘the student's ablhty to, read m.'bh a reasonable 517" d
and accuracy, to understand baslc vocabulary a.nd 'bo cbmprehend

va,rious d:.rec'bions a.nd explaz;a’bions.




‘

The question to be Investlgated was sta'ted as follows.
W:.lL s{;udents .who ha.ve used the. I:earn:.ng Act:.v:.ty Package .
score d:.fferently on & uni;t test than students who ha.m

~no% use it, and wha:b effect, if a:ry,, will reading a'b:.lirty
ha.w upon their achievement? - - S
Do hypq‘i:heses were: considei'etd. =in>,th:i‘s studys |
pF .There is no7 signﬁ:fi:-ca.nt d.i'ffere:nae in mathematics e
\achiev ment ’between good readers and poar readers. There is

no si ican difference if matheﬂa:bics ach:.evement’ 'betweem .
stu ils‘ vyh:o e the Tearning- Activity Packag@ and those

who éarn by %radltional. methods. The interaction effect.

be een readlng ability and teach:.ng method is not significant.

H ¢ - There. is & significant difference im mathematics ’

. achigvement between. good rerad.erS'an:d poor- r\ea..d’ersY. There is

a .sig’ﬁj:fican't'? difference im mathematics achievement befﬁweem

" gtudents who use the' Learning Activity Package and those

who learn by tra.dit:.onal. methods.l The interactiom effect

bet‘ween reading abi]lity and. teaching method is significant. -

-

-
- .

'. - thimt:.ons of Terms ) )
mm I.eam:.ng Activity Package or I-AZF iis. Brast definsd
as a form of communicatiom between the student and the teacher .
that contains, specific instructions for student activities ’
. lead:.ng toward specific performancea outcomes. The?purpose

of a LAP is to setve as a means_ to indlv:.dual:r.ze instruction.

There are nine ca:_t:evgomes in each IAP:




" the student, briefly stating/ the purpose and subject, ma'l:'l:er

activ:.ties he must. cor;xplete and wh:.ch ones he may exemp'l:.

‘comple'l:ed the. L&P or whether he should ber recycled to the

s

1y Rat:r.onaIe-—-This is a short paragraph, wri'l:ten t6

of the particular, LAP. i

4
-

(2). Performance Ob;j c»tives-—mhis is'a verbal pic’cure,
stated “behaviorally, telling the student exactly whatr he
is to. dccomplish. '
. @3) Pre'l:est--mhis test is keyed to the performence
objectives. - - . /
(4) Pretest /E.nalysis-After comple'l:ing the pretest,
'l:he student examines his results and determines which Iearnlmg
(5)- I:earnihg Ac‘tlvities——The student works mdindually
or in small groups. | »
¢e)y Posttest-—-’]!h:.s test ig also keyed to the per'fomance
objectives and might even be the same 'l:est as the pretest. |
(*’T) Posttest Analysis--‘.!!he student gxamines the resul'l:s
of his posttesir and determines whethez; he has successfully-
Lctivities section. g : S
(8): Appendimw&hﬁs section nay co#t.im book referezmea, | |
supplementary information, and/or a glq/ssary‘
(9) Quest—~This section comtains additionalX ae‘bivitz.es

for those studen‘bs who Wish 1:0 con‘l::x.nue their studies in

v, this par'bn.cular subject ma‘l:‘l:er. The Quest section is

parjbicalazjly meant to meet the needs of advanced students.
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“ EorMth ‘purpose of this study,:”'"good" reader will

‘ Vi

be defined.as one who receives a grade equlvalent score

of 5e 5 or higher on a readlng test, to be, described later

in this paper. .3 “poor“ reader w1ll be defined e one fwvho .
&

receiveé a grade equivalent score ‘less ‘than 5.5.

[ORNRENGE




. crAPTHR IT '
' REVIEW OF RELATED RESEARCH AND. LITERATURE

Individualized Imstruction !

S ,

Much bas been written about the use of individua.)]_.g’;ed
instruction in the classroom, znd yet, no definite conclusions
. - (i -

can ‘ﬁe reached about it. The following section is devoted

" to the. theory of individualized instruction and containg

both supp;rtive and nén-supportive material.

1 Glaser (197R) defines two distinet modes of education:

© (1) selective, in which there is on,lyi a minimal variatien

in co_ndf}:ions under which students are, exyec‘i:ed $o learn;

and (2) ;daptivé, which assumes thzat thé eaxzca_.hi‘i@nal environ-
ment can provide for a wide range and variety ot instmctional
-methods and oppor‘tunities for success.. The selectlve ed.u-
‘cational. mode opera‘l:es in what he calls a Da:':winié.n frame-
work®” in that the students must adapt o ;d survive in,

\ the world as it is. However, early experiences in'z particulé.r
cultural enviromment provide theMehiTd with his particular
values and skills for processing information. While .'bhe- |
traditional school requires immediate acceptance/of ;n
achievement e‘l:hic, & middle class value,  the adaptlve educdtional

d learning -

\ .
mode assumes that the particula.r values, styles,

G
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\'experiences the child brings to school are of E‘Erinsic
\won‘bh. Easer. concludes by calling for “more "modular'
organization of instructional units." \

White (1972). defines individualizec'i.instmction to
mean that "the student has been matched to an imstructional
systémt;such .tha’s he is working at his own speed, le
style, and ability level or'r. approprié:he mzterials in keeping '
with the goals, supported by adequate assistance in & suitable
learn_ing'environmemh". The instructional system mfem@
to includes the various strategies and methods available
to the stu%ent, as well as varying educationalX spaces, grouj‘»
sizgs appropriate to the paz*ticula:é' teaching method, people
necess to support the learning such as teacher, instructional
aide, or\stude~nt tutor, and a s_system of evaluation. Ther
overall ‘strateg of individuzlized instruction consists
of a contmuous system of diagnosis and prescription in
which "study agreements" are fomulated for each part:l.cular
student.”

Prafton (1972) provides a clear and concise view of
the scope of individualized instruction. He specifies ways
.0f providing for individualized instruction af three levels:
‘(l) J?he group development approach is effectiv.e_"gor the '
1n1‘bia.l developing of ideas and.skills., It irwo-lves the

use of g variety of materlals the effective use of both

'dl;‘ected an_dmopen-ended questions which are directed to

. | 58 . | . “E .




particular students, written work, and pupil-teacher dizlogue.
(2) The second level involves ways in which wﬁole group
instruction ‘may be ﬁodifi d. These methods include the
use of independsnt progresa\for particular students for
limited periods of time; ability grouping of classes; flexible

grouping of classes into smaller groups for shart periods

.

of time; and the use of testing to determine student nedds.

(3) The third aﬁd highest level modifies whole group instruction

to iqcIudé independent, §elf—selected activities. Pupils

select learning experiences that are of interest to them.
According to Imdelicato (1972), four guiding principles

are inherent in individﬁalized instruction: (1) &l learning

takes place in the learmer; (2): Each person learns =t =

differenf rate; (3) Because of the“sequentiél.na%ure of most

of mathematics, & student must attain z certain‘level of

mastery before he can move %o the next unit; (4) Students

bave different interests. The basic ingredient he names

for this type of program is a modﬁlar,‘fleiible schedule,

which can accomodate Iarge group meetings, sm=zll groups,

and independgggugéag;; Ih gddition, the student learms

responsibility and experiences a sense of accompIishment.
anderson (1972),_ho ever, points out that individualizegd

_instruction can become an infle 1ble system. While many .

1ndividualized programs are being‘adyecéted\as innovative

panaceas, these teacherless management syste;\/}esult in

57




mindividualized indoctrination” rather than individual
learning. Hé"étates, "Mathematical learning involves personal
thought and céntemplation as well as experimental trial '

and error. Thought and contemplation can best be motivatedx
/

through group discussion and exposure to knowlaégeabie
teachers.” ' ///
While Graham (1972) calls individualized instruction
' none of the most successful ehdeavors available to éducation{"
she does caution against éllowing students to work en%iréT;r
alone for‘any extended periods of time. She sajﬁ, "At 2 time
_wWhen peoéle are having more and more difficulty:relating to

“<
one another, education shoulq be fostering interchange beﬁween
éfudents and the é;idging of commmication gags, not eliminating
what little student verbalization does exist in the class-
room.” S ) _

Lipson (1970) points out %wo-psésible,problems of
individualized instruction. First, the classroom can become

a "three-ring circus" if not planned properly, aud, secondly,

The student may lose his sense of belonging to a group,
so that some group activity should be retained..

Tndividuzlized Thatructiomr Programs v

The following section is:devoted t0 an analysis of
some of the individualized instruction programs in mathematics

7 that have been implemented. Besearch data is supplied when |,

available. ‘ ‘
58
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Sinks (1968) analyzed the overall effects of changing
the educational environment in several ways to achieve an
individually prescribed curriculum for each student at a
“junior high in IlIincis. The study consisted of two control
groups and t%o experimental groups of seventh graders sﬁu&&ing
science, mathematics, lenguage earts, and-sociaiAStudies.
Résults compiled from the quuential Tests of Educationzl
Progress indicated increased gains in achlevement scores
for the experimental groups in 2ll four dlsclplines. k
egmbination of surveys, interviews, questionnaires, and
observations indicated desirable changes in behavior, a#titude,
and iearning strategies of the seventh graders.

Ano%hei’proéram, which attempted to eliminate some
disadyéntaées of & small school mathematics érogram, wasg
esta’olis'he‘d at Dora High School in New Mexico. Each student
worked individuslly through SBA Modern Mathematics, Course I

‘and had té complete at least 36 of the 73 chapters to receive
credit. Independeﬁt work was supplemented by occasional
iecfures. Studants‘showed an average gain in achievement
score of 48 points from pretest to posttest, which is sig—'
qificant beyond the .01 1ev;l. |

Noddlngs (1969) describes an individuslized program
.d951gned for eleventh grade students whose learning, he
~ claims, is affected by a varlety of extermal factors.
' Students were to. read the text, o work through sample

A (O
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exercises, and to solve recommended problems. No student

was permitted to begin.a new chapter untii.he had.paaseq

a test on the'preceding one. (lasses were structured as
informally as possible with two large sectlons of sixty

to seventy students and three or four teachers. Final tests
given at the end of the year for each of the fonr years the
program had been in operation indicated signifi%antly better
results in eleventh year mathematics than for any othen
-&ear of mathematics.instrucnion. .

Baley and Benesch (1969)'condncted an experiment a}

a high school in Watts, California. They denonstrated thats
multilevel team teaching and individuaslized ingtruction

> produced significantly higher student achievement in com4
h putational sgkills than- tradltional methods, and at no increase
in cost. The multilevel éeam consxsted of a.teacher,
teaching assistant, and a student assistant. F;nal posttest
scores showed an average_improvement of 2.16 points over

the control group, & statistically significant improvement..

Sumner (I97L) demonstrated the value of ﬁerfoxpance

‘contracting for introducing instrnotional_innovations.
Pupils'in an immer city middle school used materials supplied
by the Combined Motivation Education System. Students scored
szgnlflcant gains in both reading and math’ scores. Fjv

Wilson (1973) desxgned a. series of compensatory eduoatlon=~_'

programs that ralsed the performance levels for low achieving

£
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studerts t6 reflect 2 normal distribution of acﬁievement.
Students were grouped heterogenously and wofked either in
small groups of two or three, or 1ndividually in & lea;ying
-laboratory. Curriculum ‘was Feveldped and prescribed as needed,
baseq upon a careful diagnosis of learning disablllties.i

An emphasis on success w;s the key to the program.

Lochner,gmrochek, and Lackoru (1973) used unipacs,

" seIf-contained acfivité{units, each covering one hasic concept,
in teaching a secondfyéa; algebra course. During qach week,
students attended large'group, small group, and open lab }
sessions. Ai%hough most of the students made acceptable
progress in learning algebra, final test results showed
significant gains for self-directed students but'litt;e
progress for marginally motiveted students who were primarily-
dependent teacher-lmposed structure.

An.lnvestlgatlon of seventh grade mathematics students, ‘
conducted by Sutton (1967,, pointed. out some of the difflcultleé
of 1ndividuallzed instruction. The cuntrol classes achieved
significantly higher gains than did the experimental classes,

both in reasoning and .fundamentals. 'The poor showing of the

experimental method was attributed in part to the heavy

demands placeduupon teachers and in‘part to the difficulty

of the experimental materials. | | o
Hatthews snd Rahimlow (1970) describe- Project PLAN’

(Program for Learning in Accordayce with Needs), & program

¥




which has been used in va?ious school districts throughoﬁt
the.country.’ The project uses.a variety of sources to define
the students' mathematical neéds, qsvelops individualized
programs of study that vary both the content and amount bf
- content to be studied, and provides alterndate mefhods for
learningjthis content. Each student is finally given his>
/, own Teaching Learmning Uhit, which contains performence ‘
objectives, activities related to these objectives, and
evaluation exercises to -determine whether or not he has$
achieved his partisular objectives.

i Slmllar to PLAN is the Caledonia Indiv1dualized.math-
ematics Proaect ag described by Ogilvie (1972). Students
also wsrk on self-contained units ‘called contracts. féstures
of the program are a variety of isarning;matériéls, day-
to day diagnosis of students, and tean teaehing. Although
reaction has been favorable and most students are passing'
tests with scores of 90% or better, no. statistics are as
yet avallable to evaluate the prOJect. . '

Another type of indivi ized instructlon is computer-
assisted drill instruction. Waile Jermen (1972) admlts that
several studies have shown no significant differences in
achieverient test scores between students who used compute
assiséed instfuction as a part Of their learning and thos

who did not, he claims that students have made significantly

greater gains in cases ﬁhere,teachers were given an adequate
62 i
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workshop in using computer-assisted instruction. Gipson (1971),
also, dld not note any significant gains in learning, but

fhere aid seem to be evidence that @udents' 1nterest in |

) mathematlcs had increased. ] .
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R o CHAPTER ITI
DESTGI OF THE SIFDY

" R ‘ The experiment was conducted by using four seventh
' grade mathemat:.cs classes ab Columbus Middle Sohool. ;Bfecause*”‘ -
 of the un:.queness of the block schedule =t G'oltmbus, students °
. l.were perm:.tted to be randomly grouped mto four classes of’
approximately twenty students, each class lasting approximately
\ : forty—f:.ve» mlnutes .
Prior to instruct:.on, all four groups were tes'ted
. to_determine read:Lng a’oil:.tiesQ The tésts used were: the~
batss-h.acGinitie Readlng Tests, wh:.ch. are d:.v:Lded into two’
.sectlons, Vocabulary and Comprehensn.on. ,Each test provided
& grade eguivalent score for that partlcular skill. The
'two scores were them averaged to determ:r.ne an overall grade ‘
equivalency. Students who ach:.eved a score of 5.5 or gz'eate; y“-‘ ‘
were considered “good" readers, and those who achleved & B
" ‘score less than 5.5 were considered "pdor? readers for the x
purposes of this study. . . ' -
- K unit on. fra:ctions was taught for this experiment.
" The topics to be studied :anluded the defining of fractions ", .-

and related voca‘bulary words, reduc:.ng fract:.ons to 1owest A

. terms, wrltlng' imprOper fractions as m:uced or whofl.e numbers

. . ‘ _"_ ’ P
. R ' y , 1
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'and.vice-versa, and adding and subtraéting’fractiens and

mixed numbers. This topig was deemed to0 be.an apprdpriate
./ . - & ~
one, for it is traditional

v

2 troublesome one for most

students. This tqpie of study lasted approximately five

weeks. o S .8 s
SR t . z ° - [ “ * ’ oo
' .Two clagses were’randomly selected_te serve as the

¥

« -

control group for the experlment EVery attempt wan made

%o maintaln "tragitional® cIassroom technlques w1th this

group. Ppior o each subtoplqk‘a short lecture-recitztion 2

lesson was presented. Subsequent learning activities ﬁneIuded X

solv1ng exercises from the textbook, additional worksheets '

as they were needed, student demonstratlon at the blackboard,
ccasional homework assignments, and any mathematxcs games t

which relnforced the concept of‘fraetions. All.students;

ir the comtrol.classes were expected to work on//he $ame .

SN

assignments at -the same time. ' - /. g

”ﬁ

R o The o her two classes served as ﬁhe experlmentaIAgroup.

-

) duet nsﬂto the various subtopics included wzthin thls unlt.
These lessons Wers-analagous to the eﬁes gzven the Jwo contrbl
Cmowps. | - T . ~ :

All.other Iearning in the experlmental.groups 2?m3 |

c',

" from the use of the LAPB. Each student was’ expected to

‘. complete four Li:f;//mhe flrst LAP, entltled "What iBa’ -
, FractionP” dnx duced the eoncept of a fractlon and the . :
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rednc;pg of fractions to lowest terms. The second ILAP,
“ancfured Frgésgons“, dealt with changing improper fractioﬁs
“to whole and mixed numbers and Vice-versa. The third LAP,
“Fraction Facts-Part I", taught a&dition and subtraction

of fréctiqns with like denominators and was fo;lowed by
"Fraction Facts-Péit II", the fourth LAP, which was concerned
W1§h addlng and subtractlng when a least common denominator
must be’ computed. . Tt

’fﬁ At the end of this unit, & posttest was édmin;sﬁerea.
tq.all.claéses. Actually,'two'tests ﬁere‘administered to
correspond to chapters 12 and 13 from the téxtbook, Key g‘

L4

Tdeas in Mathefigtics T. The first test was administered

af%ez~tge concepts from chapter 12 had been covered and the
"second test was given at the end of the unit. 'Each student's
scores were summed to obtain & total posttest score. The
pa;ticﬁlar tes%g used were'"mas¥;ry Test 9, Part III" and
."Mastery‘Test 9,.Parﬂ:IV", taken from the accompgnying:

: 'pu:olication, Key Ideas in Mathematics X, Testing Prdgram. \

Belxability coeffeclents for these’ tests were not avallable.//

Analyszs of varlance was used to analyze the data /
from the exper1ment.| The factorial design for the analysis
consisted of two independent variables. teaching metho

(either IAP or traditional) and re@ding ability (either .

good or poor), and one depepaént variable (final test score).

»




failed to lge re jected.
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» _ CHAPTER IV

PRESENTATION AND ANALYSIS: OF DATA

"4 total of ninety students were imitially fested to
participate in.this study. However, due to a variety of
factors, such as schedule changes, chronic absenteetsm,

and several students moving out of the school district,

only seventy—six students actually partioipated.tn the study
to its conclusion.

_ The results of thew analysis of variance for the total
chanéé in achievement test score betﬁoen good readers and
poor‘readeré resulted in an F value of 24;01.with one degreé .
of freedom. This value is significaent at both the .Oﬁaand
0L levels. Thus, the null hypothesis that there is no
éignffiéant difference in achievement Pgtwoen good readers
and poor readers was rejeqted. A ) ‘i . ‘ "

‘ The analy51s of v;:zance comparing the- factor of'teachlng-
method.upon achievement test scores showed ¥ = .01 with

one degree of freedom. This value was not signifioant at:

7the‘.05 lovel cbnsequenthy, the.nnll hypethesis’ that there

is no difference in achievement between the use of the

Learning Activity Package and traditional teaching methods
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Cbnnernlng the interaction effect between readlng
readlng ability and éeachlng method, the analysis of varlance
resulted in a-value of F = .56 with one degree of freedom,
‘Whlch was not 31gnif1cant:at the .05 level. The-null«hypothesfs
. that the combined effects of readlng ability and teachking. '
vmethod were related to mathematlcs achievement in thls study ‘

‘also falled to be rejected.:

3

TABLE l
ANABESIS OF‘VKRIANCE FOR‘MKTHEMATICS ACHIEVEHENT TESW’SCCRES

t‘,
L
¢ ¥,

.Squrce ofth;iatioﬁ{ ar, oSS LS F
\ ; : e
Withim 72 C&3U.4  8RTo . -
. ' Botween o (3) - B
Fector L . 1L 21053 2105.30  24.00™*
Factor 2, . I 5 I3 1.30 0L
‘Interactiom 1l x 2 L o 48.T . 48.70 « 56
» | SR
Total {7 &4%9 T
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CHAPTER V
IR SUMMARY AND CONCLUSIONS
¢ £ . '
This gtudy was concerned with a'oomparison of the %
effects of two %eaching methods, the Learning Activity

Package (LAP) vs. traditional, large group instruction.
\ip addition, the factor of reading ability was consr.dered

bothe’in relation to its effect upon mathematics : aohlevement
- and 'bo -4 poss:.‘ole :mteraction effect between reading ahility*

,/ v

\

¢ -

The Learning Aotz.vity Package is & form of individuahzed :

\ms’cructlon that has been used before by many séhool systems,
\

either in its prese\ form, or with various modifi atioms.

Tts use- is currently Ee:.ng encouraged. by 't:he Pt

Board of ,Eduoat:.on_in t present nu.ddle schools. The LAPs

ability to wqrk independently. Upon beginning a now LAP,

‘the student reads the "Rationale" to ledrn thé'purpc/se of

‘the TAP and the "Performance O‘bjiztives" 4o discover the
. . . \\
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particular beh;viors he must demonstrate to igdicat; com—-
pletioh of the Package. Hi then takes a "Pretdstﬁ.- After
the teacher has corrected the Pretest, the student uses the
"Pretest Analysis" ta determlne which "Activities” greu
ﬂriBPrOprlate for him. The "Posttest" and "Pbstﬁest Anziysms“
determine whether the student has finished the,IAP or-whether-
‘he-shogld.perform additional activities. Supplementary
information, such as a glossary or book'refefences, can be
founrd in the}”ﬁppendix", and enrichment activi%ies are available
¢ in tﬁET“Qu;stP section.’ '
;‘ This study was ¢ rfied out for appr;zimately five-
weeks from Dbcember,g 74 through January, 19%5 azt CGolumbus
Mihdle School in Pittsburgh. Seventh grade students were
randomly grouped imto four clasées of approximately twenty
students. Prior to thelstpdy, each student was administered
the Gates-Mac®initie Reeding Tests to determifis a grade
equiValsnt score in reading ability. Siudents who achieved
- scnres of 5.% or higher were considered."good" regders and
those who score below that Ievel were con31dered ¥poor"
. reaﬂers for this \study. . .
'EVery attempt~was made-to keep all conditions equal
in the classes except for teaching method. Students im the
- two tradlgional,classes were expected to wd%k together as

it
-

one large group. The teacher used pr1n01pally exp051tory-
techniques in teachlng a unlt on fractions. Students in

-
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#he other two classes were exzfected to learn Yy the use

c;f LAPs, ﬁth_m occasional large group meeting. This meeting
was® always an identical ome for all four classes. A final
test wis administered to each cla.ss at the completion: of

the unit. Analysis’ of: varia.nce was used to analyze the data
'from the éxperiment. - '

The findings in this study may be summarized as follows.
Students who were considered good readers showéq a gigmificant
differsnce .in mathematics achievement than those considered
poor readers. 'Se\condly, there was no significan‘b,d.ifferegce-
in achievement as & result of teaching methad, snd, finally,
no s:igni;fica.nf% interaction effect between reading ability
and t;eaching method could be found.

‘mius, on the Basis of the d=ta colleclt:e.rd in this
experiment, there is no reason to believe that gither of
the two teaching méthods, LAP or traditional, is any more
effective for the students at Columbus Middle School. As
might :ge expected, good readers learned more mathematics
than poor readers, regardless of the teaching methed.

Perhaps, & logical quesiion tixat“ might be asked would
1be ras follows. Es there any :]ustifiable» reason for the -
classroom teacher to spend extra time preparing I-APs, i
as the results of this study indicate, there will be na

significant increasé in learning? The experimenfer"s answer

to this quesffion is "yes” and is based purely” upon his owm
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empirical observations of his students during +4he course
of this study. o |

First, the experimenter noticed that many students
showed a distinct preference for the use of the Learnlng )
Activity Package and improved attitudes in general.towards
mathematics class. Students who used the LAPs were-aale
to function in a relatively open environment. They were
allowed the freedom to move around the classroom at- will;
they handled a variety of materrals that the tradltlanal
classes did not use; they were permitted to progress through
‘the LAPs &t their individual learning rates, without being
forced to~"keep up with" or to "waif for" the rest of the
class; and, finally, grades were deemphasized.in favor of
achleving behavioral objectlves. Every student who‘nadé .
S sincere effort at completing a LAP could 3o1nt to speclflc
learnlng accompIishments. Oftentlmes,_mﬁ a tradltlonal~
classroom, only the "A" and "B students can be proud of
their achievements.

sibllity for menaging .the learning environment 8 takerr

Secondly, in the LAP classes, a oon81dera;;9 respom-
away from the teacher in favor of the student. The burden
ot paclng one's learning, obtaiming learning materials,
and.diagnosing and prescribing learning activities was placed
upon the student. The teacher served mainly as a resource .
person and was no longer the dominant personality: in the

72
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. classroom.

Thus the lack of any diffafence in achievement between
the two teaching n\thods mght really be a recommenda.tion
to make increased use of LAPs in the cla.ssroom. The LAFs
appeered to produce more positive student attitudes toward
mathematics class and to meke some progress toward the goal
0f producing am independent Iearner. Perhaps these effects
are more significant amd will have more of z long term effect:
upon the student tham the actual knowledge gained in the

P

©

- unit.
Several possibilities may be suggested for: the future: -
use of IAPs. One idez would Ye to teach various tm.its,
switching teaching methods from tiffe to time from IAPs to
traditional techniques. ' A second Iiossiﬁiliﬁy would be to
teach each‘unit,» using a combination of LAPs and traditional
methods. This alternative would truly individuslize tie
instruction. Ik would satisfy Glaser's "adaptive” educational
mode, which calls f:c')r a variety of educational methods and
perm‘i;‘bs the child to make use of his-own particular velues,
- gtyles, and learning experiences.

-Recommendations fqr Further- Research
T,his' study represents onlya‘ an initial attempt to evaluate
,thé Learning Activity Package and corftains many implications
for further study.’ i?ollowing ‘th:e ‘completion of® the unit

on fractions, an iﬁteresting study would have one of the
. : £ .

1"‘3 .
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"An 1dent1cal survey would be administered at‘ the: end of the

24

control groiups and one of the experimeqtql groups switching
roles. The' data obtained from teaching a second wnit would
be compared tokthe data on the first unit to 'de,_temine' i
the, data obtained In the experimente® were consistent. . Switching .
only one of the experimental groups would help to determine
whether the different results in any ‘one_expez"iment"v‘éere. )
due ta & Better applicaiaility of & certain wnit to a particular
method. . ’ )

To support the experimen‘ter"s contention that the use
of th; LAF produced more favorable- student attitudes, another
éuggés‘bion would be= to conduct & similar study to medSure
attitude cha.nge. Am attitude survey yuld be construqted /Vr

/
to determige s_'huden‘b attitudes toward mthemétacs class.

’uni‘ﬁ'. 4 statlstlcal analysis would be performed to de‘bermme

S —ssand

:cf any s:ngnn.flcant attltuc‘te changes occum'ed; as a result .
0f using the LAPs,

_ A final suggestion for further study would Ye to compare
achievement on the unit test with other variables besides
reading ability, f.e. sex, past achievement in math, student

interest in math ag indicated on: a_;i.‘.intei-est inventory, etec.
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NON-FORMAL EDUCATION FOR NATIONAL DEVELOPMENT:
A DEFINITIONAL ESSAY, WITH SOME RESEARCH PRIORITIES FOR THE '70's.

" Gregory A. LeRoy
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NTRODUCTION ‘ |

In the éﬂhsse o\\%he last half-decade, scholars, international developzent agency
planners, and politicians in the so~called "less developed countries have looxed
toward something cai’ed 'non~formal education as aa important comporent of a new
.general strategy designed to bring about economic and social devef’bment. ‘ )

tonvformal education, defined below, has, in faot, assumed such a critiegl Pole
"ia social and econigic.pdlicy, that in some quafters it has come to be viewedggivi/

kind of development panacea, with many of the same expectations that surrouaded and
| reinforced the rapid quantitative growth of'formal schooling ié'developing dg;ions
{n the late 1950's and 60's. ' o ’

This papet will attempt to cast the concept o}_non-formai education, and its
attendant expectations, in a more obgective perspective. Specifically, my objectives
will be: 1) to define and explicate the concept of non-formal education, anc to
contrast it with two related concepts ~ "formal education", and "informal education';
2) to provide a brief historical review of the development of the non-formal education
concept, aad to show why it has becnqe an essential component of development schemes;
aand 3) to develop an inventory of what I believe to be some important research

Non-formal education 1s a universal shenomenon - impartant to ingfistrialized

prio/ities for non-formal eﬂucation in the present aad ia the immediateifutnre.
and developing countries alike, However, since the concept has been applied as part
of national integrated development policy chiefly in the latter, my‘emphasis shall

be upon these.
DEFINITION AND CONCEPTUALIZATION

'Q. . ‘ ’
For the:purpoies at hand, I shall define non-formal education, folldwing Coombo,

as "any oxganized, systematic educational ac utside the framework of the formal

(school) system; (designed) to provide s ctive types of learning to particular
sub~groups in the population ~ adults as well children...” Non-formal education

is’to be distinguished both from formal, and informal, education. "Formal education®

is synonymous with what we comzonly call schooling; is, "the highly iastitutiog izee,
ch.o1ologicaily graded, and hierarchically structured ‘elucation system' spanaing ’
lower primar\ school and the upper reaches of the undversity"” -- whilﬁa"in o*nel . \
education" is a *esidual category which would in€lude ail leaznigg not associated

with either formal or non-formal educational ac.ivities. it is ['the lifelonz

¢ - 83 ' .. T
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procass by which ever§ person acquires and accumulates skills,‘attitudes, and insights
froa caily experiences and expcosure to the pnvironmeat... Generally, informal education
is uaorzamized and uné§%§;natic, yet it accounts for the great bulk of any per901 's
lifetize learning =-- including that of even aLﬁfgﬁi;y schooled' person."

Won-formal education as an "ideal type" differs frbm both formal and informal

education on a number of important dimensions. These include, but are not limited to,

7cosEs, structure, instructional methods edployed, linkages with the occupational

structure, and nature rewards. The growing interest in non-formal educdtional
projects and programs among educators, social scientists, and especially bilateral end
mulitlateral development 3agencies, derives largely from these modal differences.
Increésingly, scholars and practicioners have come to view the characteristics of
non-for=al education as rendering it a practical mearns of overcoming a variety of.
obstacles to econoaic and social cevelopmeat. While it is not my purpose to enumerate
these obstacles here, a brief sumnary of them:'in
explain why non-formal education Ls viewed as being of su

con orary development schemes.

erms of their origins will help

unt importance to

RATIONALE FOR IMPORTANCE

The obstacles to development which roa=-formal edu;etional programs have atteampted
to overcohe can be subSumed roughly under‘three general sources. The first two
of these relate directly to shortcomings in fdrmal schoolino, and may be termed &
"functional" and "}og{stical” problems respectively. The third relates to fundamental
changes in the concept of '"'national development" which have takea place foughly in
the last five years. ) ¢ .

"Functional” problkms are th;)e resulting from the ways in which gchools actually
ogerate‘in the total social and cultural ailieu in which they exist. The traditional
liberal aythology surrounding schools -= yhich.holds that they are liberating,
egalitarian ins;itutidhe capable pf eplifting de;ressee groups and spearheading
change and development =-- has been sharply criticised both philosophically =-- through
the work of sueh write}s as:Illich aed Carnoy =-- and empirically --‘largely through

‘the application of e;hnqgraphic techniques 'to schools as institutions operating in.

s: /}

'\

Crisis. Goge»nm

the context of a’w .rfc$mmunity.

, 4 .
, "logistical” gg blems associated yith the provision of schooling in developing

»
ttions hava.zzﬁnfgraphically documented by Coombs ia his 1933 work, The World Education

ental attempts to provide massive quantitativd increases in foraal

84 |
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i sxyrocseting costs. It is not unuSual today for developing nations tp deveote 25%
" and more of their annual budgets to the foramal education system‘ Such budgets are
" straiaed to the poiat where all available resources caggzizsof being allgcated to schooling

, sHould aim at and hoJ the necessary changes should taks place -= have added 2 growing

, product wis increasing at'i,"sgtisfactorﬁ" raEf. The cardinal

of eaterprises which would support it \such as amining anﬁ the mechanized cultivation
\\\\Qf\esport crops. The educational seE%or, imultaneously, was geared-up to provide'

while the primary-school offerings have reflected the requiremeuts of the secondary

, proven dysfunctional for the vast majority of sé&deuts who are deselected\f:om the
f system without pzoceeding to some form of post-primary schooling.

v
t

l

"development priorities, toward "polytechnic" offerings. EQEE?where, the lower levels of th

schooling have been counterbalanced by rapidly increasiag school-age populations and

are being used. Yet in spite of this effort, school s continue to accomodate, ,

with moderate increases, roughly the same percentage of the school-age popu;;EE;;:;EEEQL;Q:

has been served in the past, while the distribution of schoeling continues to favor

the urban population, and the well-to-do. L
In addition fo the functional aad logistical crises associgted with the provision

of formal schooling, changes in our conception of "national development" - what it

sense of yrgeacy to the 1eucmfor lorw-costa; educational supplements and alternatives
to formal schools.’ ‘sﬂ:;‘ .

Until quite receatly, "de%elopment" has been viewed almost exclusively as an
economic phenomenof. ANnation was thought to be "progressing" if its gross naciocal

tive of development wag

maximizing the GNP. When this zoal was operationalized in national developzent plaus,
it usuelly meant that priority ia resource allocation was given to the rapid development
of a narrow, urban-industrial, capical -iateasive exchange economy, and to the expansion

the middle-and-high-level manpower to sustain industrial growth. School curricula,
traditionally, ha@e been “academic", with a recent trand, reflecting the above-noted

educational ladder have been designed to producé graduates capable of meeting tha
requirements of the ncxt-highest level. Thus, university and secondiry-school
curricula htvc been ‘linked to the needs of the narrow industrial-exchange economy,

school. The resultin; esoteric nature of the primary-schoo}. curriculum has thus

‘ Recently, however, a notable and growing discrepeacy in many developiag cou1tr£;_a\\
between the aarrow elite which has benefited from this stratezy of dez;logmenc, aad
:he mass which. has not c0up1ed with the popularization of the "systems approach! to
plannino & evaluatioa Ao the last decade, have helped to liberate our goal-and process

prelcriptious for development from the GNP bogey.

. © 85 . o - \
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Y .Recently,proposed development schemes have centered upon increasing the
productivity of the nass, particularly the rural mass engaged in agriculture and
agricultural support activities, and upon providing the social, economic, and physical
amenities (such as clinicé, markets, credit, and land reform) which would make greater
prdductivity possible. By enabling ‘the great mass of people to participate zore fully
in generating‘fhe national wealth it is believed that they will also be enabled to
partake more equitably in its consumption. Such schemes are still primarily economic
n focus; but the key priorities haveé been reversed. It is no longer assumed that the
s of urban-industrialization will automatically radiate outward from the cities
,the,;gzgl mass - a major fallacy of GNP-centered growth schemes: Rather, it
is now believed that h;\EEVelepigg\a\nggion's*"human resource" base -~ by makiag the

nasses more effective producers and by raising their powers of consumption -~ the GNP

to "capture

P

.will zrow as a natural consequence, while\many of the inequities attendant upoa the
* former approach will be eliminated.

I shall refer to developaent policies -- general or specific -~ which share these}
characteristics as ''ecological” approaches. They are'ecological to the extent that
they view Adevelopment" as‘a’process which results from: (1) the upgrading and
harmonious-interaction of all production sectors{ from the subsistence level to the

industrial (which izplies the daximum utilization of all "huran resources" in production)

r[ ¥ ‘;'
.;(‘?

econoxy, includinz education, which will enable the desixed production increases to take
v

place. ‘ . - 3
mopes beyond mere exhortation for expansion or change ia the formal school systeam.
Typically;.ecological approaches recognize the functional and logistical crises which
have beset the formal system. A "sector" approach to educatioan is thus employed,
which eacompasses and recognizes the importance not only of "schooling”, but of non-
formal and jinformal educational activities as well. Some ecological approaches to
,development advocate qualitative changes in school curfi?hla, particularly at the .
prizmary level - changes aimed at makiag the curriculum more useful to the large
majority of children who will terainate theif formal schooling during, or upoa zr aduatioo
froam, the primary level. Almost all ecological schemes I have revieved place great

emphasis on the need to develop an integrated network of non-‘ormal educatioaal pio*ects

l
!

and prog%&ms these, it is said, would meet a number of critical needs: They would

serve as a /substituze to ‘dchooling for those who do not have access to the foraal system;

they would cupplement the\limited\forma%iedncation of those who, have been pushed out of
the system|before gaining a functional coSEBnd of the skills taught in school aad

86
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The educational component of ecological conceptions of development characteristically
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(perhaps Qo8¢ important to advocates ﬂk an ecolonical-development approach) thes
. could reach aillions of underproductive adults aad youths with a broad spectrua of
.8inillsg geared to increasing their job productivity -- siills incapable of being taught
eff ectively in formal classroom settings.

’ To sunmarize, then, I have pointed, in this section, to three ‘basic reasons for
the cursént emphasis on non-formal education ia the social and economic programs of
many developing nations. I believe that the "eurrency" of non-formal education will
continue to increase in value as these three factors become more predominant <~ that
is, as the ecological approach to development becomes more widely accepted, and as

the "functional' and "logistical" crises of formal schocling becoma more acute.

RESEARCH PRIORITIES FOR YON-FORYAL EDUCATIONM
~ M

The state of the art today: " B

Yon=formal educattéﬁ‘is, of course, not a new phenomenon. Yhile the concépt
has"been in use for less than a decade, non-formal edycational activities - often
. K

called "adult education” in the past - have’ existed since the emergence of formal

schools necessitated a distinction between "school learning" and other structured

learning experiences. Nevertheless, widespread scholarly interfst

education as a distinct '"geare" H%ﬁeswﬁack only a few years.
Pré%%ctably, research related to non~formal education since then

non=fornal s

as been chietly
 Mdescriptive in nature. The principal research questions have been efinitional and
classificatory in scope. Questions such as "What are the modal characteristics of
non-lormal education which define tée’ concept and set it spart from other forms of
education?", and "What kinds of activxties fit into this definition, and how\can they
be most usefully classified’" have predominated In additioa to scholarly‘;:Z

"

earch -
of which there has been relativel/ little - the literature.on non-‘ormal education
contains la#g‘?éumbers of ;a§5~45f55$9“i°n8’ and 2 small body of what I shall call
ﬁprescriptiJé" oaterial, dealing largely with how non-formal education should be
planned implemented, financed, and evaluated. Xost of tg%s prescriptive literature
is based upon ad hoc or working assumptions borrowed froz other distiplires and pro-
fessional areas, rather than upon scientif cally generated knowledze aoout ‘howwnon-

formal-education operates in a variety of dehtexts.

Immedlate and future priorities

>

Research priorities can be articulated at several levels of analysis, raanging
froa general recommendations to specific action prograas. The lollowing sdggestions

lean toward the general end of the spectrum, largel,(oecadse the diversity o€ anplicatioas

< O -formal education to developxent. {8 so great as to make specificity a practical

~ - .
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inpossibility in a paper of this sort. )
Resezarch into non-formal education has reached a ievel of maturity which sh u}d
enasle scholars to zove beyond description and classification, and to begin io 4Zk
“"relational” kinds of research ques ons -- that is, questioas which seek to develop
correlational and causal relationships, Ihere are hundreds of relational kinds of
questions which aizht be asxed. Among the first which should be asked are those
which seek fg determiﬁe the relationship between 1) the various components of non- '
forn#l educational programs (organization, management, teaching staff, etc.), 2) the
social/cultural/econoaic milieu in which programs are impiemegted, and 3) results -
the extent to which programs meét, or fail to meet, their objectives. Research of
this kind, which attempts to liak program character with relative success, is of
paramount importance precisely because of its "g;adfical" bias. XNon-formal education,
has been linked into development schemes laréely because of its '"immediate paybff"
value. Moreso than with formal schooling, non-formal programs have rather narrowly
defined, usually economic, objectives. It is imperative, therefore, that plaaners
know whether or not program objectives are being met, and if possibie, the, reasons
for a program's relative success or failure. -
An example of research in non-formal education which applies this general
focus comes from the University of Pittsourgh. Dr. Rolland Paulstod has atteapted
to link one variable in non-formal educational programming -=- namely, the locus
of program origia and control -- with relative program success. Aé has utilized
" a comparative approach to the problem, contrastiag non-formal educatxonal programs
which have been developed in the cog}gxt of social movements, on the ore hand,
with the more comzo1place type of program which is sanectioned and implemented
oy forces representing a society's dominant ideology.
it has becoxe increasingly clear that non-formal educational programs waich
are devéloped by dominant political/ideological forces embody the same set of
values which will be found in the sociaty's formal schools. Such programs,
che;efore, cannot be expected to be "subversive" of the prevailing social structure.
Change resulting from this kind of non-formal education will be '"change from *
above!', and may be viewed, like formal schooling, as a.form of social control.
Non-formal educational programs developed in the context of various kinds
of "liberatihg" social wmovements, however, are typically engineeréd by'mpvement
leaders who represent an alternative ideology - usually one which seeks a radical
arécopstrugtion of social-structural relationships. ationalist movements in
colonial areas, tlie labor and ci@i1>rights movements, aand more recently the ;

Anmerican Indian and Appalachia movements have all utilized non-formal education
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This much simplified example does justice neither to the complexity of the -
sroblem nor to the sophistication of Paulston's work. Nevertheiess, it suffices
to illustrate the kiads of relational questions which researchers in the ;rea
should be asking. . 9 R

A second area to which researchers should be ttrning their attention relates
to methods of evaluation of non-formal education. This imperative is, of course,
closel§ linked to the one just discussed.

It is clear that the evaluation of non-formal educational programs must
move beyond a strict “psychological" perspective - that is, the measurement ot
"learner achievement" through the application of the tools and methods of the
psychometrician. I noted that the goals of most non-formal educational schemes
almost always involve the application of new knowledge, skills, and values to
particular development ends. This is true irrespective of whether
the program originates as part O6f - or as~3n altermative to - government-sanctioned
development priorities. New strategies aad techniques of evaluation = new evaluation
"paradigms” - must be designed which will: 1) measure the extent to which application
of newly acquired knowledge and skills is, in fact, made; 2) measure the impact
which the apolication of new knowledge aand skills has updn development, and;
3) determine what unintended consequences have been precipitated direotly or
iadirectly by the non-formal programs. Wheére shortcoaings are observed, evaluation
techniques must be sensitive enough to tease out the reasons why.

Evaluation cust, in short, become an integral component of non-formal educational
orograms - preferably written into a program's ﬁplan of operations' well in advance

_ of prograiﬁimglementation. In many cases, evalu%tion specialists should begia

their wotrk before implementation takes place; for where limited resources dictate
that a_igram be restricted to a small sub-sectionqu the potential "target

ich groups will be likely

i

population’, some judgement wmust be mede regarding
to benefit most from the program. ‘
While it is not my intention to describe the ;nature of the new evaluation
paradigms required for the effective assessment of aon-formal educational programs,
it is certain that key concepts and methods froa a number of social scienges
'inAaEdition to psychology will have to be employed. Sociélogy; econqmics, and
- I suggest = especially cultural anthropology, could maRle valuable contributions. .
In conclusion, I have tried to introduce the concept of non-‘ormal e‘ucatxon
in a manner which ref lects both its complexity, and its critical importance to
educators, social seientists, and pol;ticel figures elike. I have examined two
research prior ities‘in an admittedly global, superéicial fashion; but my task (3{)
[:R\!: not been to offer solutions, but to provoke flrther questions and interest.
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_schemes as the '''orld Educational Crisis" intensifies. Its widespread use in

— : : (3)

ton-formal 2ducation will coatinue to be abplied in national development

%
ptograms which, collectively, are designed ‘to change the lives of millions,
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P A (bld. : | ‘
S BRIDGING THE G/\“P"‘: |rN 'SEARCH OF QUALITY EDUCAT 10N

Each year indé;try spends’a significant portion of fts budget on pure resegrch“
with an eye on the devefbpment of #f better mousetrap; hoping the world will p;Qe
a golden path to its door. Corpo?ations exlst on thelr ablllty t6 dlscover and
devefggﬂnﬁy products that serve soclety s practlcal needs or desires. Because
of this, they are acutely aware of the necessity for making practical appligation

of research findings. .

X
N

The situation in education is much different. For years, researchers and

. +

practitioners have chosen to lgnore the relationship between research and appli-
¢ - .

cation and have gone their separate ways. The reasons for this lack of awareness

are obscure, but the results are gquite-evident. In spite of the various findings
[ o - I T . \ ‘. ,@
thé?’naily shed new light on. the educational process, many educators still teach

- v -

v

as* dnd\xhetr .counterparts of twenty years ago. -

2 .

Theorl s have been presented as to why this research-appllcatlon gap exlsts.

»

It may be that the subtle changes that occur as a result of educational in-

. novation are not readily atcessible for observation. Consequently, they either

Y
L]

go undetected, or are often’ simply attributed to the student's Interaction with '

the ehanging social environment. The result is that the practitioner ¢hooses

¢ 4 - *

to ignore the-flndjngs.of the researcher as.fheY1see little to be gained from

3

‘ his work. 7 ,
. | S
%g}}“ Another possible gexplanation may lie in the fact that many of the decision-

/

makers in. our society regard educatlon as, of secondary Importance! Unllke

b
14
medicin ;\new discoveries |n education do not lessen suffering on 'save lives
>
immedi?telw upon lmplementatlon. An educationa] dlscovery cannot be admtnistered

-t




. R ] . . .
reduge production costs receives a hapdsome bonus or promotion.

el

!

_ practical problems.

———

'

.

as a drug~whlch cures the reading problems of every child. . Iherefore, thoae

individuals who determine the areas of researcb upon which empha5|s Is to be
' b4
placed tend to ignore Iong term €ducational, research for that which may have
. A' »

s A thlrd explanation may be.that there is relatively Iittle tangible reward

immediate benefits.

or, proflt to be gained from developing educational theories lnto solutions for °

In industry the junior executive who develop$ a new wax‘fq

The_;eachegywhq

develops a successful instructional strategy may bask in the self-satisfaction

. ‘ v -
- . . &t

of improved student ach{evement and a job well done, but his‘paycheck‘w4ll‘peVEH
. oL

LAY

fa/

3

reflégt his creative abilities. Even the formidable task of publishing a text- |

. -«
book 6ften becomes a labor of love rather than a financially rewarding venture.

There are certainly many plausible explanations as to why education has

failed to bridge its research-application gap. The purpose of this paper is not
* - " . x

to enumarate all of them, but to focus attention on the existence of the probiem

.

and suggest some possible solutions. .
In its most simplistic form the problem-Seems to center on the lack of

‘awareness by researchers and practitioners of the role played by each in the

-

It follows then that the most log\ical approech to

.:ua

total educational process.

. solving this problem would be to make each party more sensitive to the needs and

interests of the other. Ideally, the ‘practitioner would submit problems to the

researcher for investigation.

to thé practitioner in a meaningful and applicable format. Thus the needs of

'

» ’
both could be met. This would not preclude the researcher from creative purSU|t

but rather channel some of his expertise toward more practical problems. Thls
would also provide the practitioner with a.readily available source of potential

answers for his questions. :

o
. o

/

~

In turn, the researcher would present his findings




Unfortunateiy, in educatlon this.procedure is the exception rather than the

I3

rule. At present, it seems. more realistic to asbume that the practioner with his
L4 » ?"
r

limited abiiity to find practicai applicatlon in theoretical research will

..

continue to question the maze of information being generated by the researgher.,

[4 .

/ ’ . ; :‘
The researcher conversely, will, continue to question the Intellect-credibility

of the practitioner for not being able to understadnd or interpret his findings.

The ultimate solution to the problem may be in the development of individuals

-

who function as Intermedariles between the researcher and the practitioner. It
would be the responsibilitjdof the developers to interpret the findings of research

and disseminate this information to the everyday practitioner. By writing teXt-~'

.

. books, presenting articles in less esoteric Journals, and® conductung in-service

Ty (Y v
training they would seek to communicate the most recent edcational developments.f

.Through constant interaction with practitioners, the developers would become

-

familiar with hlS problems and sensntlve to his needs. This information could

then berelayed back to the researcher, who would formuiate and test new hypotheses.

» ~

At present there are too few.individuals who_have the essential skills

L o

necessary for competence in the role . of a developer. Many quasi~developers,

former teachers or redearchers who are presently writing texts and conducting
4 v - ~

seminars, ‘are speaking not from a firm. knowledge base but only from their

subjective recoiiections or~opinjdns. " For a researcher to reflect with an
. M 4 ri
appreciation for ‘apptication or a practitioner to base his feelings on scientific

-~

investigation is a very dlfficuit task. Consequently, much of the work that has -
been done Iacks @ither practical appiicabiiity or scientific objectivity.

For these reaspns, the deveioper must be.an individual with a very special

w

combination of skills. lt wouid seem that he should be someone who ‘has partic-
.~

ipated in educational development at the experimental level and who has a firm

~

——— *

~grasp of its intricacies. He chould also have a repertoire’of experfences at the

‘




-

‘practical level of educa:ion that would permi; him to understand and be sensitive

. .
o B . . A

to the needs of thé practitioner. Individuals that posses these particular

- t

. ) . . * {
characteristics are rare indeed. However in instances where they exist, for

s . ’
)

example, at. the Learning Research and Development Center of the Universnty of

' Pittsburgh, remarkable strides towards bridging the gap between research and

applica&ion have been made. t :

It would be a worthy objective for our teacher training institutions to

v

establish graduaxe programs that would provide individuals with an opportunity
to develop th1 appropriateé skills. Unfortunately,. few programs exist that allow
an individual the freedom to gain the k‘nds of experiences and expertise necessary

to assume the role of a developer. Some program administrators seem to resist
i ¢ <
any movement from either end of the/regearch-application continuum. Consequentl&,

.

it appears that until developers exist in sufficient numbers to lobby for their

N a

.

cause there must be other alternatives. e . -

For the researcher who is dedicated to the importance of his work, one
alternative would be(to begin to publish the resulfs of his jnvestigations in

- . . %
more popular journals. The obscure journals that,fill our library shelves are

infrequently read or understood by the average practitioﬁer. Although the com-
posnffon of an article for a less scholarly/&BM{nal may Inltlally seem dlstasteful

the presentatlon of qualaty research in a readPly understandable form isTa prlze
“ “w },, . \ '“ . .
) worth seeking. | SRS A
. ) ,Z 57( P ! .. .
The practitioners also ave.3everal alternatrves The flrst deals with the

<

”
responsibllity of our teac er educatlon programs to provide sultab]e models for
. . ¥ .

future teachers to emc A college or universnty faculty teaches by example

A

N

as much as by word. nfortunately many college educators,fell &P utili;e the .

s
LaEY

comcepts that they espouse. Teacher educatibn becoT;e\a,caée of 0o as.| say,

o
.

not as | do." Teacher education faculties should strive to exemplify the eﬁitome




\ .
of modern educational innovation. This presents a formidable chaliznge to those

(1; of us who are potential teacher educatcrs. However, it Is in tgac r-traiﬁing

where educationgby example must begin. ' *

- 'A seeond alterﬁative involves the practitioners at every level becoming
better acquainted with selentific methodoldgy. ?hey should attempt to use the
research tools acquired in the educational research courses to critically and
‘objectively evaluate their own teaching methods and materials. Although the
.practitioqer has neither the time nor-the interest Eo_conduct extensive indepeﬁdent
research, the experience gained fgsm these individual attempts would enable him
"to more readily interpret the literature that is available. Furthermore, such
attempts could drasti;ally.imp€ove Fhe quality'of education at the grass roots
level, :

Ihq gap between research and applfcation represents’a major challenge for
education in the 70's and be&ond. Before quality education can become a reality,
the information presently avai!able myst receive more.unlversal épplicakion. These
newthethods and those presently .dn vogue must be carefully evaluated utilizling ‘

the presently available technology. Only from knowing the effectiveness of what

is presently beiﬁg done can educators descover in which direc;iohs to proceed.

*

A further challenge is to encourage individua]s with the desire to become
educational developers by expanding graduate programs and p;:QIding interdis-
ciplinary course work which will give them the needed expertige.

Lastly, each of us is individually challenged to make a concer ted efforf to

i@prove through scientific inquiry the quality of our own teaching. Through this

effort we can hopefully encourage those who seek our wisdom to follow our’ lead.

LaES
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A THEORY OF STRATEGIC FORECASTING FOR PROGRAM ADAPTATION WITHIN FUTURE TIMES
. IN EDUCATIONAL ADMINISTRATION

t
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XIA gemeral, stratigic forecasting has to do with the‘previsio; of
future étategic configurations and contgxté._ The techniques and analysis
presently; employed for thi; pQrﬁBsé see; unlikgly to,dissipéte the Uncertainty
fnherent in the higtoricitj and circumstantiali;y characteristic of the

entire aspect of strategib fo:zéasting. My purpose here‘Fherefore is to
briefly analyze.in the conéects of educatign, the sciensé? state, and

nature of strategic forecasting; identify some futuristic planning proceed&res,
éhd suggest for scﬁool administrators, some approach fof educati;nal fore;
casting for future schoois; finally point .out some alternative forcast
stratigies of program adaptation within future time in educational administra-
tion. o C RS | ’

- Before analyzing forecasting methodologies, it may be helpful af_,

" the ougées'to distinguish amohg three basic types of outiqok statemént -
;;edictions, projections, and for;casts. _ Predictions and projéctioﬁ% may
‘commonly be regaréed as symonymous, particularly when they are prepared by
means of rigorous qu;ntitative proceedures involvi;g expressions in the |
form of equaéion;. ﬁeverthele;s, a prediction can be differentiated from a
projection by virtug of the degree of confidence‘associatgd Qith the govern=
ing law which permits a prediction to be made in the first place.‘.The act,

of prediction is commonly vieved ‘as analogous that of explanation. A

phenomenon is explained when one has identified a governing principle - or

a governigglaw - and a set of imitial conditions which jointly give rise

to its occurance. By the same tokef, a pﬁ%homenoh may be predicted when the
\ .
initial conditions and governing principle which jointly entail it are

. found. to exist.

L4 ’

A projection, like a prediction, usually involves tHe application

{
i .
\

\ 59

of some governing principle - or govenﬁbg law-together with some sﬁzgified,!




- . ) ‘ 2 <

. set of initial conditions, from which may b& derived future values of the N

- phenomenon in question. Unlike prediction, however, a projection involves

the explicit assumption that some governing principle or observed regulirity

will .continue to operate over the projection perio&. The typical expression

n

, ' ; of a projectien in th¢form of an "If..i:........, then......" statement’

* .
-

. { N
,emphasizes itscondirxaningnature. In fact, a projection may;be, and oftep is,

-

developed to reflect the hypothetical‘ingeractioﬁ of posculaﬁed Eqnditions .

' for which there is little supportive, evidence, br which have a lpw probability

of occurrence, or which are deliberately counter-factual. In short, one may
' IR

.

‘ ‘ '
rely upon projections in dealing with phenomena whose determinants are in--

'sufficiently understood, or inadequaﬁely controlled, to permit valid prediiiicﬂo

L

However, in addition, one may utilize projections as exporatory or heuristic

devices whereby he can’consiger'the potential effects of condiéiqhs wh;ch lie

' outside the range of observed experience.

Finally; the basic distinction between a projection and forecast

-

> . o .
primarily reflects the different purposes they are designed to serve. Thus

. - 14 .
. ‘ a forecast may be defined as a projection which has been selected from some

set of alternative projections as representing the most likely outcome. Its

distinguisﬂing characteristics is the judgment, or decision, which underlies

£
¢

such a selection. The need for a forecast is, of course, the usual reason for

the support given to projection exercises. One's commitment to any definite

! "“ ]
. plan of action extending into the future implies one's commifment to some

s
4

forecast or set of forecasts.

- 1. .Methods of Forecasting

=

Tre projectfbﬁ, analytic modeling, and strategic‘analysis comprise
) . . o
) the going methodology of forecazing. Each technique has sométhing distinctive

v

to offer, and each exhibits specific deficiencies. Trend projection is

essentially the extrapolation of bistori;al expefience; as such, it pfomises

+
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3 picture of the general shape of things to come. However, identifiable

.
P -

trends are rarely, if‘ever, mutually consistent, trends run contrary to one
. P - .

another, and so some will be modified, defeated, or reversed. In these

circumstances it nay well be beyond one's capacity to'foresee the outcome.
. f - .
Moreover, identification of trends does not insure identification of all the‘
causal factors at work. ‘Indeed, the presumptioh must‘be that some significant
causes will ‘escape detection; :hese are the type called "nagcent causes";
which are not tremds, father the causes of'future trends.. Still, to be\aware
¢

of trends, especially of dominant trends, is an indispensable begining to the

o

forecasting enterprise.

. .
. - . ' .

By strategic analysis I mean the effort to calculate the implications

of strategic postures and situations. In most respects this is the most \
effective of all the techmiques of forecasting. Essentially strategic analysis -
involves an examination of the ways in which people attempt to cope with s
ingecurity and uncertainty within any type of constraints imposedéby the

k=3 .

\situation in which they find themselves. For example, in-the Uniteq States,

/focus analysts upon uncertainty converaning the countries educational future,

y

and the structural components of its philosophy gave rise to d1stinctive styles

in strategic thinking. (Dewey s concept of an\ideal education for the future

1is d t%pical example)

' For the theory of forecasting, the outcome of strategic analysis

" is that strategic prevision depends upon control over all types of eVents that

mark the path to the future. Sumarily, strategic indeterminacy in all aspect

- f’“\
‘4

of forecasting pers1sts to th1s day because it ‘can be attributegd to two in-

: the decisions to be made that are profoundly 1nf1323223-;§"*‘s

the total sityatiom, Agonsequedtly by the unique elements resulting from a

reducible caus

combination f factors; fuéihermore the decigion is oriented toward an- endLess

clearly defjned than thax envisaged by the tactician or planner.
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, ‘ Educational adm”i,nisuacmn :ts ‘a field in whith there Operates a !
) ; plurality of causes, thﬁ'&ntﬁrplag?af which produces unforeseeable strategic '
A ) L -" 2 F ',. \a ) ~ .
. éonfigurations. Hencenuncexfainzy zn planning is inescapable. *
’ .;é - RN - v ’
< Although ?orecasts oﬁ the fnture and " diséfiptions of Ldeal futures
4] mi . , ~vc .

have been widelg SCé:cergd thfough the world's lbterature over the past .

2,500 years qr so, it was'oaly'during the 31xties that thﬁre began to emerge

"a more intense and 6rgahized concern for and study of the future. The

')i

mergence was CErtainIy stimulated by the demands for change marking the

decade and the senSe of increased speed of change in world society. After

ithe sixties people in the, world became 1ntrigued by the notion that they\had

)

.entered the final third_of the twentieth century. In his introduction to .the

. o : e .
year 2000 by Khen and Wiener, Daniel Bell suggested that "the current outpouring

.. . «;’ a =
reflects the desire of society for economic growth, for upgrading the peqple 8
N .3

standard and conditions of living, and for controlling change forxspecified

“
a

° ends.l’ As a result more and more people are now talking of the yearﬂibOO" and“f

s
v Y

the twenty-first century, causing Bell to voice concern, lest men, develop an
. : . :
infatuation with ''2000", producing a fadism that will 'wear out the gsﬁbject,

- arousing unfulfillable expectations, and over-emphasizing the techmological
gadgety that will supposedly transform men's lives. : v
The "Futurist" and somé.Futuristic Planning Proceedures - '

[§
M . : - .

o

. '

RJWith this'new interest in the future, there should come a new profess-
ional specialist, the "futurist”. (The school administrator) At his best, he

is a true interdiscipbnarian. Perhans he is what Buckminster Fuller calls the

g comprehens1v1st a member of, an 1nterlectual alite'who assembles the results,

‘

provided by specialist working on complex problems and issues of specialization

++ +o..." Buckminster continges to assume that "Just as attention ‘to compre—
N L4 M .

Py )

heusive studf of parts of the world led in“the middle of this century to .

& -
"area[/studies and the area specialist before long there may devekwra new
o N .

we o 7 102
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pattern of specialization in a future time period, such as the dEcade of the .
7/ 80's-and if he were to plan his -career with.sufficient vision, a young map

finishing his gr;?uate study, in the early seventies could become a "decadist"
4
Y- 'first a futurist specializing in the eighties, then an i?terdisciplinary analyst

and critic of the,@ighties while living dur;ng that decade, and thereafter an
2 . * ‘ e o e S

. 9 . R
3 .

+ - historian of the'eighties. .
— In order to develop a new patternwfor forecasting and planning for' ) o
- .

" the future, the "futurist" would have ‘to use certain types of methods and

strategics. These strategies could ilso serve as alternatives to the uncertain-
‘tiés entailed in the evolutionary changes that areé taken place, and are apt

w

to take place in the future. 'Fot example those methods that would be considered
. : 40" ,‘ . }P/
necessary are:=" > A 2 ) ' '

o

(4
< » .
.

a. Exploratory method -'This method Dr. Popper assumes should start )

B with past and current trends and then .make extrapolations’that are
projected as images of the future.. This common exploratory
methodology includes trend extrapolation, contextual maping simula-

\
i

tion, and odeling ) | - , C )

3

b. Normative—method - This method ‘starts w1th future ‘needs and goals 5

' . and then work backward to identify the technology, changes, aud

decisioens req{ired to f£ill needs and to reach goals. The common

I

normative methods 'are relevance matrices, mission matrices, and

1

|

\

\

| l

'questioneering ’ ' o g w

ic. Intuitive-method - This method deals with essential sophistication
- - 4 AN

variant of wisdom techniques, that make speculative projections

>~
"

into the future. The common intuitive methods include Delphiprobes,

- “

cross impact matrices; and scenarious"3 _ : Lo

. > N : :

ﬂ\ 4
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discern the direction of future momentum by*analy21ng our’ compostf forces:

e statement stated that: "Most education takes place outside the .

R . -
. .

- . As far as predicting and 1magining future societal value system is

concerned, the qfuturist" is hereby confronted with a challenge. At the outset,]

there are gross limitations inherent. ip any exploration of possible future

values. However, "It is", according to Xanm' H. Wilson "I believe that ‘We can

)
A

Change in the character of change itself; The transition from an industrial

to a post industrial society; The crité%ally" of : a number of well established
g ,
social forces; and the emergence of a "world macroproblem. It is in the

crucible of such forces that the shape of future value systems will be forged”ﬁ
. Considering that the &ésturist" would prioceed and. futher develop and

A > . -
expand his vision on societal value that concerns schools, he would have- to:

N

‘ 1. Figure alternative futures for societal educational system: All
| . ’ o v

national educational systems composed of opetrating units-namely’

elementary ahd secondary, college or higher’instituions; This.

H

system is a set of interacting units with relationship among them.

. There are two assumptions that have maintained this model of.
5~
system: That education shoald start with the young,. thus learning;

3

should result only frem the primary or elementary schools, "that-

education should then continue through preceeding stages of higher

+

learning.
- However, these“assumptions;are rapidly eroding. As sociéty changes
it is incréasingly clear that education must be lifelong and, there-

»

fore, concerned with multi-age learning. And it is 1noreasingly

apparent that learning, including societally valued 1earning, takes

L s
/

place outéide of schools, and as arcorollary, that learning does not
necessarily take place within gchools. Mr. Ni on, ‘a contemporary.:

President of the 70s of the United‘States in his educational fore-‘»"LS4

- o
~ - [y
- L4 .
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. ﬁ}ﬂ . . + school, .Although we often nistakenly equate "schooling"

“with "learning', we should begin th pay far greater attention
. g . -

. . L, )
to.what youngsters learn during .fhe more than three quarters of

. o : - : .
o .. * their time they ‘spend elsewhere."5

. * -
.

Dozen and mére writers in recent years have argued that a massive

’ 17 ‘e - ) ‘ .
gsocietal tramsformaticn has taken place, is taken place  and will take place.

[y

Jean-Francois Revel "announces that a new, -particularly Americ Revolution

°
(%3

has begun without Marx or Jesus. Kenneth éoulding has described a transition
" to post-civilization' Charles Reich applauds Consczousness 111; Zbigniew

-Brzen21nski places the US society between Two Ages as the society enters a

x

4

technetronic era; Peter F. Druckerstzetches The Age of Discontinuity, most

notably 1ncluding a shift.to a knpwledge society; the late Paul Gpodman

A

celebrated the New reformation, and Margaret Mead figures that’ American ‘
i »

society is entering a Prefigurative Culture. ‘

t . n

_A midst this cacophony of describing and prescribing social change

3

and education, there is one clear and inexorable trend that cquld inform one's
0 N M

understanding ¢f educational trend and system. In otherwords in every sector

- " of human activity there has been an unmistakable trend toward natioﬁalization

- w

ard globaiization. infact, corporte conglomerates have led the way with their
horizontal and virtical 1ntergration and theirvglobergriding activity.’ ﬂust‘
as how agriculture has turned in;o "food supply sysé:m,dgand the goal of one :
‘conglomerate-tenneco-is inte;gration from seedling to supermarket. .Jgst as
- Iin transportation, the interstate highway system provides nationW1de linkage
- hard driformity, and/{/ternational system ‘of traffic coptfol dev1ces is slowly

/

' coming into use. In one word, the growth ot/(garning and organizing, needs and

.
-

. increasing systemizationipn national and-{dternational levels are 1mportan: ¢

d EURRY .

./ . h .
cués to suggesting alternative futures, a strategic forecast for societal
,/ ~ "" A) Ty o
',educati6nal fystem. L.
/r R B . * . - . ) ;
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2, Image ‘Future Organization in Sthools

National Centre for Higher Education Managemeat Sytem (NCHEMS)
conducted a résearch designed to gain insight into the changes that would be

likely to occur in post secondary education during the néxt decade, 1In

conducting this research, they were concerned with -the longrange directions of
Y.

higher education in terms of the management, concepts, tools, and procz«dures .

'‘that are been developed or planned Also they were concerned with the type

«

of forecast’ that are being used by educational planners in establishing long—

range plans that include the appropriate actions must be taken before some

other changes occur.

Before the NCHEMS' projected plans were completed and implimented, N

they found that #h the contrast to planning for long—range activities fore-

casted, unforeseen chan es usually disrupt the plans as educators attempt to
g y P E

N
ensure that forecasted plans take place. Another research Team~The Carnegie
. »

Commission or the Newman Task Force, in viewing this phenomenon recommended that
in plamning or forecasting, olanners should rely more on a modified forecasting

system ~ a system which would adapt some elements of sudden changes or un-
" - , '
certainties. ' *
J ’

"The identification of changes is to-day more important than ever®,

This was expressed best by Clark Kerr in an address presented at the 26th

National Conference on' Higher Education., '"Higher Education in the United

States is facing a'period of uncertainty, cdnfusion, conflict, and potential

- »

a

changey and it has little to guide it in its past ekperiences. For most of
e * ‘ .
its three and one-third century higtory, it has had a manifest destiny and

through the”period from 1920-1970 was marked by rapid change and student unrest.,’

&

Two factors remained constant: public belief in and‘support of higher edyca- '

? »

tior, and the campus and society were both changing, but in compatible ways.

1 N »
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/lThis is no longer so and higher educati5n is faced with a staggening number ,

of uncertainties: (1) Thé direction of change that will be taking place in
a soc1ety that is even more divisive, and in a world that is undergoing a
cultural revolution; (2) the impact of the.ﬁew educational technology; (3)
its proper functj 0s in terms of teaching, research and services; (4) the .-
'gbve;nan;e of the iﬁstitutions; and (3) financing"6

fee;ing thatcEducatipa’§§ a whole is facing a long period of un-
certainties, confusion and conflict, the naéiona{ office of educatiop and
welfare expressed its concern through the National Goals Researcﬁ.;zaff. In
the report released in July 1970 the staff emphaslzed the importance of

.

defining policy alternatives for the nation as it speeds towards the year

< . ¢ . . -
2000 in an era of inquiry, conforfmation and technological achievement
Appointed by President leon in 1969 The National Goals Research staff called

for schbols to give less emphasis to imparting, information and to do more

to help sgudents sift data and tp establish their own values. They also

4

urged the national adminiétration to get the people . now to deftfne what

thecduntry wishes to have as its national goals and to develop in both public

3

‘and private imstitutions the specific poiicigs and programs which will move.

the country toward those goals.

It is therefore, important that the "futurists" or school administr~- .

. tors, in order to develop better approach for. educational forecasting in.schools -

they would have to realize that ag. social systems (including the educational

system) grow in gize and interpenetration, , they must increasingly ryelate the

areas of their firm understanding to larger entities that may be well -understood.

-

The illusion of understanding, reipfoncéd-by the ritual of methodology inMitits

some administrators from facing their ignorance. Rather tpan veiling--their

ignorance in research proposals, they ,should begin to suggest what they.do not
) : X ’ ~/ ’

) . . . ».1{;_

-

-~
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~ know in their Yesearch findings, and reward those who .are’ courageous enough ’

.

to do so.

A}

. I3
.a f—

,’( “ All administrators (for tﬁe future) should consider the:syetematic

collectiont of 1 formation on who learns what; where, and how throughout society,
. . - ‘ . o

juxtaposed with information, far beyond the schoolish questions posed only to

' . .. [ - . .

the young by the National Assesspent of Educational progress, or who knows what.

. )

Presently, there are some administrators who always just call for mediocre

’ , ot /s N < .
and mountains of fnggented,.unrelated studies umder the rubric of educational

research and they continue to shout, '"More research!. Indegd this is a

-

familiar cry, bolstered in education by the rhetoric of how little is donme in

[ A .

relation to tHe whole enterprise - even under the narrow definition of this

enterprise. But more of the same will not solve the .fundemental problems.

»
] - -~

If administrators cannot develop a fruitful balance and synergy between general

Al & , - . .
(jr;and specialized perspectives, between theory and emperial‘work, then it would

be better to declare a morXtorium on\all research. To faciﬂitate‘such balance

&

"of inquiry, a tn@nsdiscipiinary, transnational,-and ideological information
system should be established to bring together the wide variety of visions,
proposals and system views that already exist and will continue to prolifirate

. as the administrators search for new ways.
3 . ", ' " 4 .
7 The most seriou$ (futurists) admini%trators.should be affiliated with _

most of the research organizations or commissions committed .to the study of the
v ' v ‘ v

future, This affiliation shouldinft be limited to both national ahd inter-

national org%fizations such as theRand Corporation; the National Planning AsFoci
tion; the Hudson Institute{a_private non-orofit‘organization stuinng.puhlic‘

policy issues, espeeiaily those related to long-range,planning‘and to the’ -
L] » ‘/ -
,““pnited States national security .and international order; the, Futuribles
~ 7
.'Projedt in Paris directed by Bertrand de Jouvenel “apd other comnittees such
K - - P > .

‘p thelCommitteezon the ‘Next Thirty Years in Edgland -~ established by the + « .

Q \ » - .
ERIC " 198 e
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¥
English Social Science Research Council. The purpose of this affiiiation:

should be for th¥® administrators to develop a capability for thinking about

—

4
the future in such a way as to permit the assessment of educational policies

within the cOntext of conjectives about alternative long-range futures.
]

~-

4 < -

Forecast Strategies of Program Adaptation with Future Time in Educational

Administration ] -
~¥~ A e

- Walter G. Hack clearly s¢eted that the study and appliczrtion of

futurism is quite idiosyncratic since the future could be determined by how

individuals and groups see it and bahave in it. However, he asserts that it

v

is possible to predict and in order to predict.and determine what the future

-

might be, and begin to adapt programs, the f{irst sCraé;;;>to embloy would
[N . " T

e to have "....... . .Iad4viduals and groups start with themselves and thei

'

given organizations to ascertain and plan their own institution’s future. \
Futuristic planniiig must be recognized as having a developmental character.

The work is incremenmtal; there are no fast or firm answers."! Indeed

there can be no instant answers for asuméd future problems. Furthermore, ver#

little work ean be simply delegated and then' considered codp}etely when the
i N T e . .
¥ initiative is lodged. ) [ e \
t While Backs cont:Egs.that future séudy apd plaﬁning would require morq

: . )
than just, scholarly prediction, Jack A. Culbertson beliedes that: the future can

.

be studied in scholarly ways ‘and cha: there is greater similari:y in studying
the future.and the present than is generally accepted. He feels that
. scientific study of phenomena within a present time frééé, for ekample, is
.cdncerned with discriptions, explanations,(;nﬁ éredii;ions. The sage generg}'

. ‘ .
goals are pursued by those developing generalizations about the future. It-

TR ‘ v . "
i: alss evidenc that. ciplined and systematic inquirey, sctholars make

A
~ explicir. the assﬁmptions upon which ffndings and generi zatfons are baSed on’

3 \‘ . To. - T
N . -

x)/ * - »
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from which they are derived. Culbertson continued to emphasize that this
. »

tenet is essential to future, #nd e{én past-oriented inquiry as is the t et
o * ", -
that sound generalizations in anytime frame cannot be, developed without

effective modes of inquiry, well Qesigned data gathering activities, and means
for e;;&ential test. For those who might argue téat the validity of generaliza-
tions ox predic&icns within present or past time frames can be tested against
facts achieved through scholarly reﬁeafgh and that future-oriented generaliza-
cannot, Culbertson méy be inclined to question such arguments. He maintains
that the validity of g;nerallzations about the future can be tested by facts
within a2 future time frame. For example, %o qﬁﬁm; ¢x£mple example, the

: e

accurancy é;,school enrollment projections for 1980 made in 1974 can be tested

. . \
in 1980. Further, 1if scholars carefull%,seate the assumptions qn wkich such

. ! 3

pgojections are based, these assumptions can be tested overtime and if
there are errors in assumptions, these will ten& to reveal bef;ré 1980.
éince it is possible to study the accura ¢y of a éiven forecast, it
/is also possible to assess the accura ¢y of a set or family of forecasts of
program a&aptation in educational administration. Futur?-orignted s;udieé,'
in other words, can provide planners gith\negded data té.think about prospective
cond%gions and events and to establish directions transcending those in@erent
in ghe status quo. Since effective leadership in educgtional edministration
is inevitably concerned with a quegt for viéion, study‘of matters or éata and
generalizations developed through future-oriented prgéictions can helﬁ define
and clarify desired directions. To be ;ﬁre, there are risks which .scholarly.

) adﬁiniqtrators cannot eliminate "in using future~oriented prediction including

the data concepts used to develop strategiqi 5§d objectives. This is true

-

because such data and conéepts, as already noted, can only be tesfed in a future

tige frame. However, in an'ince§santly-changing socieEy, there are undoubtedly
/ ‘ . . N o ) vt
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risks in procedding without formulating future-oriented lives and strategies.

-

It also seems reasonable to that it is less risky to use future-oriented
predictions than it is‘to make instant decisions in the absence,of careful

stuﬁy the circumstances surrounding such decisioms. Administrators -as

1)
.

decision makers, can use explicitly stated assumptions and generalizations

%

about the future to understand the limitégég administrative strategies and
detisi;ns. Such‘?ssumpticns can aléo prc;ide bases for EeedbacE and for
needed adaﬁtafion when, and if, error does bedome evident. Thus, it does
geem reasonable to conc;ude that future-oriented p;edictions and ;ubsequent
stud§ o% such predictions can help planners aﬁd,decisibn makers who are
concerned with dg.fininig st;:ategies to achieve objectives Eranscending the

status quo. ] .

Few Strategies of Program Adaptdtion . ,

M [

Most part of every preperation program must be based on &heory of

administration and related to a theory of program design with evaluative

-

feedback for program.development and improvement. Unless significant pafts of
a preparation program are cast in research design form, the professiom will be

unable*to shape its future. In many cases, most curre?t programs for the

Y

preperation of educational administrators have a pragmatic, electic, or
«d

emperical design, They reflect varying forms of a system that has evolvéa’

*

overtime, is constrained by relations with other” systems, such as the agencies_'

responsﬂ:le for certification and accreditatj.on, and is bound institutiomal
. ”

structures involving qourse-defing§ and departmentalized knowledge. The lack
.of a gé;eral theory of administration always Cend‘ﬁb support %igxagmatic
approach. As Schwab has asserted, ”.....the pursuit of ome sufficing theory of

administration is impossible in the foreseable future if there is a lack of at,
8
least major central theqry...." He suggests that a sophigticated and cynical

grasp of about a dozen separate and distinmct bodies of theory is indispehsable

. )

) 111 . | . : -
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to good,administratibn, but such intimacy with these bodies of theory, however
n
sophisticated and cynical, is still insufficient. The lack of one comprehensive

theory of administration, however, does not preclude the need for researth

-
LI

on program element.

Every prograiln plannind designed for the future should start from the
gengral to the particuiars. All this’should be plgn%gd in stages ~ for example,
program evolution proceeding the description of a projected future environment,.
to criteria guiding program development, to program plans, and then t§ action
pointed to the fuf&rg either to accomodate to‘it or to.modify it.

In respect to future programs, administrators should establish’a
futurist program planning task force, and set“objectives. This will give the

project the status it deserves and needs. Program development, all too

often, is accorded a relatively low priority, especially in higher education.

- The reward system tedds to facour research, writing, and even teaching above

.- LY

program development. This is partly because so much program development in

elementary and secondary education as well as in higher education has been

-abortive; eitﬂer the necessary committee work has been carried out half-

heartedly or the recommednations of the committee have had little inpact

on ghe instructional’program. Top level stimulatiop and support are needed,

th!réfbre, to overcome'the negggiva_image that program devel;pment activity

has acquired and to gi;e the woék of a futurist proéram task force the

o

importance it should have. . ‘ v
The futurist program planning should be based on a degree of an

assumption of uncertainty. This is in contrast to the "assumptions of the

accurancy oé prediction and project;on as indicated e;rlier. This is mostly

in contrast witﬁ the assumption of stability that hhs underline so much long-

. N
nggg planning. So often in the past it has seemed as if .long-range plans

"
- .
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{rere based e;ther on things remaining essentially as they were or on groGEh
- ‘ and ‘change prsgeeding in a smoth projectien. 1If a more careful study of

history coz}d not dispel this notion, futurism should, for the methods of

. Afuturisméf-ject suprise-free projections and have a built in allowance for
uncertaifity and discontinuity. This .same afIbuaﬂhe, correspondingly should be
v built into the plans emanating from the proposed task force. One way which
A .

can be done is to identify certain contingency points in looz-range plan, ?

points wheye there would be branQJhg in the sequence of decigiquifking, with

e course of action laid out at each "fork in the rod".

.
¢ £ / >

Appropriate to our temporary Society with its adaptive, rapidly
chang g, tempora:y systems, appointment to the task force should be, ideally,
a ful time rather than a part-time assignment. A work pattern marked by
meetings aftep/school, after class, at the end of the day, in evenings, or on
weekends is neither consistent with the status the work of the task forcg
:merits nor with the productivity expected of it. ‘The most effective futuris;-

?prograﬁ, planning should make use of specific short;tihe\plans.coupled to
broad long-range plans. The.rationale Sehind this is that the long-range
plan charts the course-in;projeéfion.- while the short-term plan gives the

. T day-to~day operating details.

‘ The task force ;hould make use of not only of the conventional
techniques and tools of research and planning, but also of appropriate ones 4
among the §;ecial tecbpiques and tools of research in futurism. As mentioned

'earlieg‘in the methods of forecasting the methods and techniques should include

+ the Delphi Eeghique and those that are very effective such as cross-impact

analysis, various kinds of trend'extrapolacion and other types of ﬁgrecasting;

dynaiic modeling, and simulating. i They ghould keep in mind the interaction

between thei? institution as a system and other systems, subsystems and
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supersystems.  Thus, the future development of a school district will be

.aﬂ@ected by the development of its community, region, and state. Likewise, a

chool within a University is obviously affected by the development of its\

e

component divisions or departments.
Strategic forecasting in‘educational administration'is a challenging

' task. Most, educational administrators maysbe reluctant to be envolved in
future strategic forecasting and planning Yet, this is an era of high promise
and gréat potential significance for education. New knowledge must be’ developed
through the_use of new and improved techniques of research and- planning With
the present day fast changing society, itfhas been difficult to even predict
what is going to happen tomorrow. In the same pf&icament, it is mostly difficult]
predict with certainty what will happen in the year 1575, to say nothing of the,

. year 2000 or so. However, there are signs of what: could be done. In certain
sense the efforts that identify and focus on specific developments may result
in self-fulfilling prophecies. By pointing to the new jntellectual and
machine technology that could be adapted to education, one could stimulate greater
study of these thrusts by larger numbers and thereby increase their rate of

] - §
development It will take more tHan verbal talk, however, to generate the’

needed new educational missioas, programs, and strategies intended for the -
future Life is not that simple and major changes in life styles are enormously
complex to effect. However, the time has come to articipate the challéﬂEe

early enough so that sbmething might be done,uand in constructive manner Finally

because of the hope that mankind has in developing himself and the Society and

world in which he lives in, the future has always been and always will be the

—
»

_universal frontier so that man cannot only prepare for what lies ahead bd( also

try t> determine the shape of things to come. Futurism offers intoxicating

&

. -\ .
possihilities tempered by sobering responsibilities. ~School administrators have.

t

-
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to sheudder ‘these responsibilities in order to develop better education

institutions for the forth coming generations and yét other generations to come.

4
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. Educational Change: Where Are We Heading?

In the/last decade, . the United States has seen congzgeratle
criticism and some change in its educational practices at all levels.
Open education, alternative education, non-graded curriculums,
greater use of ‘the community; more independent studies and practi-
cums, and many others %re all examples of significant reforms which
may now be on the defensive. One of the reasons why these reforms
are on the defensive is, because no adequate theoretical and practi-
cal rationale;has been de?&loped to cnart the direction of these
changes and focus the %n:erestﬁqgktheir practitioners:

In the past, education has mostly been a preparation either
for the next level of education--kincergarden for grade school
grade school for, high school, high school for college, college for

graduate school, and,graduate school for university teaching-or

‘asua certification process--the means that one uses to become a

doctor, lawyer, engineer, teacher, plumber, ‘computer programmer, or
almost anything. Most of the recent reforms have been attempts'to
thrust aside this certification and preparation aspects of schooling
and substitute meaningful experiences and personal goals for the '

formality of the diploma or degree, It is this reassertion of certi-

. fication and preparation that is presently threatening the educa-
" tional reforms of the last decade, .A student cannot take non-
graded classes in his major, developing ones own major is not

useful in the'job market, high schopl students still need algebra and

P
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geometry to éet into college "and grade school students are all
preparing for high school Head Start pushes the process back further
and adult education I\arantees that schooling for certification
(complete with tax-deductions) wﬂ@l be a lifelong process to the
benefit of the unemployed educators. _ S ) Co-
‘ This paper begins to define those educational concepts'which-
" we feel significantly influencedqedhcational'change in the right -
‘direction in the past decade, We hope that our analysis can help to
chart ‘the path of educational change bg giving it a rationale.to
assess, Jjustify, and promote that change.

Our ideas have come from a workshop we ran for high school .
teachers wno were interested in "alternative educatién."” We first
asked these teachers what their needs were ahd then planned our
workshop around their expressed needs. The workshop itself was run
as we would have liked thése teachers to run their classes: parti-

\

cinants shared in decision—making, participants were made comfor-
~table by 1nformality, but enodon tructure was 1mposed to promote
‘order; leadership was non-hierarghical as it passed anong menbers
of the group. Participants had Yery positive, feelings about their

experiences at The workshop. Peo le commented on the "closeness and

informality of the group," the "opep and casual" structure which

was a‘"starting point for the group t 1nteract and learn from each
other," "dischssion method brought abou insights not encouraged
through~Iectures," and "I was first disap ointed. I was after
nominal’ faets, figures, methods which I tho ght I needed to bring |
home to my program. Later, I knew that IDEAS\were. more important,"
' Ve have begun to analyse the basic concepts of alterndtive

edlication in view of the positive. feelings expres eanbove. Our /
R *
[ ’ ! \
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ing in variouy contexts aﬁd with differing groups of participanfsy :}

students, . ' M ¢
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We haVe.identified eight concepts which form the eiémgpts on 1

our proposed alternative educational construct, . L - N

.Concept 1t Educational Needs:

First we need to distinguish‘between iﬁcidental learning and
intentional learning. Incidental learning is that yhich the students
ﬁappen to pick up during the course of the day,'at,homea in school,
on the street cornerj etc. Incidental learning is essentially ran-
dom in that the student learns from whatever s/he happens ts be
doing. There 1s no doubt but that a large part of a person's knowj

"ledge has in fact been acqulred through incidental learning. We *
submit, though, that much of what actually happens in educationsl o
institutions--which by definition should be concernea witq inten- ?’
‘tional learning rather, than random, incidental learning--is inc1denta1
learning. The Stress on repetition, for exXample, assumes that ,
students pick up knowledge by chance and, if the teacher increasesll
the number of chances, then the students have a greater probability
of learning certain materisl. On the other hand, intentional lea.rn--.J
ing occurs when a student purposely fulfills.a felt educational
need. In other words, a student;must decide that s/he wishes

to consciously learn somethlng and then rationally go about learning ) ‘
that specific thing., What f;equently happens in school frqg_

kindergarden to graduate scnool, is that the teacher decides what

the student should learﬁ and then imposes that decision on. the stu-

dent, often without even telling him/her. For example, grade school

E B
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studénts are told that they need to learn to read' testing data on

b - T

anlch their level of accompllshment 1s based is kept from them and

4

they are told what to do Wthh might improve their reading. In-

» 4 ) , )
tentiqnal learning can occur only if the student himself decides

that s/he wants to learn to read;‘if s/he does, then s/he can be
taught-in a tery short period of time (as Paulo Fierre and others
have shown). But 1f learning to read depends mostly on incldental
. 1earn1ng then the process may be very long and uncertain of success. )
Under this ba818,4!ae teacher h%s &n obligation to let the student

know exactly where s/he stands and also what s/he should do in

+

order to.be able to read. ‘The student should be given the oppora
~w

tunity te assess his/her own needs and then decide whether to

@ ¢

accept\or reject, the teacher’s\advlce, Students, when not’ givén
this opportunity, are exceedlncly clever at subverting the ‘goals

and purposes of thelr teachers. Anotner common consequence is that,

f]

when students are asked what educatlonal needs they have, they are

\ ¥

" unable to reply. they'havelnever been asked he question, have
never thought of what they should or need to learn, and have lost

.

complete sense of intrinsic identity. The goal|of ‘the teacher is
_ then to Te-awakén the students. ; \ -

In suﬂmary, education must be based on the felt, expressed'
needs of the students., If the needs are not felt and expressed
then intentional learninv cannot take place, The best way fbr the
teacher to understand the needs of the student is simply to ask him.

b

If the student can't state his §eeds, then, llke the proVerblal -
student who says he knows somet ing, but cant't state it, s/he must

e out what his/her needs are, AR

Pk

D

(A R
L

¥




2

'j that most students feel that learning is difficult. A firfst grader

’,.easy I le . ig easy, then a lot can be learned and retained "(
in a short time. pan. . ‘ C v
- [ d . £
Concept 3: %ogiortgbilitx ' : ' ) ﬂ, o,

.tional sense. The student should feel-secure, his/her personality
:should not be threatened s/he should feel supportive of tbe group

) stndents must be made comfortable as positive, contributing members

~of the class or group. ~ et

Concept 2. Learégng is edsy: - e ) .f

One of the sad agpects of schools as presently constituted is
will tell the teacher‘or narent‘that arithmetic is hard, This "

attitude is a trémendous obgtacle. to learnihg{< But if the studént' ,
is learning what s/he feels s/he needs to learn, then learning is ‘ !

A student can learn best when. s/he feels comfortable, not only
in a physical sense, but more imnortantly'in a psych&i:éical/emo-

in which~s/he is learning, and s/he should feel respected as an G

_individual by . the teacher and other students. Many of the games

students play with teachers and with their co-students can be seen
as a means . of defining a comfortable welly defined role: as is’ ;.1.
commonly observed stndents with discipline problems want to be in

that role, others. play' the dumb-student role, or the apple-polishing

role, etc, Conseguently fo§ alternative education to succeed f %

. -

- S

. . N ‘

fConcept h' Teacher att;tude to gtudent:

» The crux of the educational environment is how the teacher .

viegs the students, Does s/he'nonceive of them as "bad," "lazy,"

N"devoid'of knowledgez" etc., or dpes s/he conceive of them as unique

. .
.
. -
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G individuals who must be respected for what they are and who have
educational.needs which the teacher must try to meet. It is this
attitude which is nost important for people involued with alterna-
tive education. Students must be treated as individual people )

with gpecific needs.

Concept 5: ecigion-gggggg _
It students are re8pected as individuals with their owyn needs,
then students must be a part of the decision—mazing proces The
school as a community should allow everyone (including non~profes-
sional staff, professional staff, chief administrator as well as
students) access to the decision-making processes. The administrator
is the facilitatorwof the processes. The ability to make decisions,
both as an individual and as part o;/a group process, is one of the

inportant aspects of the educational content of any school J

.

Concept 6: Group Learning: . >

» -

Contrary to the rationale of present educational institutions

most learning occurs in groups, and not in an individualistic

setting. For example, compare the result of reading a book by

oneself with reading and discussing it with someone else; or attendQ? o
ing a movie ny oneself versus in company witn otners. Even cognitive ‘
learning such as arithmetic is probably best learned, not with paper

and pencil at the desk, but in playing games with others in which
arithmetic is nscessary. Group lgarning in a non-competitiv
enfironment is also important because of the mutual interact
support and reinrorcement between members of the group. Group

work, when handled well, enables slow students to be helped by others’

. } 12‘{
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. Concept 8: Flat Hierarchy: ////// : ~

7

without the feeling of,competition'or being put down.

' Consequences of this concept are that teachers must be group
workers, -schodls snfuld demote individualistic experiences that push
competitiveness and promote group experiences with the idea of
sharing., The question of testing nust seriously be considered,’
Lastly the dynamics of learning in—groups,ayst be investigated.

Concept 7 Heterggenitz'

‘If learning is based on groups, then homogenity based on age,,
race, background, sex, neighborhood, etc. 1l be counterproductive.'
It became obvious to us that the teacher development workshop de-
scribed above was beneficial due to the diversity of perspectives
of’the participanté. As a member of a group an individual-learns
-fron nerspectives whichiare different rather than similar; naturally
any two given individuals have different perspectives, but netero-
genity should increase that diversity. Therefore, for example, the
educauional benefit of a Peace Cor ps type ezperience is that it . )
forces the "student" to value other perspectiVes than the comzmon

American one, The implications ‘of this concept to present educar
tional institutions are also far-reaching: Schooling should pro=-

bably not be based on age-grade peer groups. Ra/ially, economically,

culturally, neighborhood-based scidcls are also dysfunctional to

-

a diversity of perspectives.

/

Diversity, though, can gnly i% functional*in a situation in which

nq particular YlQWpOlnt is considered as superior to any other, ’

ANaturally everyone ‘will consider his own viewP01nt as best, but .

-
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this should not be a competitive s;ltuatibn; each participant can ~
- R - .

then, keep his persoﬁal identity and integrity. This assumes a flat

hierarchy in that the teacher, only due to his/her responsibility

énd role, is in any sense above the student, Autocracy and autho=-

rity come.from a group self-definition and not from the "superidrityﬁ
P

of the teacher,

) What these eiéht concepts imply for educational institutions
is, as noted above, something dramatically different from what we
all have come to expect of "schools,'" We ourselves in various
contexts--not the least being our own graduate ggucation--are ;ryiﬁg
to analyze and implement the above educational concepts; This time
we are only at the‘beginning of o%; search and’ we welcéme any com- y

ments, observations, criticism, experimental data, on educational

models that anyone reading this paper has to offer, But we hope
s .

“that %he.éducétiénal progress of the last decade need not slip back

into oblivion and {%if #e can all move forward to better educate

~

our successors, -

-

. - )
8 S
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; Reforming the Undergraduate Curriculum: A Position Paper

&1 K. DeRoy.

]

We are decidedly of the opinion, that our present plaa of education

admits of improvement. We are aware that the system is imperfect:

and we cherish the hope, that some of its defects.may ere long be

remedied. We believe that. changes may, from time to time be made )
with advantage, to meet the varying demands of the community, to \
accomodate the course of instruction to the rapid advance of the .
country, in population, refinement, and opulence. We have no doubt

that important impnovements may be suggested, by attemtive observation

of the literary institutions in Europe; and by the earnmest spirit

of inquiry which is now so prevalent, on the subject of education

‘[The Yale Report of 1828, p. 2771.

’ - ~ - -

v

,-+  imperative that a fundamental reshaping of undprgraduate curricula
be undertaken. The institutional improvisations of the past decade
merely delayed the process of rethinking what American cellege
students should know and understand of the complexities they now
must confront [Winston, 1974, p. 214].

l

|

|

|

- l

. At this juncture in the history of the Un)ted States, it.is l

In this.era'of space travel and undersea exploration, of nuclear power
and ﬁéssible nuclear annihilatiod, of existen;ial philosophy and the secular
socie;y,'Americans\express a yearning for more simple times. The "nostalgia
crazeg hQé produced the reintrodugtion of Tiffany lamps toxﬁoﬁl decor, !'granny

dresses” to women's apparel and the pleasing merger of classical and rock \
music.t In the spirit of the times, a little nost%lgia should be’ applied to

v

" the undergraduate gurriculum: Let us return to the ''good old days of

.

f ° education in higher educahiPn. N

rt




.

But why, it may be asked, should a student waste his time upon .
studies which have no immediate connection with his future profession?
...In answer to this, it may be observed, that there is no science
which does not contribute its aid to professional skill. "Every
.thing throws light upon every thing.'" The great object of collegiate
education, preparatory to the study of a profession, is to give that i
expansion and balance of the mental powers, those liberal and compre- r
hensive views, and those fine proportions of character, which are
not to be found in him whose ideas are always confined to one pattic-
ular channel [The Yale Report of 1828, p. 282]. .

...there is no convincing defensible strategy behind the undergraduate
curriculum, and the more intelligent students, and the more self-critical
faculty know this. We should not accept uncritically the' indictments

of the students who condemn irrelevance in the college programmeg...

but we ought to be disturbed that the pundits of higher education

cannot themselves agree what constitutes 'a liberal college ‘educgtion
[Ashby, 1971, p. 6].

There is general agreement that the current curricul ‘trend in higher -
5

education is toward vocationalism, what Muller (19 s termed "highef skilling."

-

The pressures producing this emphasis oq/;ﬁe'ifégmati&,/bth demonstrated in
cé;fain aspecté of the community colléée movement, includes a worseniﬁg economy
and its attendant psychological effeéts, mass enrollment in institutions of
higher education and its supporping philosophic and legal bases, the again-
ev;deht suspicion of ideas which is so much a part of éﬁe American cultural

heritage, and the need for specialists of all types (many of which have not

yet been idéﬁtified);‘ Cries for social Pelevance in the curriculum are.hea;d

on the New Left and for ecohomic relevancé on the 0ld Right. The intention

)
"

of this paper is neither to explicate the essential unitf of knowledge
(commonalities of methodology, of the attitude of objectivity as applied

through rational empiricism, and perhaps.even of essential content), nor to
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condemn the views of those who advocéte‘éghemés of relevance (for their argu-
ments contai; much truth), nor to assail the obvious benefits of scientific
and technologic specialization; however, the undergradu?te curriculum must
provide é sound basis for living anq\ggrking in the prégent (as Dewey would
desire) and in the future (as Toffler believes). In the words of one young
college president, "We havg lost the origi;él mission of the liberal arts. \
Its mission should be to teach a person to function in an increasi;gly complex
" society."?

Ashby (1971) presents some very good reasons for reforming the under- ‘
graduate qprriculum._ He Epeaks of a curriculum which fails to prepare students &“%§3>
for life in contemporary society. The problem which this criticism presents,
however; has been recognized by many contemporary observers of the.panoramé
of American higher gducation: Almost every student; facuity member, and admin-
.istfat;r has an opinion of what is irrelevant in the currléﬁlum; sometimes a '_ N

" sizable consensus on the irrelevant is reached. But only‘farely has anyone devised
an ideal éurriculum, and even more rarely has a consensus been reached regarding
such a delineation. ”Certainly there are nogéworthy historiﬁ examples of the design
of and consensus attained on an idealized curriculum (for example, %obert Hutchins
at the University of Chicago and Alexander Meikeljohn at the University of Wisconsin,.
and, later, the refofﬁers of St. John's College in Annapolis, Maryiand), but as
VeysFy (1973) ﬁps.dpmonstratéd in an essay on stability and change in tﬁg coilegiate
curriculu;, vacilétién between free elecfgpﬁ and presc:iptipn, and between one

3

emphasis and another, has characterized curricular movement in Américan.ﬁigher ‘

education since circa 1910. 7

. o
Despite the lack of uﬁity on issues pertaining to curricular content, no

.
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one can deny that the present American system of education has failed to

produce truly educated individuals on the vast scale desired. The blame for

this may be attributed to any one or more of the foITowing: the relatively

~

low funding priority of education (a very real constraint but a doubtful

causal factor in this regard), the failures of other social and economic
]
institutions, poor heredity, a historically poor mass intellectwal and

cultural environment, the use of poor teaching methods, or the misapplication

of one or another educational phiiosophy. Whatever the cause, the result i

evident-the educational system has failed to prepare individuals to act as

[}
intelligent, responsible citzens of a democracy. “

T

The failure to provide any core of unity in the essential
diversity of higher: education is a cause for grave concern. A
society whose members lack a body of common experience and common )
knowledge is a society without'a fundamental culture; it tends to
‘disintegrate into a mere aggregationm of individuals. Some community
of values, ideas, and attitudes is essential as a cohesive’ farce in
. this age of minute division of labor and intense conflict of special
N interests [Higher Education for Democracy, p. 989].

.
] »
L]

“ .

At root, what is lacking is a consensus regarding the need for and the

content of general éducation. Children are promoted in the public schgols on
the basis of age, not on the basis of achievement. Many high school graduates
are'essentially illiterate. Thus, in this period of massrpostsecondary education

and open ‘admissions, responsibility for producingﬁliterate individuals, and

thus a literate society, has devolved upon the institutions of higher education.
.

Higher education has prepared specialists galore, but "the greatest need for

2

excellence -in higher §ducation is to produce eneralists‘[Ashby, 1971, p..321."
. ; ) gene ,




. III

"General education" is the term that has come to be accepted ’
for those phases of nonspecialized and nonvoZational learning which ,
should be the common experience of all educated men and women.

General education should give to the student the values,
attitudes, knowledge, and skills that will equip him to live rightly e
and well in a free society. It should emable him to identify,
interpret, select, and build into his own life those components of . .
.his cultural heritage that contribute richly to understanding and «
appreciation of the world in which he lives. It should therefore .
embrace ethical vglues, scientific generalizations, ang aesthetic RS
conceptions, as well as an understanding of the purposes and character
of the political, economic, and social institutions that men have
devised. \r
But the knowledge and unde standing which general education aims .
to secure, whether drawn from the past or from a living present, are
not\£g~be regarded as ends in themselves. They are means to a more .
abundant personal 1life and a stronger, 'freer social order. [Note
fhat recgnt candals such as Watergate and domestic spying conducted ,
by the C éerve only to reinforce this statement, not as a negation
of it.]

Thus conceived, general education is not sharply distinguished .
from liberal education; the two differ mainly in degree, not in kind.
General educatidn undertakes to redefine liberal education in terms

. of life's problems as men face them, to give it human orientation

and social direction, to invest it with content that is directly ‘

relevant to the demands of contemporary society. Teneral education \\
. .1s liberdl education with its matter and method shifted form its "

original aristocratic 'intent to the service of democracy. , General . .

education seeks to extend to all men the benefits of an .education

that liberates [Higher Education for Democracy, pp. 989-990].

L]

Al

- It is most unfortunate if we envisage general education as
something formless~-that is to say, the taking of one course after
another;- and as 'something negative, namely, the study of what is ,
not in a field of concentration. Just as we regard the courses . ‘ ‘,
in’concentration as having definite relations with -one another, so e
. should we envisage general education as ap organic whole whose pdrts
join in expounding a ruling ide4 and in serving a common aim. ) 2
. . -And tbd do so means to abandon the view that all fields and-all i -
departments are equally valuable vehicles, of general education. It
also implies some prescription. At the least it means abandoning N .-
the usual attitude of regarding "distribution" as a sphere in which "
,the student exercises a virtually untrammeled freédom of choice. It may
may be objected that we are proposing to limit the liberty of the
student in the very name of liberal education. Such an objection i
would only indicate an ambiguity in thé ‘tonception of liberal education.
« We must distinguish between liberalism in’ education and education in .
liberalism. “The former, based as it.is on the doctrine of individualism,
expresses the view that the student should be free in his choige of
[ T : : : : ' ’ ‘ o

.
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courses. But education in liEEralism is an altogether differentw—
matter; it is education which has a pattern of ifs own, namely, the
pattern associated.with the liberal outlook [General Education in

a Free Society, pp. 968-969]. - B - ) /

[ “ —

.
It is clear that a major contemporary cﬁallenge to higher educatioh is

the‘provision of general education, the scope of which includes "bagic literacy
education" and "advanced literac& education." It is shocking that so great

"a proportion of the American people regard basic literacy with an attitude

of casual disdain-rapparently the old battles’ must still‘be waged. In yview

of the above-mentioned failings of the educational system, one requirement for

2

the bachelor's degree must be that recipients possess the‘demonstrated capacity

to (1) read and comprehend standard English as found in contemporary novels,

\J

newspapers, magazines, and elementary texts; (2) write simple, grammatically
correct sentences consisting of subject, verb and object, compound sentences
" R ’

4 using conjunctiodns and the semicolon, and short complEk and compound-complex

-

sentences; and (3) speak precisely using standard English as defined above.
] .

‘ 4
Effective communication is prerequisite to any field of endeavor. Without

fluency in the use of words, one cannot adequately conceptualize in the abstract

_ or mentally move beyond his or her own experience.

¢

A second requirement for the bachelor's degree must be that recipients

‘ possess-the dEmonstrated ability to (1) add, 'subtract, multiply: and divide
decimal numbers and fractions, both positive agd negative, and .(2) solve simple
al;ebraic equations in one and two first-degree variables Facility in the use
of numbers is required in making change, completing tax formsi and budgeting
one's mbney, to say nothiog of designiné a bridge‘or programming a computer.

-

Ashby (1971) has summarized the concept of basic literaCy.and concludes

) . e
- - . N
) ’ ' ’f’ 3 3
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by declaring, "The .arts of using words and mathematical symbols accurately are , |

never irrelevant [p 4§] " Muller (1974) has stated the concepé of basic : ¥

|

| 1
; literacy more forcefully: ) | ‘ . . |

f . . An effort to restore the general foundation of education cannot
avoid the prerequisite of general understanding. Therefore, it must
begin with the problem of literacy, both verbal and quantitative.

" People in the university must be able to talk, read, and count together
at 3 common minimal level of competence. This is not now the case. -
To make it possible, mandatory instruction in verbal quantitative
literacy must be provided in the university itself for those who
continue to arrive there with deficiencies. And absolute standards
of verbal and quantitative literate competence must be maintained
through the entire curriculum, regardless of areas df special skills,
and strictly enforced without exception. There would be costs.
Brilliant musicians and artists might fail courses in music or
painting for lack of literacy. Engineers might fail engineering
courses for lack of verbal literacy, and historians might fail
history courses for lack of quantitative literacy. There would be °*
gain, however, in the recovery of general literacy [p. 157].

The two facets of basic literacy, themn, are verbal a!h quantitative sk?lls. -
These skills need not, and indeed should .not be acquired for credit in any oo
institution of higher education. For those who are deficient in basic literacgy
on matriculation, the deficiencies must be remedied. But to advocate that
basic lieeracy education be given college credit is as ludicrous as advocating
the award of c¢redit for breathing. Higher education builds upon the basic
skills,‘bﬁf‘these skills should be imparted in the "lower" schools. Where » .
the skills have not been acquired earlier, undergraduates should be .given ample

i

opportunity to acquire them, but not at the ékpense of the institution nor at

‘the expense of the meaning of the bachelor's degree. )

Ty As in the case of basic literacy, advanced literacy is requisite

for intelligent living and must be a prerequisite for the bachelor's degree;

»

however, advanced literacy education is a responsibility of the higher educational

. kY L .
system. Advanced literacy may be briefly defined as the ability to) deal g}th

.\
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the abstract, to analyze and formulate values, and-to comprehend the intellectual

f

history of the West, for s

|
.-.1t is vital that $tudents become equipped intellectually, by
means of a curriculum which has a coherent and comprehensive view .
of the American past, to comprehend the conflicts of value and
meaning in a pluralistic and democratic society [Winstonm, p. %16].

< o * b ‘ ( s
It should also be noted that advanced literacxﬂgs based only on the rational- |

¢ ¢

empirical approach. As Veysey (1973) so eloquently states, ) :

T N ; ® . i

++.1t must be said that the university stands for. reason, no matter

how earnestly it ought to welcome the Tounterarguments. Those who

carry an irrationalist philosophy to the point of finding no value

in the conventional classroom exchange may need to be encouraged X
to set up shop elsewhere [p. 20]. .

What is needed is a core curriculum in advanced literacy. Although
curricular prescription would be required in establishing such a program, it
is the social duty of the £Lollege and university to compel students to obtain

minimal competence in the domain of advanced literacy. Furthermore, it may

be assumed that such a core curriculum would produce important benefits for

]

teaching (Ashby, 1971) and for learning (Bok, 1974).3

A core curriculum is feasible in that "there are certain intellectual skills
-~
and habits of thought that are so fundamental that they will serVe students
well in almost any problemhor career in which they happen to engage [Bok, 197A,

. pp. 163-164]1 " There are pitfalls to be avoided and problems to be kesolved

S . in establishing a core program (eféfy, 1971 ﬁok 1974)~-among these,! the
?s ) problem of identifying the esSential unity of knowledge (Kerr, }963) hgt R
‘ there is little doubt that such a program is called for. As Weshburn\(l974)
has indicated, o N =,

L3
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- Education should give an understanding of the world and of i
_pan, as well as offer voéational training. The process should be
" pleasant and continue throughout life. The traditional structure
of the university based on departments prevents the attainment of
these goals, and since the culture no longer provides unifying solu~
tions, there is no intellectually satisfying way for the¢student to
proceed. If a student wants to understand the nature of the world, .
the information is scattered in departments of astronomy, chemistry,
geology, mathematics, and physics. It would be difficult enough
to take all the courses, but even if the student had the prerequisites.
and the time, in the end he would have to make a synthésis which his - -
professors have not made. Avenues of approach to the understanding ‘
of man are far more labyrinthine. Numerous biological sciencies, '
the social sciences, history, and the arts are relevant. 1In syort, Dany
the university is divided by tradition, research, and for the con- .
, ayenience of professors. It not only does not help the student

wtain broad intellectual goals, but makes it difficult for him
to master knowledge from more than three or four closely<related
departments [p. 221]. ) ~-

\

In an essay on reforming the undergraduate curriculu%, Winston (1974)

-

has contended that the élrriculumﬁshould incorporate the American experience
(including rhat of Blacks in America), non-Wesfern thought, and value issues.
Novak (1974) has argued forcefully for the inclusion of religious and ethaic
minority traditions and the immigran; experiemce. Washburn (1974) has proposed
tRat the cirriculum be organized around a cote of interdisciplinary-courses

utilizing a ."case-study approach;" this core would be followed by more traditdional

AN

courses includiné the major(sequence. Muller (1974) has suggested that compre-

-

hension of history, human biology, ané a foreign language be required of all

v

college students. Tgfse recommendations are worth some consideration, but

. they are either too narrow in scope or are so broad as to serve as signposts

. . »

only, (‘ ' ,
- In designing a core undergraduate curriculum in advanced literacy, four

«fundamental fsctors must be considered:’ duration, educational philosophy,
N «

grgoimg and exemption, and content. A most difficult problem involves the -

length of such a program. The coré sequence must mot be too long or students
. P . ” .

A
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A

will rebel. One reason for this caution stems from the often heard demand
for releuance in the curriculum:' although-advanced literady education is
decessdry for contemporary living,_and/certainly is relevant to what is ;'
alluded to as "leading a full, rich life," students may not recognize this.
Another reason for warning against a lengthy core program is that "Students
view curricular prescriptions, like parietal rules, as offenses against their

[—adulthood (Almond, 1974, p. 186]." On the other hand, if the time devéted

5‘5.,. - .
-~

{

to acquisition}ggﬁadvanced literacy is too short, only the most superficial
covérage will be given; such coverage would probably yield as little benefit
to students and society as is currently realized from,free electio:. Therefore,l
the core in advanced literacy should reasonably entail ‘a minimum of one
semester (two quarters) to a maximum of one year of fulltime study.

. s ) . .

The second consideration is ome of appropriate educational philosophy.

A

It appears thata"inter-discip}inary" is fast hecoming a new catchword of
" bigher education in the 1970s. Despite the drawbacks of using this term in
*light "of its popularity, interdisciplinary may be used to describe what a
core curriculum in advanced literacy ‘ought to he. As Harlan Cleveland (1974)

has so simply stated, "The real world is by natgre interdisciplinary [p. 13]."

¢ It must be emphasized here that interdisciplinary teachifg, is notra series of
lectures given by one person from one department, followed by a second series
of lectures delivered by another"person.from another department, followed by . . ~
R - - i 3 .

a third geries of such lectures—-ad nauseum. True interdisciplinary teaching

in an advanced literacy core would involve the concerted, combined coordinated

effort of. ‘one or, preferably, several teachers in each discipline Iepresented

"in the core. Such an apprbach (within the bounds of the rational—empirical

"tradition) would yield tremendous gains not only to undergraduate teaching, but
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also to research (in terms of croSs-fertilization; i.e., hybr%d vigor) and
t6 éhe state of knowledge (in terms of demdnstratiﬁg its gséential unity).

I; that advanced liteg;cy should be a prerequisite to the bachelor's degree,
grading (;valuation) of student work in an advanced literacy program sh9uld be'
performei.on a mastery;basis éstandards b;ing set by each institution). Those

-

who have acquired competence in a#vanced literacy prior to macriculation.éhoﬁid

be awarded credit and placement-in those areas of knowledéés and skills where
such competence is demonstrated through meéting or exceeding the highest
standard.

As to the fourth consideration, it is not the purpose of this paper’to

unambiguously define the precise mature of a core.curriculum in advanced

literacy (for that is properly within the purview of groups within each

institution), nor is there intent to engrave ggﬁeral guidelines on stone
tablets. Bowever; the following ligt .of topics -could serve as a bas{g for.
a general education program in advanced literacy for unde;graduat;s:
i. an introduction to general_philosoph§ and epistemology
2. the scientifig/ﬁgthod and scientific reasoning
3. basic Wesgerq.and American hisgtory: {
4. an introduction to American law-a:d goveénment..
5. an in::pductiou‘go gonfemﬁorary literature of the Uniteé States
. and of the major geopoliticai areas of the world *
6. an int;oduction to majo? concepis of the soeial sciences (an;@fdpology,
socio}ogy, political science, economics, and psychology)
7. an introduétioﬁ to major con;epts:pf the natural sciences
.(biélogy, ééblogy, chemistry, physics, ah?_ascroﬂomy)

8. a short introduction to computer science

9. a brief iptroduction to qafeer opportunities. .
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In summary, this gabe; has discussed some basic ills of the American , )

- educational system as it functions in the 19708 with reference to their
. . -\ “ K

eticlogy and symptomatology. purteht p}essures on the unde;graduaté curriculum
have been described. Basic and advanced literacy. have been defined and the

need for these examined. Respénsibility for the provision of basic literacy

s

{i.e., verbal and quantitative fluency) has been briefléidealt with. _A

Responsibility for the provision of advanced literacy has been placed'witﬂ

A}

institutions of higher education, and a programmatic guide for use by such
institutions in serving thfg(purpose has beén rendered with consideration

as to the proper duration, supportive philosophy, grading and exemptiom, and

‘content of a core curriculum. In~this regard, Grant and Riesman (1975) in an

excellent discussion of academic reform movements have expressed the following
1 -

sSentiment: 8 ol

. . We regret that there have ﬁot been more iﬁtramural efforts on a gméll
‘ . Scale to develop core curricula which would attempt to connect the
contemporary world with its intellectual and historical foundatioms
" [p. 185]. v

a
~

General education must be regarded as esgentLa; to modern living and . )

.

as a prerequisite for the bachelor's degrée; there is grave dénger in

. . .

perceiving the case to be otherwise. As Muller (1974) has so aptly stated,

z

-

A purély polytechnic training or skilling -process as the substance
of Higher education would degrade the nation's cplture. It would .
fail to develop individual powers of .reasoning and judgment; it

would fail to prepare persons intellectually for mature life. "There

is little need to belabor these conclusions because there is almost

no disagreement with them on record. The real issue 1is not ‘whether

general education is desirable, but whether it is still even possible-——

. - and if so, how [p. 152].

i ; Q | . \ 1:32{
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* “~ ADDENDUM% |
~"

+

These propdsals will inspire charges of Jadvocacy of elitism" and "stifling

L

. of plur#lism.”

It must be pointed out that.'elitism" and its derivatives have

% {.
both negative and poaitive connotations, the positive jperhaps having the more e
long~standing usage, but the negative permeate the eurrent stmasphere. “In the

LY

]

realm-of the positive, for example, Pldto'é philosopher-kings would constitute

an elite which would presumdbly utilize its elire status in pursuit-of "the
A8

good. Ashby (1971), among. others, has spoken of the continual need for leaders;

. N
Wriston (1959), a fprmer president of Lawrence College and then Brown University,

e b -

has written, "The need of the world is for more educated men and women, not just

in order to.produce_such persods, to produce

N Ly
. (3

‘more holders of degrees {p. 187]."

competaent leaders,. to produce an elite in the best sense of the term who would

.

not "degrade the nation's tulture" but enhance it, a sound program of general
education must be provided.

. In assuring that college graduatea have mastered a body of core knowledges
and skilla,.there would consequently exist an educational common denominator

where there presently is none. To believe that requiring mastery of a core

-~

curriculum would stifle pluralism obviously {s, to an extent, true if pluralism is
taken to imply a condition of almost total diversity; to believe that this is

"pad" or "unjust" is folly. 1Is it "bad" that scientists throughout the United

_~ States and throughout the world recognize, comprehend and utilize the formula

v

E*mc?? Is it "unjust" to require a Jqpanese (or Greek or American) physicist

to. learn this formula? Pluralism in terms of individual and.graup’ differences

as to race, ethnicity, And so on may Or may not be worth preserving, but
& ,

pluralism as “¢haos. is nihilistic. Ccmmon denominators are necessary. Should

?

not institutions of higher learning striVe toward the ighes common denominator’

140
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Footnotes ’ S 5
The reader is invited to hear the complete version of "Layla" (Derek and .
the Dominoes) where a piano coticerto is expertly'tied to some very v
"hard" rock. . ‘ ' C ~

- - ‘e

“ Quote attribﬁ;ea to Leon Botstein, President-elect of Bard College. New
Yotk Times, January 27, 1975, p.’-29. -t ' ;

»

Ashby feel;\?ﬁii a common curricﬁlup-would yiéld educational benefits to
undergrhduatgs, especially as regards their supposed predominant mode
.of learning, i.e., peer group’&iscuds?on. See Ashby, 1971, p. 162. .

. I gratefully acknowledge assistance with this section provided by David .
Phillips, Uniyersity_Cente: for Internationdl Studies., . “~
- * ? % "l
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" As an’ educatianal consultant in a number of Pittsburgh's inmner- °
city schools, I had ample opportunity to observe the efféctshbf studerit

*

interaction. I became aware of the close relationship of the peer'

N

value system and learning effectiveness. There was an obvious dis;repinéj .

between student behavior admired by the school staff aﬁg student behavior

admired by other students. Negative attitudes were apparent -at all

. schools, and took,various(forms from apathy to hostility. The generai

result is a school climate that devalues learning and creates disruptionm,
ultimately harming both student and teacher. Such an atmosphere wakes

learning difficult and teaching a discouraging experience.

. . .
4 ¢

I began to search for ways to bridée the gap between student and

teacher goals and provide an active role for students in the learning

-

process. One of the more promising programs introduced iﬂ the schools

was cross—-age teaching.

The purpbse of this paper is to seek confirmation or denial of

my. beliafs by examining the existing research on peer influence, to'"

Tome

assess the impact of beér&influance on fognitivg and affgctive learning, -
and-to propose crohs-ageututpring éé an intervention mechanism for
{ng peer influence as é positive force for the benefit ofeboth

" schdols and students. v

»

~

.
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| ' EMPIRICAL AND THEORETICAL BASE «

¢

A search of recent literature shows that most studigs on peer

K

socialization in the schools relate to, tﬁé high-school level.

The most definitive work is James S Coléman s The Adolescent Society.
ﬂ::p‘ t:

His gyesearch covered the entire student boay of ten midwestern high

schools selected to reflect a diversity of sociceconomic communities.

\ ’ p .
- His main theme is that the high school is the setting for a set of

u Y ' , + .
small teenage societies, focusing teen-age interests and attitudes on,things

v -

remote from adult responsibilities and developiné standards that lead'away

from goals established by the larger society.

- % .

- «

‘ Because the school is the student's localé for much of their daily-

acti;ity, for most of the year,.it has become the central focus of their
world,, dOminatiné the mores, values and norus of the students within. As
a result, parents and school staff are no. longer dealing with individuals,

but soclal systems that present a united fromt to adult authority He

‘writes that social status is the chief reward of the adolescent society,
. Ve “ .

in contrast to the multiple reward possibilities of sdciety as a whole,

and is therefore the powerful motivator of the students'! energies. The
Yo . . » : . N
dominant motivation toﬁaction is the performance of prestige gaining activiti

In a study in a suburban midwestern,high school, Gordon found a

dituation similar to Coleman's. He divided student effort into three
).
major areas: formal (the academic structure of the school), semi-formal

(activities such as clubs, athletics, school paper, etc. organized by

oo,

the\school), and informal (friendships, dates, and grouplactivities

. controlled by the students). He concluded that achievement in the
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informal structure was the fastest route in the constant drive

toward valued rank. Other descriptlons of a distinct teen-age culture

§

are found in Campbell and Boocock. ¢

a

Several studies were conducted to investigate the change in the
parent/peér'referent system at various age levels. Floyd and Smith
queried dQ9 sixth, eighth, tenth and tWelth graders on a Likert-type
scale desi;ned to measure orrentation to parent or peer. A sharp
increase in the orientation to the peer group was noted from 6th to
8th grade, a moderate increase from 8th to 10th grade,'and no significant
increase, thereafter. Further comments on this study appear below. Larson
also deﬁongtrated an increase in peer inriuence related to grade level,
but claims that‘conformity to the parent or peer groups varies greatly
depending onﬂtﬁe situatipn and the strength of the personal preferences
of the individualye Studies by Bowerman and Fogelman generally support

-~

the concept of:a sharp increase in peer dominance related to increase of

* . .“

student age. Paul Friday, a Pittsburgh school”psychologist, claims

' that the pull between parent and peer loyalty begins when children

are first exposed to a peer group, siblings, neighborhood play, nursery

school, kindergarten, day care center, etc. S

*
] — A
v

Several of the papers mentioned above point out that the adolescent

%

"or pre-adolescent has a basic need of peers as a referent group. Campbell

relates thﬂt_rg;ationship with peer groups is needed for healthy emotional

and social growth, and that parents cannot sérve as the only models for
4

\

-accepted behavior in a society as complex as ours.'

i ~
, »

v yoe

n

Floyd and Smith note that people have a strong desire fo evaluate’




5 frame of reference based on how otuers in a similar situation are acbingg
Much of their behavior is modeled ;fter age-peers or older peers. They :
also explain that young people derive therapeutic benefit from each
other, particularly as puberty brings'duestionh, doubts add fears to

which parents are unable or unwilling to respond.

A strong tie to peers seems to be part of 4 natural step between .
1 childhood and adulthood. If the goal of child,raising is to produce

self-sufficient, imdependent adults, the peer group .must serve as the

background for the many stages of growth from childhood to adulthood.
My main criticism of Coleman and to some extent Gordon is that they over-

emphasize the adolescent!s isolation from the family and adult society.

< - -

¢

Several of the other studies previously discussed were constructed to .,

measure peer influence as opposed to parental or adult influence.

S

Specifically, Floyd and Smith found that at the sixth grade level,

¢

62 per cent were parent oriented, 33 _per cent ambivalent and 5 per cent-

‘ .

peer oriented. At 12th grade 14 per cent were pareht oriented, 49 per
cent ambivalent, and 37 ‘per cent peer oriented. I suspect that'in the

large percentage of ambivalent responses are a number of young people

who are making decisions based on their own judgement or their individual

needs. I believe that the peer system never completely obliterates the
AN . .
influence of the family, and the psychological need for patental accep-

tance, guidance and support. ) ' . .

L 4

What effect does the peer society have on the schools, and their

constant efforts to "provide quaI%t# education for every student"? .

Research efforts show that valuES counter to parent-teacher goals
‘5 |

’ K
(:) . flourish in. the school. Coleman asked students, "What does it take
M = . ‘ - Fl N ' . .

-

.

s . ~ 4 V,v’.%

ERIC. L o448 . .,




>

for boys: having a car.

.5 | N
to be important and looked up to by she other students?" and presented

six factors to be ranked: coming from the right family, leader in
activities, having a nice car (boys) clothes (girls), high grades/honor .
roll, being an,athletic star (boys) cheerleader (girlsi; being in the
leading crowd. The average ranking of "high grades/honor roll& was
fonrth for the boys ang fifth for the girls. Tne rankings vagied
consiiénably from one school to the nent: he found a wide variation in

the acceptability of scholarship. .

doleman, Gordon; and Camobellvall agree that the surest rodte to
high social ranking is superiority in athletics for boys and dating
success'for girls. Other prestigetgaining attributes for both boys and girls:
personality, good reputation; money, goodd looks, coming from. the right .
neighbornooﬁz good clothes,_success in school activities (cldos, school

paper, school plays,‘etc.) for girls: clique membership, being a cheerleader,

+

The role of the intellectual is relatively unrewarding. The student
who excels in athletics or schooliactivities is visibly working for the

glory of the school. The scholar pursues a lonel& route and can bring

- [ N

honor only to himself.

?

There was ifneral agreement that the social acceptance of the gop%v

.student,depénds largely on the number of other positive qualitieg attributed

«. k4 e

to him by the other students. Coleman cites a study conducted by Abraham

Tannebaum in l96g. Tannebaum asked 615‘jnniors in a New York middle-class

.neighborhood to rank fhagined characters, éescribed to include every

possible combination of three sets of dichotomized attributes. 1In terms

)

of student acceptability, the eight imaginary characters were ranked as follows.

. . : .
» ’ ~\ > - he N -
¢ ’ -

re

- ' o, .
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Studious characters occupied positions as low as possible consistant

f

1 - brilliant non-studious athlete ‘ ‘

4 2 - average non-studious athlete . ; oo

e

.3 - average studious athlete T .

4 - bri%liaut studious athlete i " J

5 ~ brilliant non-studious non-athlete
- 6 - averdge -non~studious non-athlete ) ®
.1 = average studious non-athlete

. B

brilliant,studious non-athlete

-
’

with athletes ranked at the top. .Tarnebaum’s study supports Coleman's

theory that good grades are not nearly as much a 3ocial liability as is

studiousness. * Adolescent norms are clearly against excessive effort.

It is a threat to the other students because it could raise the N

3

standards of performance expectatiou for the school as a whole. Although

scholarship norms varied from school to schéol, in Coleman s. study, .

the geperal feeling among the students is that it" is all right to get
good grades and collect teacher—pleasing '‘points” as long as one does not |,
earn them from hard work., He describes the concept as a game in which

4

students devise collective and individual strategies to reduce the efforé

necessary to obtain a certain grade, and teachers devise strategies to .

increase the effort. :

a

(At the elemeutary school level, Briskin eloquently describes thévlack

.

of respect for the schoodl program, and the inventiveness of the students

’in"devisiﬁg activities to annoy the teacher, while avoiding activities

3

clearly against the rules, therefore punishable. He quotes one §tudent,
"The other kids like me because I'm funny and bad apd the teacher can't.
[ .

stop_me." Children have learned how to acquire prestige by gainingvan

»
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inordinate amount of attention érom teaghers and othets stude ts.,'Youngef

Q '

\
ghildren are influenced also by older children in the same school. The'

13

Cross-Age Teaching Resource Manual used for training teachers and‘
students involved in cross-age programs embhasizes the need toMiEke older .

chil*%en aware of the extent that they serve as models’ for. the ;:unger
N ) . ‘ o -
children. e '

*

Lippitt and Lippitt conducted research and field teéted cross-age
ﬁf teaching programs beginning in 1966. They contend that many children
., believe that the norms of their oEE{s discourage active involvement in
learning tasks or‘collaboration with teachers. They observed that younger
children model, after older children ‘and that older children are seldom “

aware of their power to’ communicate positive or negative behavior patterns.
X . : ' ¢
‘It is difficult to place the blanme for the discouragingly low‘value

“Eflotted to scholarship in so many schools. Several writers suggest that the

*

school system is largely resoonsible. . Boocock describes the role

specialization within the school that leads to increasqé.separation of ’
ysCudents and staff. She says that althou?h scﬁools exist because of

students the "clients" have little to say in the decisions that effect

their learning. They are relegated to a passive roleaand are expected

to be quietly receptive to being taught. Since their natural instincts

lead them to seek an active role, they must find it outside the learning

‘structafe in other activities, some acceptable to adult authorities, .

some not. : : '

: N
- .Most schools stillfoggiate with a.loch-step, one-level curriculum. .

0

\ They have failed to develop the flexibilitv which allows individuals to

learn at their own rate-and choose between a variety of learning methods.

- 1
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{ ' Much of the.hostile behavior comes from students wko do not thrive in this
_ .¥igid pattern. Faced with daily reminders of their academic failures,

they must build their ego in' some other area and convince themselves and

.
¢ .

others thiat school work is not very important.

s

¢
5 .
- . » -~

Gordon claims the reason that.the creative energies of thé students
are concentrated on semi—formal‘and informal areas is'because they seei'
activities over which they can‘generate some degree of control. Coleman

. ‘notes that classroom efforts are controlled and prescribed by the teachers,
. leading many students to decide to do teachers' "thing" in the classroom
and their own "thing" butside the classroom. Becaugse they are not content
'%ith a passive role, their time and talents are given to athletics, clubs, °
dates, parties, and other self-motivated activities. The performance’

of these activities often brings out desired skills of organization,

i inventiveness, discipline and responsibility that are unfortunately

lacking in their scholastic efforts.

. o .Several of'the writers, particularly Campbell, point out that the

value system of most oarents-does not_really support scholarly effort,
Campbeli thinks. that most_parents are basically hedonistic and anti-
intellectual.. The fathers are more likely to brag of their son's athletic
prowess than they are about his scholastic achievements. The mother ;ho v
complains abopt her daughter neglecting her school work in favor of dates

Y - -

and parties is dot nearly as upset as the mother who complains that her

'~daughter does not but study. - . '

/.
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ossz}mno& OF THE SITUATION IN PITTSBURGH

My professional work in a number of Pittsburgh's inner-city elemen-
tary schools has provided ample opportunity to observe the force of peer

.

pressure at work in the clagsroom. I have observed behavior patterms in
: o

\:;:ssrooms that cannot help but negate learning efforts, even ‘for those

are determined to try. ' . .

To extend the validity of these observations, intervievs were conducted
with elementary and middle school principals, teachers and edueatots working
in Pittsburgh s inner-city schools. The commenrs of several principals,

| transmitted’ as much as possible in their ewn words, amply illustra:e.

- -t
. e

.o . .A paroehial elementary school prindipal says that the most valued °*
dsset among the older students, both boys and girls, is muscle. Starting ‘ .
at about 6th grade, admittance to the leading crowd is gained by being -
tough enough to push, kick or verbally abuse other students without

v fear of reprisal. The threat to ""beat you up, after 8chool” is usually o
enough to gain the desired power. Groups and counter'groups are formed

to provide protective situations Ihe student who can be flip with the

teacher and get away with.it gains many_points with the other students.

Those who try to study are looked down on., Bomework is seldom'

assigned because it is ignored by most of the students, thereby calling

attention an obvious breach of authority. Students who do their homework

will try to sneak it on to the teachers ‘desk without being seen by the

»

other students. The homework situation causes real problems in families

-

where the parents will pudish a child for not doing homework, while the

. peer group, through various avenues, will "punish” a child who does.
: ~ .

N .
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" At staff peetings the teachers attempt to find ways to counter the serious |

( - s - L
effects of this negative climate. They have learned not to praiseWor

~ otherwise call attention to students who do good work. T-

4
1
o o ' 1
>, ) | . - The pninéipal remarked that the situation changes in fhe high schools. 1
v The "top dogs" in the elementary échépl ate'sﬁrpr;sed to find a multiple
. . . 4 . N

. -value system in the hiéh school,‘an& éouéhness gets one no further than
" a number of fights with a few otheiy{;ugh students. -

’ ' .t +
A public school elementary principal reports';hat‘in.his school,

bad actors of both sexe’s are‘1lmost gods. They rule'by fear. 1If

anégher étudgqt is bold epéﬁgw éo ég:;lenée oﬁ; of the gods,_hé will "

| encounter thefgod and his‘bud4ies after school. Group retaliatioﬁ for a

an offense éommitted by one s;udent {s all too commo;. Geod scpdents are ’

_ bugged by the others. . The sc;aents do not pléy games to garmer the qpache:s':
) 4 ‘ - ’ -

favor bécauée they could no:’cgfe less about what the teacher thinks.

[y

.

)

Many parénts, particularly in onerparent families, valug'séhool'atééndance
so little that they keep their older childred home from schopl whenever ’
they need a babysitter or some other, kind of helé. The principal stated

AY »

that he was constantly amized that the teachers do as well as 'they do,
- in" spite of these handicaps.

*

X

1.‘. \J - [ : - N -
y . A principal of a large middle’'school says that in his school group

3
o

norms can vary from one classroom or ome social group to the next, but

-

. the_prevailing attitudg is negative. Being too smart or getting godd
grades is not socially acceptable. The scholar3 ‘axe perceived as doormats,

discbdraging‘good students who want to be-like everyone else. He some-

$ . . ) R '
times marvels at the sophisticated games played by some of the students, |
L ! . 1 L
manipulating other students and teachers so subtly that even the teachers

]

\‘l‘ . oL, . R - ’ ' .
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. are not always aware of what is happening. Belonging and being in a

i

group is everything, and all sorts'of risks, inciqding drugs and preg-
nancy, are tdken rather than incur isolation from the groop. Among

‘friends there is a protective code. Students will lie to the teacher to

- 2

«

help each other.

N . . r . ‘
) At the beginning of each new year, a pecking order is established.

waer-gaining strategies are devised such as: "Look how bad I am with

- the teacher, 80 don t ‘mess with me.” .The trouble-maker is valued and looked
up to. ) ’

’
- A .

Soffe of the students who are geally determined to learn

have found.wais to survive., ihey seek out "each other, changeqschedules,

.

£lee to the library, and- manage to learn in spite of the handicaps imposéd
' . by-thé majority of their peers. He says the most difficult students

are the 7th and 8thH graders.- By the 9th grade the worst ‘aspects of ."a

- - R , . « <
negative peer pressure ease:off perceptively. - . .

’

Interviews and conversations with other educators add similar deCails

to this grim picture. Other comments: '‘Nodody likes a smart kid"~

"A bright kid better Be good at sports" "If he's a brain-only kid he s
4 finky kid" '

There is general agreemant that peer ‘influence is a more destructive °

force id 6th, 7th.and 8th grade than it is 4n high school, that.the .

implications are serious, ‘and that somethiﬁg should be done to improve the
.situation.. Teaching can only be an ennervating, joyless and frustrating

experience under these conditious, discouraging a caring attitude and . _N.‘

$tifling attempts to make learning interesting.
i . ) ' -
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Referring again to the researchers, some of their remarks are salient _

/ here.“In the concluding'aote of the Adolescent Society, Coleman makes
two points., Our educational problems will not be solved by pouring. more

money {nto the schools, but by learning to acquire some- intangible
quality that cannot be packaged and distributed. If ‘education is to be

successful, it must compete in an open market, because the adolescent will
. & ¥

spend his energy in the ways he sees fit. It is up to the adult society

to structure education to capture this energy.

In an article on the proﬁlems a core city eleﬁentary school Kluger

suggests an apbroach that éncodrages‘ehildren'to be\EEIfful to each 7

’ ‘ other. He coﬁcludes that we must aomehow increase the supply of love
- and attention in a system with so many deprived members. The greatest'
scaréity is adolts with enough time and energy to giVe to chi;dren in a

Y mutually_reqardlng way,,and,fﬁe greatest untapped resource is other

. «
L -

. children.

Boocock contends that the true strength and nature of peer group

igéluences are not known, but programs that work against peer values are

A3
.

’ doomed to failure._ She adds that the best’ thlng to do with such a force

is to use it constructively. She concludes that the search for areas of ,

«
., . - . - hd

agreemeat between youth and'aduit'cultures and @echods of learning that

channel .the energies of student relationships seems a fruitful type of..
. )

: 'jresearchf In the following section, I will&propoae qross-age teaching

L4

§ L)
as one such method.
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- ' CROSS-AGE TEACHING PROGRAMS - | \

. Cross-age programs vary iiigzgree of 6rganiiatidﬁ and supervision.
In a typical program; squents;ﬁéreafter'called olders, are selected to
help younger students with reaéing or ma;h skills on a one-to-one basis
during the school day. The oi@ers attend a numper of initial training
‘se;;ions and then are paired with ;hildren 2tod grade levels younger.
’i' The olders meet with ;heir youngq?s 2 to 4 times a week, and att;nd

periodic in-service training sessi;ns. The coordi;ating and training -

responsibilities are assumed by teachers, other staff membefs, aldes

or volunteers. A ;umber of high schools are offering cross—age teaching

as a credit course. High school students serving as oldérs are bused or

walk to nearby elementary schools.

»

Research and developmeng was gonducted‘in the Detroit neighboring
:‘school districts by Peggy and Ronald Lipp;tt and Jeffrey Eiseman working
SR under the auspices of the University of Michigan Imstitute for Social
- Research. In 1969 they compleg;d a comprehensive program package.

It contains a manuai, (Orientation, Traiging and Related Mate;ials - A
ﬂanual for Cr;ss-Age Helping, 1969) filmstrip, a record’and a telephone
c;nsultation. * After extensive f;eld testing, tﬁe;Ontario-ﬁontclai;
School,District produced an gfcellent ganual, (A Cross-Age Teaching
Resource Manﬁal, %970) building on the research findings of the Lipé&;tg.
Thehggnﬁal ouplines sequentigf’steps necessary to begiﬁ a pfogr;m, ,

proVideé joﬁ descriptions and training suggestions for the staff Eonducting

programs, provides a comprehensive curriculum guide for up to fourteen training

"

. ' sessionJ for‘blders (é%e matégigl can be conden§ed to adjust for fewer

2
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(,' ' . sessions) and provides samples of useful papers such as tutoring

schedules, report forms for olders to record progress of youhgers,

.

evaluation forms, and a sample letter to parents explaining;%he program,
A

LT P .
) o (z” .

Careful selection of students to serve ad olders is,an important

L4

S

factor. In some programs, an entite’grade or classroom are“involyed T,
as olders. 'In other programs, students are chosen who arézachieving‘

" below grade level and have’demonstra\ d a poor attitude toward school
and learning - in short, some of those "flip," tough and disruptive
students so.mucH admired or feared their peers. .Seldom is difficulty

-  encountered in recruiting olders. Any change from the school routine

and any way to get out of a scheduled class.is welcomed.

The training program for the olders is designed for these opjectives:
~— 1 - Gaining an understanding of the way one's behavior affects others.

2 - Developing sensitivity to the needs of youngers.

©

3 -~ Developing constructive nelationships with youngers.

Helping youngers to build a more positive gelf-image. |,

@

Sharing responsibility with the teacher for setting objectives
and planning lessons. e .

4

(¥,
i

@

()
]

.

. ) o - .
_Developing'techniques for effective teaching. ¢

. -

Initial and on-going training is designed to make use of the

4

creative abilities of the olders and take advantage of the fact that )
the special relationship’ of one stud to another produces insights
and teaching'opportunities‘not availabje“to adults. Training sessions

should maximize opportunities for student interaction by employing

student-centered discussions, role-playing and brain-storming techniques.

There is no way to know just how many cross—-age programs are now

>

: in operat To begin with, cross-age teaching in a school setting
EMC P {_n. 4 ’ ' ‘5

/
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is as old as formal schooléng. One~room schoolhouses, with one teacher

for many grades, necessitated the use of oldér children to{help younger

-
. o

children. Variatioqs_of this informal process occur today in almost
’ it . " .y
every school.- - . : \ T o

I estimate that nationwide there are at least 2, 000 programs l . o

E

identified as cross-age to the degree that they are satctioned by the

hY

b

. « to develop a croas-age model. Funding was extended for

.

two years to accomplish statewide adoption;in the state of California.

-

addigioual

.

The results of this projecn are encOxn‘iqingr' e They ;l§im to
have generated‘over 6b0 cross-age progran adoptions in'620 schools in'
200, school districts, primarily in California. Since the termination
of the grant period, over 2,000 additional manuals have been distribubed. .

”

with many more adoptions resulting. The salience of this idea is further

exemplified in Southeast Asia through programs initiated by. I4§0TEC,

>
a division of the Southeast Asia Ministries of Education, and in‘Lebandn

through the efforts of David Sherertz, thé former director of the

Ontario-Montclair project. The National Commission on Resources for

14

Youth, a New York—based non-profit organization, recently included a

f
4

.questionnaire on cross-age programs in a newsletter and received information

' on 250 programs throughout*the country. The Lippitt package described

° . -

previously has sold over 800 units at $60 000 each since 1966. o

.S

In the Pittsburgh arsa, I'haue been involved in the‘implementation

]

and training agpects of six'programs, and am aware of eleven more local ¢

£

! . ’ - R ;
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programs now operating successfully. I am currently teaching a course
. —_—
in cross-age teaching for the Allegheny Intermediate Unit Teacher In-service °
Training‘%ivision. Several new programs will be initiated by participants“'
of this course. . v

There arée many advantages to cross—age teaching progtams It

4

should be fairly obvious that a well run program can do much to change

" peer influence from a liability to an asset. Extensive evaluation of
.

cross-age programs, from both a cognitive and affective standpoint,

»

hagd been conducted. .

~

The results of these evaluations, based on academic.
) -

growth and attitudinal change of both the olders and the youngers,’are

impressive.

An impressive list of benefits have been recorded by those

-

involved in cross~age programs. For the younger, instruction is

‘tailored to his achievement level and his special learning style.

3

‘He gains confidence as the one-to-one relatiOnship prov1des a
successful experience at.each meeting,.eliminating gear of failure,‘

and negative Comparispn with classmates.

" ~

' " -

For the older; the satisfaction ,of helping another person increases

~

his.sense of self~worth. .As olders become aware of youngers as people
with individual problems in need of patience and. understanding,
judgmental attitudes become helping attitudes. Olders, can review
basic learnihg concepts not mastered at an earlier age; without :

inl

embarrassment or a sense of defeat. They develop a new 'sense of

~ Y

' -

responsibility and acquire skills" in relating positively to others,

* . .
conveying .ddeas aﬁd thinking creatively in order to plan lesSOns for youngers.

Q

¥ .
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For the teacher, ‘there is .assistance in providing individualized

.
»

instruction in the classroom. The process of training olders cap be , .

¥ -
[N : N

‘a challenging,‘creative and satisfying experience. The diagnostfd . '

.

. b

.f and creative skills of the olders lead to a number of innovatiVe teaching

ganmes, activities and materials which can make learning more interesting

for other.students. The change of. the teacher from authoritarian to
friendly consultant opens up new relationships between teacher and

student. Teachers are'motek;omfortable when they feel that students

s
v'.

like and respect them, and. discipline problems are lessoned

a

.t L] * ¢

The cash outlay to start a program in a school is minimal Teachers, 4¢$7

+

o

aidés of other staff members workiﬂg on cross-age teaching program§

. = o .

do so as part of their regular school day, and reliable' volunteers . .

have successfully assumed a primary or supplementary role in a number

of programs. . : . A . S, o . \‘
. * . .. |
v » ) § ‘ ’ T

. . i \ . , < . o “ . o N
. Copies of .the Ontario-Montclair mdnpal are idexpensive ($3.00 - - °

each) and the papers and forms needed“cahghé easily duplicafed in any

I ” . , - F
school buiIding.h”A booklet, For.the Tutor, awailable from the Natiocnal-
: .Commission on Resourcesofor Yo§th,Aprovidesaa numher of creative tutoring - .

L]

techniques and shows olders how to pake learning.aideg and games for
. Lot O , £ ' . e . .

¢ /use with their youngezrs. - 2. oo Pt

Some teachers have heard about cross-age programs.and started

" 4, . 3,

one in their ‘own school with .no ‘otHer resources than a manual and the

.

"‘cooperation of the schdol staff" Ideally, those responsible for the

- program should receive initial training help. with planning and implementation .

.

and periodic follow:up assistance from cross:age specialists. Staff'
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4
training is designed to develop skills in conducting student-centered

o A

hd ’

training sessions. Content planning sessionJ/;;:£ olders and the . .
- ] . @ Lo
teachers of youngera,réggéefficient coordination and maintenance of.., « . .
b ' é&:' .. i . . .
. the operation. o 4,

v

’

* et

. Continued care is needed to assure that crossQAg;;older-yohnger

.

relationships remain productive. A program that does not provide. such
support to the students can lead to disappointment for olders, youngers

and teachers, and discourage adoption in other schools. 1In ﬁthe past
training and consultation services for most programs have been funded

-~

by special research grants. It is my hope that in the future school

boards will see the value of cross—-age teaching and assume responsibility

- Y

. . for system-wide implementation. E?
- . v

s
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\‘ by most school systemS'

CONCLUSTON .

s

ihe extent of damage from the negative aspects of peer

influence;in'our schools, particularly for 6th, 7th and 8th grade students,

can onlz be estimated. 1Intensive research in this area should be of

t . " »©

great interest to educators. However, if the results of such research
. [}

are not taken into consideration in future planning, the research would
be useless.
The human being is inheréntly energetic and inquisitive. We

cannot prevent learning from happening but we can continue to permit it

to be dissipatled by tolerating an adversary system which divides teacher

~and student, and student and student. Intervention mechanisms must be

introduced that will allow students to help themselves and help each other

to maximize learning potential. Cross—age tutoring is one such mechanism.

»

There are other programs that are not expensive and should be acceptablé

tending individualized learning methods to the

middle schools and high chools, using student-teacher contracts for-,

_individual and group projects, applying skill-developing games and simulation

) -
games in the classroom, establishing interscholastic and intrascholastic
V. “ 7"!
gaming contests, organizing fund—raising'or community-service projﬁcts,..

and helping students to make games and‘learning ma@erials for classroom

s

/ . ' - e s
. Ce . .
, M

'Most educators will,agree that reﬁorms are needed and that the kmnd

13

of programs‘listed above would’ be beneficial The big riddle is how to )
i 3 k4 .o
accomplish broad~scale diffusion on a nation—wide level. A number of*

. ‘i

excellent innovative programs have been tested and developed with the
- LR 3
" ’ : - p

aid of local or federal funds, but there is much more interest in .
v . . A ‘/N

. > “«
>, - 4 & .
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(,: ) désigning and evaluating wbrkable new educational models than there isr
* Ain seeing that such models become an integral part of a significant um-

.
-

ber of schqol systems. The ESEA grant to the Ontario—Montclair project

for program dissemination appears to be a notable exception.

~ »

XS

*

> e
~ . v

Commercial producers of text-books and educational materials kgow

& .

.

. how to disseminate - they are experts at marketing costly‘educationa‘
packages in 1arg$ volume. It iay be fruitful to seek fu;ds to hire omé.i
of the marketing experts and use their skills to accomplisg the adogtion’
of cross-age teachihé and other kinds bf‘gt;dent-ééntered:progfamsk

that are so clearly mneeded. o . .

~¢ ? A
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AN AFFECTIVE APPROACH TO ALCOHOL EDUCATION IN THE SCHOOLS
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.responsipility to their students which goes beydnd helping them to‘aéquire-;kills

in the uses of words and numbers. More and more emphasis‘is being placed on :
. 4

3
" on them. Affective education has become a major component of the educational

. . v * -

Educators have ‘regognized for some time noy that school systems-have a

*

2

enhancing students® understanding of themselves, and preparing them for a rapigdly '

-
.

chdnging world,which will bé makihg both foreseeable and unforeseeaﬂie démapas‘

2

B - . .
. §
-

process, in the Seventies, and school systems will be increasingly concerned *

with helping to nurture healthy attitudes; values, and behavior for students.’
. . .- C . - ) e .
Although some.educators, parents, and community leaders still voice reservations
s 4 l‘
%fd fears regarding potential dangers of the trend toward "affective education®

within the schools, this new emphasis is clearly established. Thé debate has
i . r
now become an issue “of who §ha11 provide the affective training to students,

rather than, should the schools be concerned with traditionally nonacademic

" >
m.atters. L]
¥

. -

An example may be drawn from one area of substance use and abuse; alcohol.

=
- tf -

v
R Y

LY
Parents and educators alike are aware of and concerned about the increase in the

Juse and abuse of alcohol among students. This reflects the greéter social gpncern

about alcohol related problems in general. It is our conviction that gducators

t

2 . * .
are in a critical .position to influence students' attitudes and behavior related

to alcohol, and that they can exert such an influence at the very time whén studenty

13

are deciding how they will use’ alcohol. In turm, the trend toward affective or

-

humanistic education ehcourages school systems to support progfamé which go beyond

the teaching of academic skills to enhance the interpersonal.skills and mental

health of students with the hope that they will be less likely to value alcohol

. .

abuse in the future. . . : .
.. .
L]

A recent evaluation of a number of Pittsburgh area school. systems by the’

Pennsylvania Department of Education exemplifies the criteria Eonside;ed important -

by the State Board of Education in assessing '"quality" education. 1Included in the
evaluation was an expected concern for the schools! performance in the deveiopmegp;

of academic skills. However, equal concern was demonstrated in evaluating the

@
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_reporteu\selfﬁesteem of students, expressed-interest in.citizefiship ard other psychp<)

logical or socjological aspects of the edugational process. Those “schools scoring
- Al » .

. .

B

* . hd S !
.

low in the interpersonal and affectLNe realm have now become concerned with upgrading

. . < .
4, . > » -

these aspects of the school system, which indicates that although tbereﬂmay be local

resxstance in ¢ommunities to 1mplement affectlve education, schools are Eaced with

[ M TR 7
M .

the respOnSLbLILEy of developing prpg:ams to more adequately provide® exper%ences for

1. ¢

the students enébllng ful' r and more complete deveIOpw nt. '

.

* There ‘are. severail problems to be overcome as school systems prepare to provide

o !

these new types of educational programs. In alcohol education, one~such problem is.

4
x

the question Sf who will bé the most effectxve in workmng with students, the teacher

2

’
. L

1

k

-

1

%

i

or the specxalist? Often, in qpnductxng inservice training for teachers in affectgv i
' |
1

i

5

1

-

s

_alcohol educational technxques, we hear teachers verbali ze many doubts and fears

L
P H

‘about their ability to conduct these types of discussion groups. Many teachers shuf

. v

the facxlxtatxon of emotional expresSLOn of values .and, attitudes in the classroom,

A .

for fear of "losing control" of the situation. Addltlonally, the cr1tic15m lev1ed

PO

>

(/by parents involves claims that tinqualified teachers have no bUSLHESS delvlng into j
. + .
psycholog;fal‘or personal areas with their children. ) r A
i1t is tlearly seen that traxnlng provxded to. teachers in college programs is
not sufficient to prepare them to conouct affectxve orxentEd programs. Thus, spe- *

cialists appear to be the most appropriate person to present and conduct programs :

¥
+~

where expression of emotxons and(feelxngs, be it alcohol education, sexual attitudes

-

: sharing, value clarifrta?ion, are ﬂacxlxtated. The specialist tends to .be more affec

t1vely or1ented through specialized training, is not encumbered by the adversary

7

Telationship that often exists between students and teachers, and may have more cred

ibility in the eyes of students inxmatters involving private bebaviors. Ideally,

- -

teacher training should include the development of facilitative skills required to

.

pr0vide students the opportunity to express their feelings in class discussions;

1mplic1t in the concept of affective education is that expressxon of students® feelr .

-~

ifigs will enhaqpe learnlng in academic ar.as of education. However, in personal areas

specially_trained.educators may be necessary because of the special .skills needed.

169 - -
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The school system i's an integral part of the community, and to provide quality

0 - ©
A N

_educational experiences the school must become open, and utilize the reservoir of

. > . “? .
‘

‘éxperCLse within the commupity. ‘In the area of "alcohol education, educators with

’
v

specialized skills in,affective ¢ducational techniques are available for consulta-
© A - .o
tion services within the,schoe}si: School systems,’ however, have been reluctant to

draw from the alcohol edu Xors in the community in implemenﬁing alcohol education’
~ . .o
. 4

in the curriculum. Ty¢'0f the reasons for school §ysﬁem§' reluctance are the apparent
. . * ,{J’L . .

1ndffference of ;e;chers to alcohol educacton, and the fact that che ‘educational

system is more I$Sponsive to influences by local school boards and professiqnal
£l . . . /J . t N . . o

organizations ,than they are to other community’ influences.

The”accityde of indifference to alcohol education among educators has some of its

-

'
L . ~

xbots-iﬁ cﬁé plethora of demands.made on schools by special interest gtoups in recent

yaars. TE&S cannog, however, be Justlflcatlon for refusing programs in alcohol educa=

o v

tion. %oted earlier in this papef’ihat the trend toward affective education is

‘!“r

clearly egiablish/é It is Juse as clear that alcohof education fggg/g;l bE/E;;;/”//

A
of the currlculum, and school systems must overcome instituciohal resistance, and

o~

\
. - o me

begin to work with specialists in the community to mount programs for alcohol educatiof

. - . . . s '/’“ « .

. The.difficulty in implementing;/alcohol education in schools is attributable
. ]

. *
v . . I

also to the lack of responsivenéss Lf schools to issues in the community except as

-

.the§ are reflected in the local school boards. The use of alcohol by children and

youth, aﬁﬁ alcohol education, are définitely issues in the community; the success

. . -~ .-

of plans fozr implementation of alcohol education depends on the cooperaﬁion of educa-

.y .
. .2 ' . N i

tors and alcohol specialists in making school board members aware of issues related

N s
v, . . P

to alcghol ‘and youth. - . : .
% . o :
In addition to discussing alcohol edutation at school board meetings educators

*

- H
.

andhbpecialists'can facilitate.implementation of alcohol education programs by elicit-

ing support for such prpgram$ in professional organizations and conferences, at
: EY ; : ,
parent-teacher meetingsg and in teachers' union meetings.
F \ .
- [ ‘o
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SUMMARY,

L4

v e .
Parénts\hnd teachers alike are concéerned ab. ut the 1ncrea;&ng use of alcohol

by children and youth, so that alcohol education soon will be a part of the school

-~

curriculum. The most effective approach to alcohol education goes beyond the pedagbgi

function of the school to include enhancement of the interpersonal skills of studengs.

The clearly established trend toward affective education in the Seventies lends some
credibility to an interpersonal approach to alcohol education.

There are some problems that must be overcome befgre alcohol education program£
can be implemented on a wide scale. Educators must be aware of, and overcome an}
insgitutional resistance to alcohol education programs; and éducic0rs must work
togethﬁF with.alcohol specialists in the community to make school Boards and pro=-
fessional organi;at;on flore responsive to issues in aicohol education.,

Wich préssureé from the State Board of Education, thé deéiciencies iﬁ teacher
training with regard to interbersonal skills, and the definite need to offer eduia-
tion of an affective nature in the classroom, the primary course at this time is a

e .

combined effort by the schools and community specialists. The need is there now;

r

. i . ¢
2

of the schools to utilize those resSources. ' .
T f
7 - : !
/"’5 :
.

' i

«

M |. 3
K L}
R .
' o
- 13 N .
]
' " -
< -
: i71 .

!
j
the community has the resources availgble to meet the need, and it is the responsib ii{

|
i
’1
|
i
|
|
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PROGRAM DEVELOPMENT FOR TREATMENT OF EMOTIONALLY DISTURBED DEAF CHILDREN
Terry Edelstein .

“
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I, _Sistement of Furrose , ' ’ -

The ;urtoso of ~his project was to improve the furctioning Qf
emotionally dis“uwbeu deaZ children now attending a rpsidentia¢,
school for.uhe hear;ng impaired. The 8ppr9ximate populatio“ of
the school is 5CQ ruri_s, ranging from 3 to 21;years ofwage.
This rrojsct focused on 20 of the mos* disturbed and has been in .
orerztien Zor 2 yezrs, ZIrior éo ~Le establishment of this rrogram
nq regicna; or ste-e faciiities existed %or treatmeﬁt of childhood‘
emotiona” disorders ancng tre dééf 1\although it is estimated that
.0 percent of dsaf children zre @isturbed enouch to warrent inier-
venticrn exten&ing teyond the s;eéial educaticn.required because
of drafness.2 This yzper will &éscribe how the proffam was
sert si:zius. |

The rrinzry otjeéti?e 0f 72 Zmotionally Diszurbed (ZD) Program
wzs the ezmoti-nzl znd social srowih of the disturted child in *he
special class. Che second ™ objecti?e +as inte . rztion into the
regulafr c_z2s88. Ths nsch-risn Cor intarveniion wes the =s t—blishment
o 2 s= cars anviromamait .hich placed the child in a prsycho-educational
milieu thet encourzged development‘of self—res;ect, social relation-

ships, comzunicaii:n erd langunzzge skills.

4

II. Theoratical Corsiderzticrns

Ana’ysis of the disturbed deaf must stem from ;h érpreciafioﬁ '
of the fund -mexn~al rhysical deficit, the ladk of hearing, éﬁd the
frustration associzted th the }qss of verbzl information gnd.
communication., As the h éa ring chil aqdevelops he legrns what is
demanded‘of him in -72 context of languégé. But the young desf

child is“oXten unadle <o ‘exchznge. informa‘ion on rudime~tary needs

!

, o

, . , \"l
k
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v . . ' 2 B * »o¥ ) :,M':\.: '
‘ wiza ths family "3"A re_isble com:un1c;tlon pattern does not ' ,

. lnmeclate y de velop eet 7een mother and ct ;ld . If mode- 1nteract10n

contimuzs to ve corfusei znd -ruSUra-ed “he opportunl *ies, for

. N . < v

ear.y Zezrnirnzs zndé deve_opmer* o-lt*ust become nnavalﬁable'and the

*

chi_d exyeriexnces rrogre ssive isp.atim from.the famlny.h Consequently

- [

the rext stege ¢ grow-k, irde;ence“c is *ot ea31nJ attainéd,

urizy th: nusery arxd é‘ uary 5cn007 yeers t?& magorlty of - .
. \ “:/ @

‘eddcazlana, ‘ac1¢1ties"o* tbe deaf 2dvoecate 1nmensive training in

oral skill ds veqop:er.e rr'he m~ rua_\-anguaee syetem fbr tbe deaf .

is dlscou.n::d in %ns rome ard scnoo-, ora angua"e acqulsltion" e

"

being .~re'rrice o%je cvlve. If in ::e.troce%s however, ‘He usuai
N * e .‘s"‘

childhcod zetivitizs of rel a*iopsi;* ou;’dl g are neglecued,.real

communiceti:n zrd iz er=c‘lon are no= ¢xperienced and the chind
remeins Witz ro ;ourdat:c“ fo* soc1a- deve opme ~ These dlfficudties
“;‘ O

s

encouniered t7 <he roung dsaf c“--d)lz unresolved are the seeds
of reaecxlcn, frustrrﬁicn, znd iso afif” *hat can seveydiy restrict

L]

(e
’.J
m
©
1
o
ok
’.J
3
W
1
I3

d'socia;.growthr- I is the“efore .his author's

. ) ¢‘. ‘ ‘0_ .

surrositicn thzt develormen: o7 urus:, communlcatlon and abl1 L
F : I Yy

1

~

are the/%aeie & e_,nvs .in the p0a1tnve faml iax or ‘hera;euth~ .

/ . ~ " » . e
relationsziy. . b e . Y
. e ) * A " . ) R " ~ >
e _ R .
| I1IT. Torulatior Tescrirticy - s ? L
© The' L0 s<udsris enrolled in *he ID prégram ranged ih a;e
{ ;_"‘/ . i’;" | * [ - * : v
fron 7 <c 17 years, all within +tne rormal Tenge of intelle qtual., .

ability. “wo studsnis were eerly withdrawals from -he p*b Tem,
Seven o ~he 8 rerzinirg s*ucents oeera ed 2-6 ‘years be ow their

. A
acaderic roiential, Thkere were és *'ﬂy dr‘fererw behaV1ors'” o
» - menifested 2s cleass roy laj.cn. Soze students l: ekac’, ap§ social.
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f"relations igs. Sc* s*uden‘s resccﬂdad aé}ressively to social sit~ ,‘;f 1

~ﬁaticns.. Some withdrew frcm 1nt°racticn. lost had.primitiye .

‘ ¥
fwere'a;sc”seen in a counseiing-:ithation both during and afier . . .

wes limited te &z ~"%ne firsu year, and rev13ed to 351" the second year. ﬁ

\,\_ Ths ZD acner coordinatec-the ancillary achool services, v

R : . ‘ ‘ o
comnunicaficn sii_i . . (R ’ K I T 1
mhe children ﬂere on varied scheduies each year.' (fac”e 1) T A
. e
The “ime great in .h= £D rcom wes deuermined by a student's ability . {

to maintain zicz se-f in thé reFuiar co assrccm. It was fcund that f?‘

_most s*ud*n s ccu.c prcfi -rom "duel plaoement in the ED and reguiar

L . &

schoci trograms., A partqtime pracement 1n *ho ED room served to

’ .
4 ‘-, B

re.:.ievn s*wd ts o2 suf°1cient stress to cuntinue partial

©

;artici eticn in tne regu.ar curricu.um. Two' older students
v R . ¥ t . _ab-, - -~ . ’ ,
o LT Year T Year 2 a ’ v
Student & a_. day - halfday - " - X
S-udent 2 ° all éey . .. -half day .’ . SRR
" Stuéant 3 half day . one. hour/day ‘
R J“"Q.Q-I‘.. 4
Lo Student 5 . o ‘all dey. .
. 7| S*tuésnt b —————— one hopr/day . -
e .Stuéant .7 —m————— one hour/day - Lo o
- : S-xd nt 8 tio. hours/veek-one ‘hour/week. | . . -

-

4
!
|
%
|
1
]
2
i
i
)
1
|
|
i
|
-one hour/dsy =e=-ee——— . |
3
|
}
i
: . ' i
the sckoo. dey. r""'e D room additicna 1y iunctioned as support -’ 'i
| ' B

¥ >f(a»x ' \ . :
\ . ¢ N - . )
for the Juil tize studén, uri?g the gradual transition to g A
i'academic'intea etion. " T2 student teacher ra- ic in the class ; e

-
ol
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iv. Fng e ﬁooréinaticn . : » B A N ! :

. . 4 . il . .
s . - . DY . .

’J . " "_” b
dormitory‘rersone--, integrating‘ teachers and parents into » : ,‘\

T ** .

unified rro*ram. Cocsuiuations and evaluaticas were initiated on .

.
vt -

h.wcexiy tasis end maintained on. 2 biu#eekly or. monthly sche&ule.

\e - ’. “ - {

A behavior e-id Was deve’oped and checked monthly by the program

particr*aits tQ cecict behaVior change or. maintanence. (Table 2)
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.Anecdotél reno*ds iso’ated behavior grids, “ar d ‘an annual battery o

’

) .of psychoio‘ ca- anc‘achievement testing augmented monthiy graphings.

e ~

. v N 4 ) e "‘ﬂ".“‘ 1]
V Imp’ementaoion R . g ' //J

-
/

. T The progrem design *e’atec to tbe student's needs \\a capabilties
/

“Some stu snts reﬂuired non-c onfrontationland relief from regu‘ar

ciassreom struc-ure° others requ1red freedom for physical move~ - "

-y

ment. ane needed struc+ured routines and\contingency contracting' o
whi‘e othars needed incividual attentior and a secure a&ult

kreieticnship% Al required ﬂommunicatiin development Short .

L]
» ¢

j
?
1
.and long term goais:w re- tormuiated in each case in thef;reas of - i
|
1

K

pe*sonai and c=cztcia.‘. acaustnent and language functioning.

mentﬁq miiieu and intenpersonal therapy end, behavior - ‘4

2~
&

warmth and secuﬁﬁtj vi<hin wnich iimitgtion

_end peﬁlity stmctux'es ~5

couid'be-effected.é_‘ Rienfcrcements utiliz d were praise,,affection,

féwanﬁs,'irivl eég s, wioTk. and behav1or centracts, and new.'skill

mastery: nAi 1nt°réctiéns were comnunicated tnroueh combined sign

3
2a
“ay

anc ve”oa- ,anguaqe. The inte*vention techniques found to be .n ‘

va_uab - sup“orts 1n the aeveiopmént of a desensatized design were"

i

- »
1
+
1

'"gy’ .l Orranizin5 ezperiences in graduated chailenges to minimize frustration;

.

2. Deve,opiﬁs a feeiiné ‘of seif-worth and;gdequaCy thrcugh mastery of
: re-evant and desired cursuits. T *

3. ending emotionai sugport to the child;in.inposing éituaticns by.
one ‘elose to.the child's life. ” " ' '

el

1

"

1

|

T i

4 Deperscﬁapizing coritrols :rom qral‘instrﬁction -0, group esta.bl_shedt
N freqords ang cogtracts, N

»

" 5. Toieratin5 somg behayioriexpnessiors il an ‘awareness or

'+ reediness exists for its eliminaticn, . o s

. o »

6. Preventina sevsre disruptions by removing to ‘an alternative activityﬁ
for d1v=r31\“, relazaticn, or ventilation of° tense Teelingsg s

v ‘ . (30

.- - o . _ ) . _ . ]

A ] . 5 e
) . . . - HG .- > '
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b 4 °
7._Iso'auin6 2 ch1 d ovarwhe med gy a panic or anﬁrum A
8. Lendin: corfrols to taruicu.ar students to help énage hls .

“ury end -qiﬂt’ln a r°a*1ty 1n£ to rreve;nt t0ual withdrawal ’

-

9. A-know ed~1*; *he fecdiness to rnturn when compo re is regainéd.u

[y
. .

L 2L
« N .

VI. ieerning venzer 2nvir6nment~ i o o¥ . C

N

e - :D .cxessrocn w2s orzanized into seif-contzined : ;orking

.

-areas, CDla ran L) Ths unlt cen+er design at+em;+eu to alter the

>

rizd's rercertion of lese-f.i“ trz environment by demonstrating‘

his cbl ity to E rroductive and carable oI independent functionirg

in his envlr:tnent.‘ Ths‘centers'enccuxagnd a chi’d’ to explore
o .

. i .
3

3

gr. agIivi-y, handle "a*oria-s, co“e%eeabéﬁn groups or in private,

The lLezrninz arezs rrovidad 4 situas 1Pn *ﬁe~cpi’d could. master .

ané orsarz-e c:ess‘ullj, whlch ir itse -f becaﬁe a2 notivating factnr.

£ Ny

ne 3°Vdv“. utitized centers'se-ec:lve;x, most students

functioning in tkes ze Jority o2 StcvlC“S. Some rurils had

requirsd znd “ree choics activities, others had any activity avail-

-

ab;e Zer se_ecii:n. Zhe teacher su:;orted each area rroject by

-"

mzking su* r.ies aveil ao_v, demonstrz<in:; new skills, suggesting
e:eré. ces, guidl rg ez*orimentatlon znd original work. The |
~earning cenzer dasign provided nods’s for rroductive channeling
of energiee—énd dazonstration ol metLods to or "ahize a situation
) . - is ¥

Oj Cti‘Te. . 4 \ Ad’

~ » * *

end ob.aln -an 0

' > ..

VII. Comrunicztior and Ienguage Develorment

The develormant of comm?nica'ic: hinged crn the students' = R
Peed er.éd interest to "CDDLnnga-; t2e foundaticn of which % « |
develored fhroﬁgh rositi-e nbn-vgrbzl interactive. Next, "there ;“
mﬁst exist’ 2z zprrs cia;iﬁn o “he functién of laﬁguage as'the"..

4 ‘ . R -

A Yl S ;

-
-
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, process o:_eycn‘rgln informa-~ 1cn.' Angd’ flrally the resources ‘and

the mode- of language must be developedw | c

| Q: A variety of media wzs emrloy:d to stimulate and prov1de
experlences in languidge use, Photogragpy was a prlme'tool in
'-actuélizi:g langus.e. Candid Poloroid photos of student activities
were mounted, C¢ptlored and dlsplaved througnout the year. The
weekiy co”respondences tq zome wére descrlptions of the enclosed
‘ photo work.//S‘udnnts 2150 ;hotoqra hlclj il u§tg?ted 'science
expeftmentgz cooking demonstrztions, etc.\ Video-tape pfesentations
were expe#iéﬁces rich in language and communication devalogment.
Grours rrerared, rroduced ané critiqued foetry readings{ verb
1eséon§, activity work. Utilizing another media form, éwémgll
grour coordinated the ﬁroduc%icn of a cébtioned filmst}ip record
of a field trip. - |

B. Written languaze wes ;truc:ured in the Fitzgeféldeeys

form, used for <he deeaf, uhiﬁh ratterns ¥ocatulary for usage. (Diagra
The basic Key 'sentence format is: .hg Verb Jhat. The format"
becomes more comrliex as competencies 1n-1anguage develop. This

method teaches vocabulary in categories znd structures .language

into petterns wnich are natural for the hearing but not the deaf.

-

- L - Dlazram 2. rfitzgerald Key 3
_ |Vhose| ¥ho | Verb that Whose Whom | Where For" ‘hen
UL YVhat| = | 7 '|vhom Vhat | vith]
How
N Why -
X X \ 4
< X X X
X X X | X X
X X X | X X X .
X X X X X X X '
& 1K X X X X X X X .
X X X X X X X X X
X X X X | X X X X * X X
1r;8JX X | X X.i X X £ X X X X
(01 . : N : -
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C. 4% vthe seme tin2, sign lansuage was used afid taught with c T

an empkasis on irncreszsin, vocabulary and develoring independent .
» . & - .~ - .

facili-y with reference materiel. Dictionaries, individuzal sign
bdbks, wozxd,cards, etc., were availablé sources for‘daily refefgnce.

.
LY

The rromotion o2 independent lenguage regources b e sel?f

rienforcing'as we_l as naking material zssessible to the student.

othersise too threatened to recieve direct instruction. Therefore o

. €

the fhrust 07 the languzge 1ro. ran was develorment df’tﬁe student'’s

/ v ‘

abi i r to exp.ain inisnt 2né have a v g.e “for m%ierelaborate
) 7
ex*res31o“. .
N |
- AN Q ’
" YIII. Social Reietionshios : o ' n

i‘

YosT studznts initially orerzisd a< isolates end'were not

~Howasver s.ze rarziciration cou-d be tclerated in certain non- -
7

,inter’ction siruc-ures, such es puz:_e gemes, - weekly community'

.
»

wa_x s, ard wovies. =as tolerance for social contec‘Jincreased,

(3

games and trirs teczmz zmors so c.-y acceierated such as monopoiy
A .

F.eying, grour r-_anred trirs, etc. At this stege, socizal

boundaries were teing learmed ard interést in the game or trir

Q/zame a rode ity for heavier teache* surrort and guidence than

,cou_a be rreviously to--rated. Srecial Weekly activities and the

. - p
wnit centers were also effsctive jn gounteracting usual. avoidance

~uZzr: shop, cooking, gzardening, rlayroom, baseball.

focus of the grou experience was integraticn or

mainstreaning into -he regular deaf classroom. (Table 3). Integration

was atteprted when there existed assuranc f a chi;d's readiness

. p*evailed uron <o interact in a grous until a re:diness was exhibited.

///
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\ 3 8 -
steps aZter con51d=rat10n of appropriate placement. The ED and

academic tezchers cooperatlve-y su*torted the child's social and

acadenic adjusimant. TLe se_ected ¢ainstreaming provided important

. 'Tab*e 3
IN"ZGRATION ARZAS ] , ]
fine Aris . Yocetional Arts = Academic Classes '
t Seviing Social Studies
g ?hyLEﬁ”—& Auto Rzpair Math, ,
Tzinting s {ooéshop - Lovies ' |
vr::ts ’ Cooking ; Assembly <} 1
Czrtocning ©  Tainting ‘ News - g
Dance ‘ Shot . Fhvsical Educationr

*

: - : S
mode.s for .rowvh end r1=n?o*cemert o2 seif-worth. The integratim-

&a-80 yrecirita==d a second stzo2 \qg intervention, 29 students®' .

. \
\Naeve;p;ing ewarenesses and exreriences chenged the relationshir

with e D tezcher fron one of sutrort in ﬁhe school to a role
of- counse.or exi z2dvisor, _ "

. e e - N 2 1
S T e <

Iz ;mw \ I -

Th: corciusicn is- shet dea? childfeﬁ with emotioral ‘disturbances

hd 3
are rastornsive <o rezTzant wWithin = ;sycho-educational environment.
Chernges in behayiar ra2zisermms were esZected snd sustaineu in schoo:
13

ar.d home nd s=tis aCuo*y inc_usion in the mazinstrezm was facilitated.

&
Thz schzre davelored Trovad to be 2 workable physical situation as
v 7 . 3

wel_ 28 2n adagtgble fremevwork Zor accomodaﬁ%ng’vgrying individuals,
ine sirengihs Jound in the interveriion scherme were: 1. the exgerience
of <he crild as e carad.e irdividual in hisaeﬁvironment; 2. the resgec
‘end irust ss*2blished Tetwsen ckilé znd implementef; 3. the use .of
total_communiqaticn; 4, the adartztion of <he ED clas§?oom gs both

2 full-tine nd part-time resource facilityi 5. fﬁe‘psy@ho-educatioﬁal

orienzetion o the trzetment arrrozckh. "

"
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In this paper I attempted to aprrosck visual literacy from .

the standpoint of what is.known &bod:} ihin area, 'on how literacies are
formed, and on the value visual literacy has for education, ‘l'his‘

was done by surveying the literaturs on studies and prograas developed
by various educators, philosophers, and psychologists in the field

of learning and perception, I felt it vas neceasary to acquaint the
realder with the theories and the processes of_iuming!rmaqmyper-
spoc;ziven as feasidbls, so that an mmes‘t li’gfxt___’be generated in
integrating the visual experience into the system of education, *
i
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When considering man and his ability to communicate three functions e

core into nind, the use‘of language both verbtal end visual, the employment

of oonoepts, 2r3?the ability to_think. All of these functions sre intimately.
" intertwined, It is difficult if not impossidle to focus on cne aspect

witpout oonsidering the others, However, education has emphasized'the

vertal aspect of communication and ignored to a large extent any'type‘og ( /(7

*

J " visual training for the majority of students, Educators in this age of
technology can no longer ewoid the visual mode, Edgar Dale(1969) exp:esjes :
o that at least 907 of our learning comes through the eye. D, Dondis(1973)
‘ : states, 'The cultural and glotal force of film, photography, and television
in the shaping of man's image of himself defines the urgency. for teaching
. visual literacy, p,x1." )
This btrief paper will attempt to present a survey of the visual com-
ponents,involved in the learning process, The following areas ar¢ included:
Elié& the need for the study of visuel oommuniostion and the dofinition

.

2} %? q{Ithe term “"visual 1iteracy”, Becond,the process of the development of a
“visual language within the individual 'Third, a brief review of the
gprojeote and systems currently peing developed in teaching visual concepts
and ooomunioation, and Fourth a ‘discussion of the research and several |
pmoposals for future study. | :

It is a.gross inoonsietenoy in the leerning procees that our students
3 en;,bomharded with visual media, films, television, slides, models, etc,
without any guidelines for evaluating ind understanding the effects they
prOdug:e. _Robert_ HoKim(l972) feels eduution tha.t developo skills in

‘visual thinking provides vohioles that are frankly more appropriate to
» .

to the thinkers needs than language symbols, (p,3) It is the responsibility

of educators to educate the whole student and this includes the structure
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and recognition of the visual mode, .

The term "visual literacy® is currently used to describe a group

of visual competencies, The definition agreed upon by the National

.

Coniference on Visual Literacy is as follows: - ~_

Visual literacy refers to a group of vision-conpetencies

& human being can develop by seeing and at the same time '
having and integrating other sensory experiemces, The ;
development of these corpetencies is fundamental to

normal human learning, When developed, they enable a

visually literate person to discriminate and interpret

the visible actions, objects, and symbols natural or

man-made, that he encounters in his environment, Through

the appreciative use of these competencies, he is able to .
conprehend and enjoy the masterworks of visual communie-

cations, (Fransecky and Debes, 1972)

However the word “litefacy“ in conjunction with the word "visual®
holds various connotations'thai are inconsistent with the visual
process, The main one being a simple lineal app;dach to this process,
This is perhaps a cultural mis-label as well as an oversimplificati;nﬂ
of the problem becaus; the visual communication process, unlike the
verbal communication process, holds a multiplic%;y of human fuﬁctions
that are so extensive that a simple definition is impossible, Caled

Gattegnd (1969) in Towards A Visual Culture describes the visual process,

"Sight is swift, conmprehensive simultaneously analytic

and synthetic, It requires little energy to function, -

as 1t does, at the speed ?f light, that it permits our

pinds to receive and hold!an infinite numter of items

of information in a fraction of a second, With sight

infinities are given at oncej wealth is its description,
We must ask then whethe# eduqatibn has recognized the importance of the
visual sense? John Debes(Oct, 1969) says, " Yes, in a way we have,,,,
But we bave trained it not to do the eye's thing, but to do a vertal

i o ,

thing, ¥e havé/;et it to follow the concatenations of the printgq//// '

. 8 , . :
language, a thin chain of words, a narrow linear track that presents
. ¢ . ¥ '
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information at so 'slow a p&ce that the lively'r.v.xurfhred eyes of-
‘our young people are dulled, bored and stultified. P.27" ‘This chain’
or linear approach is perhaps entrenched in our culture. Dorothy Lee (1959)

mmmimumnm mnmm&mmtmmmmmg
relates that"we arrange objects and events in sequence vhich is climatic,

< %

in size end intensity, in emotional meaning or according to some other .

principle. We often arrange events from early to later," But when

L

primitive cultUIes such as the Trobianders relate happenings, "there ’ i ‘

£

18 no developmental arrangement....fb 116 ¢ - . .

v

Bducators-should try to approach the teaching of visual language
ot ina non=1linear manngr. Rather than trying to dehine the term 'visual |
A literacy why not define\the visual process and how to direct it toward e
the ;ndividual'e own personél way bf,experiancing and utilizing the

myriad of visual stimuli with u}u{: he 1s confronfed, Possibly by
expanding the "loom” as quoted by

2

Debesﬁ(1969) into a metaphorical .
definition the visual literacy process would t;Ee'on greater:meaninér f"

For example,‘the plethora of functions\involVed in the yisual communications ’
process is‘comparable to the weaving of \ tapestry.' The wary resembles

the grammar o; common elements fresent in all visuals such ass tone,

shape, btalance, direction texture and pattérn These elements relain

constant Just as the warp remains constant, ?ut the weaver may emphasize
or subordinate pgrticular arcas, The woof iA similar to the concepts -

} one acquires through experience and learming. Each individual carriee -
[ & variety: of “these threads that he derives,through experience. It is

,’ the ‘esponsibility of the educator to provide the indiyidua.l with the: -
o ?
P

>

materials for the warp and the woof, For as D, DondisA (cf. 1973) ’

R 88




/. o1t S T"_ié co- _‘ S . ‘ :‘ ‘ : ’
o * says, ""Sighﬁ is natunal; naking and understanding visual messages is

natural to a point hut effectiveness on eifher level esn omly

. -
c g . *y

e o achieved through study,* p. 10 Once the student has acquiapd the
requisite materials he is ready to weave his visual tapestry, and

o experience those woven by others, Although there may be commonalities

'in the weave of each individual'e tapestry, no two individuals apply

the exact same nateeials or concepts nor experience the same concepts

precisely in the same .way, - , -

Hith this analogy in mind we will venture to discuss
Rudolph Arnheim‘s (1969) analysis and experimental investigation of * -
little understood problems relating: to known ‘principles pf Cestalt
Psychology, especially those on configuration, closure, organization.
. ; . He proceeded,to illustrate the means by%khich visual abstraction occur3.
. A common thene that runs through Arnheim's uarks is that given an.
anorphous shape the human subject depending on his intent{ons, will
' articulate it cljﬁify and pake it more meaningful. In other words

s ¥

beginning with a relatively simple, irregular and not too meaningfnl

design, the human subject strives to endow this design hith\a meaning

.

and significance“that he can understand. This process may take many ,,'

forms but essentially it involves eonceptualizing the design as more than

» Ay

- a conglomeration of pieces. SR ) 4

s /

fﬁégl = Arnheim feels that” those who are interested in the growth and
" L development of the visual process should familiarize themselves with
. N . Ll

) the works of Plaget on cognitive learning. Iike Arnheim, Piaget pursues
:’ \

the course of synbolic thinking as it proceede through human development.
&
:1E3£3 Pdaget*s studies/ﬁesides being both etimulating and provocative have
Q had a wide’ appeal in eduoation and psychology beoause they have opened .
EMC . ' LA ¢ o
0 R . . . . . ./ ., : ﬁ »




; #ssence gf all mental growth ) -l\; , -
‘ 4 ! ’ '

i extensive research in many areas, "Althduph Piaget's theories are -

‘generally thought to be essentially inVolved with the formation of » ' o
eymbolic thinking, his findings are applicabdble to all phases of mental
development that is, the symbolic, the visual, as well as the formation .
of language. Piaget demonstrated that a child's mental growth.may be
characterized by thres stages of growth and development.\ These

' three stages are important because they assist the child in the ac- ‘

quisition. of both ¥fsual and Vertal abilifies. ’ ' L e

For Piaget(1963 ) visual imagery'depends upon two complimentary @,'

»
v

processes known as assimilation and . aooomOdation. Through the process
of assimilation Plaget feels that the child relates what he perceives
- to his already exist*cg knowledge ahd understanding of it, For example,
if the child knows what birds look like but by chance he sees & flying
‘“squirrel he assimilates it btut not asa squirrel that fiies but rather :
as a bird, In assimilation new perceptions are incorporated into the L
child's present understanding of the uorld Also, duping assimilation ‘
the child responds mentally to. ‘the familiar and to that which is recognized.
On the other hand accomodation begins when the information the
¢hild incorporates Anto his'mental schema is at variance with his
existing knowledge and skills and when he is- incapable of utilizing this ;
. information. In short *all mental growth including the development of |
mbntal imagery, according to Plaget, results from ".....the resolution .
of the: tensioh, between assimilation and accomodation the coﬁflict S

s \‘

between using old responses for newosituations and acqpiring new (or

1.

_ :changing old) responses to fit new ones (Pieget;il963) THis alteration

v’

of old mental schema to fit new emerging situations:is for Piaget tht

O

s ‘
A - ——
‘ v W L3 . P
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Plaget(c£1953) also insists that children are not just little -

R XK1 ve 2
* adults, for they thing qualitatively different . from adults, ‘As

‘deécribed in Piaget's studies thldren are caught in different

& . o v
stages of development and therefore. they have the tendency to see things

literally, They are not capable of carrying out abstract_visual.‘
thirking operations until’ they are nearly yoﬁpg adults. On this

point Schachtel in his'book Metamorphosis (1969 ) statesi

The adult is usually not capable of experiencing what the
child experiences; more often than not he is not even
capable of imazining what the child experiences, It
.. should not be surprising, then, that he should -be incapable
* of recalling his own childhood éxperiences since his whole
 mode of experiences has changed, The person who rememters
is the present person, a person who has changed consiherably,

. “whose interests, needs, fedrs, capacity for experience and
enotion have changed, p, 285 .

This should then .awaken those concerned with visual educatiohrand
education ifi general, that materials developed by adults for children

are more often than not inadequafe for tHe immediate visual needs of the -

child, Thérefore, it is the resppnsibility of the feachqn, media specialist

2

and Iitrarian to familarize themselves with the child's cognition and

-

visual growth and to take into account such fac%ors-gs life style

$ . - 4

tackground, interests, etc,
L R :

PO "

’ o i I‘ v » ‘ .
S Schachtel (¢f,1969 ) in discugs;ngitﬁe sensag holds vision in ‘
‘e "-hiéh‘ésteem. He contends that the importange of V{s;on for learning

<€an be better qpﬁreci;ted‘;f'we see vision asrbeiné'capaﬁle of graspgng

) ¥ ©

e ‘sfhﬁltangously'dhny'dbré'facets of an object "iiieeseeeianesses fOX
C Ty = T . L
each object looked at is given to the perceiver more fully and in more

; dimensiéns than throqgh’;ny othex éensetf In contrast to vision the
, , St Shiahd - 2

‘

gense Qf touch 'is limiied in its functions, For exa@ple,many objects
< % 3 w s ."N Sl" ’.,. . ‘ '
‘-1§}1—"are not accessible to fouch 'and therefore we cannot grasp their structure,,

. . B -
‘- . : .
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Nor can we unify such large ohjects 2s a house, a landscape or a
mountain if we had to rely solely on touch, Schachtel also says that M

hearing and speech and listening to music are akin to the tive

]

Lo -
atructuring of visual focusing on objects. In fact he adds, we

search for a structure in all things that we perceive. Although -

¢ .

language and visual structures may have similarities they are distinct. 3&.

" 4n their communication medes, This clarifies what Marshall McLuhen(1§64)

means wherl he says we-must find a "new grammar" which attempts to

educate for visual structureS‘just aé we educate for verhal_structures. "
lVarious(programs have been deueloped in-the last five years that

are ettempting to integrate visual communications into the curriculum.

One of these’ prograns is the Milford Education Progran. This‘project

“is a full systenm program Piloted ih 1970-21 and implemented in 1972, in
grades k-12. Hilford Ohio. The curriculum includes five- phases.,each .
with general objectives, Specific skills, and specifically designed '
materials and learning activities. _Basie skills are stressed on the ele* .

mentary level while more sophisticated perceptual skills production(
techniques and :nterdisciplinary prOgram proJects are’ included on

the second

vel, The five phases aren;l.Visual perception, 2. Sound
and image relationship. 3. Media and Hardware, '~4, Still Photography
S.. Fulti-media comparisons.’ Unlike many progranms that introduces nedia
in a haphazard manner, the Milford Project is highly structured (Fransecﬁy
8nd Ferguson. l9/3)

t Another structured approach to visual education is the SXhﬁem

designed by 'CENREL, Jdc. titled the Five Qense Storez~;An Aesthetic

Eéggatggg Prozran., Tt is curr tly available for purchase (1974)% Al-.

A

though initiaily conceived for ﬁfespri\gry thrqugh 12,. the program {s still
"in the process of development. Packag e currentl ble for K-3,

Each program is hroken into units or packagea and each package encourages

‘ -
- 3

»
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the students to become involved in such things as manipulating.time e
o £ilm, or examining the function of light and vision.)bStudents,
perceive, analyze, talks about, produce/perform, judge, value, and
zeact to content, .Thess behaviors lead to experiences and insights

that will begin to prepare them for making decisions on the tasis ’

.0of their increased sesthetic awareness as helljas their ovn individusl~

ity, The students go through the process of originafing an idea

and organizing elements into an end prodnct to communicate that idea,

*

Another visual curriculum worth mentioning (although it has not
been. tested) is the tasic course in visual education by Kurt, Rowland -

titled learningz to See (1968). This program was evaluated in

the EPIE Review No, 52, Apr.1963, Evaluatiors of Art zj;g:g__ _gz ﬁgn-'

‘Artist Teachers. The mztgriala consist of a series of picture hooks

and teachers guides designed to heighten the ‘students ayamengss of the ..
world arOund‘him, and provide him with a sound visual.vocabuiary fot\_'
the further study of visual elements‘in his ehvironment. The agn>1e3e1
is variabdle, \ ‘ ‘
In designing .and(égaluating programs and systems for visual educatitn,
Yesearch and methodology nust he kept in.mind, Eﬁsept for the psychological
studies on perception, research in the area of visual literacy is sparce,

Until recently research was chisfly cohfined to the physical aspects of

" vision while little was alloted to the subjective qualitatieé elements

entering into-the visual language model. Only in the past ten yeass
have linguists, semanticists philosophers, psychologists and educators ,

developed an interest infthe visual experience. Deutsch (1963) has

/
‘,devoted,his attention toward the ekploration of paxallels between visual

and vertal language, He worked uith disadvantaged children and found

= 193
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that in this tyoe of child the relationship between visual and vertal

language is etrongly suggested,

l
Jerome Hausrean (1963) discuss"ﬁesearch oh Teaching the Visunal Arts"

Y

he says,"In sbort .nany forces have now ‘turned towexd recognition of

art as a basié human discipline,® For exhnple, the report "Art Fducation

for Scienﬁs*‘gn_dﬁ eineer (Comm, for the Study of Visual Arts K,I,T.,

Ed

1957) recogniz%d\ﬂgat it is only recently that American educational
thinking has tLrned ‘to the educational potential of the visual arts,”
They state “Am;rican education has been, and still is hased on vocational
convenience rather than’ deep-rooted values" (p. 1107). ‘

Perhaps Fransecky and. Ferguson (cf,1973) have pointed ou: the
most useful r;view of research, This review was authored by Clarence
M, Willians, chairman of the Kational Center for Visual Literacy, and

profefigor of education at the University of Rochester. Dr, Williams

i

o set forth a series of nine propositions that would be helpful to those

.. o&ntcnglating research in visual literacy:

Proposition lx Deprivation of early visual experience can/
. lead to visual problems in the later life
. . «~ of the organism.
: oy ~
v 2 Visual enrichment' ¥n early’'life appears -
to make an organism more successful in
- visual t¥sks in later life,

, ) 3, It is-probablc that a program of visual
" enrichment can improve learning if
offectively implemented,

/ b, The ability to séquence.visual ‘stimuli
' is related to the experiences(history)

and the opportunities provided for the
learner

5. Development of the "Clance-Curve® is . .
" related to sequencirg experiénces and
early reading-related experiences,

. 194 \
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: . . -
6, Hierarchical potertial in any plctorial -
. scene or set of pictures is related to
. R ‘ . . an organiam's history, sequencing ability,
' - and deelopment of verhal literacy.

7. The development’ of the ability to engage
in visual métaphoric gommunications ang,

* - activities is related to history and
-opportunities, -\

Mo 8, Thers exists a range of visual literacy
‘ sophistication, and this range isg related
to histery and opportunities.

’ : 9. The ability to transfer tack and forth
. ameng v;sual-visual verbtal-vertal, and
1 visual -vertal metaphorgs is related ‘to
visual and vertal literacy development ¥

(C.M, Williams, cited in
S Fransecky and Ferguson, 1973)

A

‘It is clear from the preceeding viewpoints that there is a need

. Y for seriotxs resea:r:ch in the area of visual literacy.- Also consideration

4
zust be given to the measurment and evaluation of “the visual skills, F .

The teacher of the future 2ust be trained to integrate the visudl

" node within the scope of curricul planning, ‘In planning units teachers

nust be clear about the types of media that will convey specific meaning.

. Above all the future design ofkeducatfon not only must focus on the
wust Socus

dovelopment of visual skills; but alsoﬂgp the development of appropriate

“oe

i research nethods asd neasurenente_of these skills,
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