ﬁéCﬁﬁEﬁ? ﬁﬁgﬁﬁﬁ
CE 045 927

. Cops, George H.; And Others.
Purposes_of Vocational- Eéucaf:on in_ Seconaary Scﬁcols

of Minnerota: Some Insights from Current Practice.

Minnesota. Univ,, St. Paul. Minnesota Research and

’ Develbpnant Center for Vocationazl Education.
:nlnnésoti'State Board of Vocational-Technical
Education; St. Paul.

Jun_86 - o

- 214p.; For tﬁe summary report, see CE 045 926.

Reports - Research/Technical (143)

£ HFOI/PCOS Plus Pustage.w,
ithSCRIPTORs *Educational Benefits; Educatzonal Needs,
*Educationdl Objectlves, _Equal Edueation*,ﬁautcomes

of Education;. Program Content; Program Improvement;

*Relevance (Education); School Role; Secondary

Education; *Secondary Schools; State Surveys;

........ _ “*Vocational Education
't IDENTIFIERS *Minnesota

;S§§i§iéi : | -
: - stuﬂy exam;ncd tha praetxee and effects of,,w, -
T:yoeatxonal edueatxon in 14 -classrooms in 8 Minnesota_ public scﬁocis.

-‘Data were collacted from classroom observations; interviews with

- ‘students; teachers; administrators; and counselors; and written

i.sutbegkxnstruments assessing student career development, vocational

j»-,»mm:mnty, and demography. Vocational education was found to help

~ students build: compcténcc, apply basic sk:lls, think through-

" problems, learn ‘technical skills, explore life roles, learn to work

. together; express_themselves, extend themselves to_the community, ana
~ practice life roles. Moreover, within the context of secondary

;education, vocational eancat:on was_found _to _provide a_ change of pace

.Zx'

iif:am other experiences in the comprehensive high school, let students

‘experience an egalitarian atmosphere and cooperation and teamwork,

-provide learning activities relevant to students' lives, and help
‘students develop self-esteem. However, vocational students were

frequently confronted with mixed perceptions by other students ané By
teachcrs abgut the value of the:r vocational. edueatznn, 1t _wvas

- and_that_ sfnﬂents must_ be_ cﬁaiiengea Beyona their exgectat:ons and

I — — o — — — —— — —

‘given new areas for. ‘exploration_ without becoming so. specxaixzed as to

narrow their:opportunities: (tppendxxes include a transcription of an

observation segment, a blank observation record form, the various
interview" schédulésl the student survey instrument, and descriptions

- of the sites studied.) (MN)

*******************t*******t***************************************

Reproduct:ons supp};gd by EDRS are the best that can be made *

W L iIitizoiiizoino -from the original dccument. *
o **********************************************************************

Wi
PRSI

*




his - document-has been reproduced ss
received trom the person or organization
originating it -
[s] Mmerehm anyo been made 1o improve
__reptoduction

® Points of view or opinions stated in this docu-
mant 8o.not necessarily represent official
OERI position or policy.

PEBM[SSION T0 REPRODUCE THIS

} MATERI ﬁ. aEENzRANTED BY
N ; o _

1
X 2 TO THE EDUCATlQNAI: RESOURCES
- | INFORMATION CENTER (ERIC)."
! t L)

Purpases of

Vocational Education in
s of

Secondary Schoo

Minnesota:

Some Insights from Current Practice

Minnesota Research and Development Center
for Vocational Education. =
Department of Vocational and Teehmcal Educatlon

College of Education -
University of Minnesota -
St. Paul; Minnesota 55108 .




Purposes of Vocational Education
in Secondary Schools of Minnesotas
Some Insughts from Current Practice

by
George H. Copa -
Jane Plihal
Sfeve Scholl
I;mda Ernst
Marsha Rehm

Patricia M. ééba

aneeota Research and Developmem Centzr 2
- _ for Vocational Education
Department of Vocational arid Technical
- Education
Um versity of Minnesota
St. Paul; Minnesota 55108




ACKNOWLEDGEMENTS

___ First, appreciation for the opportunity to prepare this report goes to

the . teachers, students, counselors, and -administrators_who -let us into their

schools, classrooms, and offices to gather the data on which this report is

based. We were particularly impressed by the openness of teachers and students

whose "space" in_the school we intruded for extended periods of time with- our
notebooks and questions. These teachers were education professionals with a
good measure of deserved self-confidence in their work and hope in the value of
research as a means to improve the general understanding and practice of voca-

tional education. Qur goal in writing this report would be that this latter
hope is not misplaced.
- __Many other_individuals were involved in the conduct of this study. First,

thanks is due to Thomas Strom, Manager of Secondary Yocational Education in the

Minnesota Department of Education, for h's trust and patience with a study that
took almost two and one-half years from initial discussions_to final report. We
thank a group of faculty in the Department of Vocational and Technical Education
who reacted to our initial research plans and data collection strategy--Forrest
Bear, Gary McLean,; Roland Peterson, and Brandon Smith. Specia} thanks in the
research design also is due Marion Dobbert, Department of Educational Policy and
Administration and Harvey Sarles, Department of Anthropology at -the -University

of Minnesota. Both spent considerable time with us in reviewing and making
suggestions on how best to go about the research process including accompanying

us to schools in the actual .data collection--in _hindsight, their advice proved
to be very wise. _James Knight, a visiting professor from Ohio State University

and Jerry McClelland, Department of Vocational and Technical Sducation at the
University of Minnesota, worked as substitute observers when one of us were not
able to go.

~ Among the research team, Patricia Copa coordinated our training in proce-

dures and set up our data filing system. Steve Scholl coordinated operations of
the project including the processing and analysis of the data which amounted to
several_ thousand pages of notes and questionnaires. - Marsha Rehm assisted us in
adding new_words to our language from the arts and humanities as a way to make
our descriptions more sensitive and meaningful, Linda Ernst was our editor--she

has read and pondered over the contents of this report more than any other per-
son. -Without her editing skills; -persistence, and good nature, I don't know how

(or when) this final report would have come into being. - From the rest of.us,

thanks Linda! A1l of the authors except Marsha Rehm were involved in the actual
observations and data collection at school sites. -The development ¥ chapters

of this report addressing particular purposes of vocational -education was
assigned among the staff with the person responsible noted in the footnote _to
the chapter titles. Overall direction for the study fell to Jane Plihal and
myself.

__Preparation of this report involved the transcription of many hours of
taped interviews, and keyboarding of observation rotes and questionnaires--
several file drawers of paper. Then came the entry of this data into computer

iii

M|




files,; coding, printouts;- photocopying--another paper nightmare. Last there was
draft after drazft of this report. The secretarial staff which did this work

with cheerfulness, persistence, and accuracy were: _Pat Noeldner, LaRayne Kuehl,

Mary Gupta,. Kafeh Schuller, Merri. Fromm, and Nora Gille.. Working with._ th1s

staff were people in other units at the University who made it possible for us
to process. our data efficiently using ‘computers 3 these 1nc1ude Jan1ce Jannett

Denise Wilson with -the Department of Administrative Information Services. The
art work on the inside cover page was prepared by J1m Kiehne.

This effort would not have been poss1Ble at all without the fhnd1ng support

of the State Board of Vocational Technical Education, the Minnesocta Department

of Education, and the Department of Vocational and Technical Educat1on,
University of Minnesota. However, the interpretations of findings expressed in
this report are those of the authors; not necessarily those of the State Board,
the Department of Education, or the University of Minnesota.

George H. Copa

St. Paul
June, 1986



CONTENTS

Aekooﬁié&géméﬁts e i 4 e s s e st e e e e s e e

Chapter 1. Context for sfﬁay ........ e e .

éhaptér II; Method of Study e et e e e e e e e

Research Pmoblem, Quest1on and Approach .« s s
Data Collection . . . . . ¢ ¢ s s 2 2 2525 2 3 2 :

Data Analvs1s ot s s s s e e e e e e e e
Chapter 1. Building Competence. . : : . . . : . . . .
1 Can Do It--Sk111 Competence . e e e .o .

I Feel Good- About Myself--Personal Gompetence e e

I Know Who I Am, Where I'm_ Going; and Hhere I
Fit--Contextual Competence. . . . . . . . . .

Relat1onsh1ps Among Types of Competence . . . . : : : : : : .

Chapter IV. Applying the Basics To and From . . . . . . . c..
D1fferent Vwews of App11cation. P T T T S S
From Theory to Practice . T T T S S S S SO A
What Applicatien tooks tike G s e i i h et e e .
The "HOOKS" & & & . ¢ ¢ i v i v i e et e e e e e e e e e

Chapter V. Thinking Through Problems. . . . . . . . . . .. .. . ...
Problems: Their Source and Range. . . . . + . « + & o + « + : .
The Process of Studying Problems: . : . : : : : : : 2 = 2 = 5 .
Pool of Re]evant{Necessary Knowledge. A .

Chapter Vi, tearn1ng Technical SKiT1S & & . & v v v s o s o w v v ..
Nature of Technical Learn1ng e e e e e e e e e . .

Observations of Technical Learn1ng. ..... ..

Intent/Result: Why Is It Theré? . . - . . : : = : & -

The Technique Involved in Technical Skills. . .

63



Page

Chapter VII. Explor1ng Life RoTes - - : : : 2 2 ¢ : 2622 :::2:23:::. 63

gxploratibn as a,,Purpose e o o o s s s s e o . #9
Exploration for Who? . . . . ¢« & ¢ ¢ ¢ ¢ ¢ o ¢ ¢ ¢« o s o o+ . . 80
Séai‘ehiﬁgi,; ® 8 & e o o e o & 8 & o6 ® e e e o o & e o e o o © @ 81
Serutinizing . ¢ o ¢ s ¢ ¢ ¢ s ¢ s i i s s i s s s s s s s s s s 83
A Different Perception . . . . . . . ¢ . . ¢ i ¢ v i i i . 86

Chapter VIII. Léérﬁ?ﬁﬁ to Work Téﬁéfﬁér A - 1

ReSélVe Tens1ons G e o s e s s e s s s s e s s e s e e e 89
Meeting Deadlines- : - . < s ¢ s s ¢ s s s s s s s 8 s s s 0s 9
Appreciation for Ind1V1dua] Differences. i s s s s s i s s s e s 1
Learning to tead and to Follow . . . . . .« ¢« ¢« ¢« ¢ ¢ ¢ ¢ ¢ ¢ ¢« « 92

Chapter IX. EXPressing SETf o o » v v v v v v o o o o e e e e ve . 95
A Channcl for EMOtIoN. ¢ v v s o o s o o o o o o o « s o o o o o 95
Participation, Pride, and Achievement: . : s : v ¢« « ¢« & & + &+ « 97
Becoming Creators and €ritics: . . . ¢ ¢ ¢ ¢ o . ¢ s s v s s s s 99

Chapter X. Extending Self to the Community: : - - : = 2 : » « + : 2 « . . 101
ﬁi‘c ée’tsi gérvéd? L] . . L] . . . . L] . . . . . . -» . . . . . . . . iéi
Eajf':EXCHaﬁgég,fOf‘SErViCE i,i:i;é;i . . . . . . . . » . . . . . 193
Serving a Master or Master of Self?. . . . ¢ : ¢ ¢ s s s &+ & & o 105

Chapter XI. Going on Stage with Life RoTes. . + « + » « o « s 2 « « « « . 109

Prior to Performance cie 8 8.8 o 8 s s s 8 s e e e 8 s s e e s i@é
The Performance: "The Real Th1ng" e § ¥4

Chapter XII Ehang1ng the Paee at SChOO]. A 119

Strﬁéfﬁ?é;,; s s o s s s s 3 e » 8 s 8.8 s s e s e F e e e . ii?

It's the Way You Learn That's Different. . . . . . . S 122
Future Oriented. . . « v v « o o o o o 6 o « o o o o o o o o o « 126
Li nks tb thé Outsi dé L] L] L] . . L] L] L] L] L] L] L] L] L] L] L] L] L] L] L] L] L] 127

Chapter XIII. Providing an Appropriate Education. : » : « « s + & s + & » 129

Vocational Education Is for the Non- eolléﬁé Bound.,. v e e e e e iéé

Who Takes Vocational Education Is Not a Secret But -
“It's Not Openly Discussed Either . . . . . . . . e « s« « « o 136
Studéﬁts Are Choosing Vocational Education-. . . .. ... . . 138
What's- Appropr1ate In-the Eye of the Beholder, . . .. .. . . . 140
Students in Vocational Education Are Only Exploring
-and _Not Making a Lifetime Commitment ¢ : ¢ ¢ < ¢ ¢ . . ¢ & & & 142

Provid1ng Vocational _Education_Is Just Being Practical . . . . . 143

Moving_ Toward Vocational Education Being Appropriate -
in the Best Sense of the Word. . . . . . . « v v v ¢ o « o« o . 147

vi




Page

Chapler XIV. Giving Meaning to SChool . « « « & & & o o o o v v s o . .. 153

Fundamental Studént Interest c s s s s e s e e seasaa. 183
Teacher Directed Relevance < < . . o . o ¢ ¢ o v ¢ o s o o . . 156
Student and Teacher Ideas of Relevance . e e o 2 e s s e s e e . 157
Motivation 5 s s e e s s s s s s 3 . c e e e e e o s o s . 158

Vocational Edgég;jgn Becomes Méaningful in S
Student's Personal Maps. . . . . . . . .. ¢ v v v v .o.. 4. 160

Chapter XV. Considering Fairness in School. . . & : : = = = « + = & . . . 163

Meaning Of Equityc . 3 e .; e o o o o o ¢« ® o o o o . iéé

Access to Yocatiomal Education . + « o . . . . . ... ...... 168
Role for Vocational Education in the Public School . . ... . . 164
Access: How Free? How Constrained? . . . ... .. .. : .. : 165
Access: _A Crossroad. for Sorting students. . . . : « s : . : . . 169

Treatment in Vocational Classes. . . . « < o 2 o 2 2o s o s o+ s 173
Absence of Discernible Discrimination: . . . . . . . : . . « o o 173
Equitable Treatment: Increasing 0pportun1t1es,

- - Decreasing Barriers: 5 i . . i i i i i v e e s i s s e e e .. 173
Outcomes of Vocatiomal Education . . . . ... ... ....... 177

Expeciations of students . . . . ... ...... s e os 177
- Expectations of Teachers, Counselors, and Administrators i+ s 178
Unanswered Questions About Fairness. . . . : : : : 2 2 :: .. .. 179

Chapter XVI. Reflections. . . . - . . T S S L)
Ref]eetlons About the S;ggy Process. . . .. .......... 181
Reflections Across Purposes. . . . . . . . . .. v v . ..... 184

AEQ@QQ]X R e e e e e e e e e e e e e e e e e e e

Appendix B . . . . . L. e e e e e e e e e e e e s e s e s e s e s e 193
Appendix C . . . . o . v i i e e e i e s s e s s s e e e e s e 195
Appendix D . . . 5 o i i i i s s s s s e s s h e s s e e e e 203
Append1x 2 L T T S S P/ -

B1bliography 3




CHAPTER 1
CONTEXT FOR STUDY
. The purpose of this research was to form a beginning description of - the

subject matter and methods of vocational education as it is actually practiced
in secondary schools in Minnesota. The description was to serve in é]é?if&jﬁg

the  purpose - of vocational education in_secondary scheols: . Clarification was
thought to be essential in developing more sensitive measures and indicators
with which to plan, review and provide public information about these programs.
This need has been identified by the Minnesota Research and Development Review

Committee as being of very high priority to improving vocational education in
Minnesota.

Background Considerations

A beginning toward producing the needed description was deemed necessary in

directing further study and to enhancing understanding of what current. practice
is like and why it is so.. This understanding, in some depth (certainly more
than was possible in this initial study), is essential to considerations of how
these educational pregrams might improve--both in suggesting what is appropriate
and also what is feasible;

__Initial impetus for this study stems from earlier research to describe the

employment and further education effects of secondary vocational edication
programs -in Minnesota (Copa & Forsberg, 1980). This earlier work relied on stu-
dent follow-up -information to document the effects of program participation:

While the effects were substantial and positive for secondary vocational educa-
tion, it was felt that a part of the effects story was still missing. Among

those who teach in and have administrative responsibility for vocational educa-
tion at. the secondary level, there was the feeling that the effects were even
more substantial than was able to be documented by follow-up information and
that the effects were more comprehensive--had more dimensions and complexities.

. _With this_perspective in mind, the proposal for this study was developed
and_refined., At the time; many of the reform reports on the nation's secondary

schools (as well as reports specifically focused on Minnesota schools) were
being reported or at least well into their data collection phases. The lack-of

attention to vocational education in these - reports, and with it the -implied
de facto assignment of low priority to vocational education, added significance

and_timeliness to the need to explore the effects of vocational. education as a
component of the secondary school curriculum. The outcome was the design of a
research study which wouid take a "fresh look® at the practice of vocational
education in the secondary school, particularly as to its intended and immediate

effects, as a basis for describing the purposes of these pregrams. The method
selected, which is described in more detail in the next chapter, was drawn- from
anthropology--that of naturalistic inquiry. The goal was to produce a thick and
rich description of actual practice in the schools by detailed observation of



classrooms_and interviews with students and those who work in schools--teachers,

administrators, counselors. From this description, analysis was to produce a
more comprehensive picture, in both breath and depth, of the possible impact of
secondary vocational education. This picture could then be used to propose more
sensitive measures and indicators with which to plan, review, and provide public
information about these programs.

Developing Perspecti:
_ Before going "into the field" with this study, it was felt it would be very

very important to examine and expand the study staff's perspective on the poten.

tial purposes of vocational education, particularly in the context of the secon-
dary school. The importance of this step relates to the purpose of this study

and its methods. We were to explore the purpose of vocational education in the
secondary school using a method that was particularly designed to be open to all
possibilities. It was to uncover fresh ideas and dimensions- for the impact of
these programs. But with all this freedom to explore comes the needed prepara-
tion in "mind opening" for what it might be possible to see, select for scru-

tiny; 1ift up for others to think about, and direct future research efforts. To
scientists doing naturalistic inquiry, this process is referred to as going into

the field "theory laden" rather than naive or "empty headed."

- -The process of developing perspective or becoming theory laden was accom-
plished by organizing a staff study groufF to read; review, and discuss the

various purposes vocational education might serve in the secondary school.  The
results of the study turned out to be Substantial and contributed to knowledge
on its own. This information has already been published as a separate research

report (Copa, Daines, Ernst, Knight, Leske, Persico, Plihal, & Scholl, 1985).
In summarizing the report here, we will draw directly from a paper prepared for
summary purposes by Jane Plihal (a member of the study staff and project co-

director) for presentation at a seminar entitled, "Vocational Education in the

High School,;" sponsored by the Minnesota State Advisory Council for Vocational

Education, Minnesoza Department of Education and the Department of Vocational

and Technical Educition at the University of Minnesota in December, 1984.

_ Initial steps. Our-study-group began by reading an article in_Fortine
magazine entitled, "Vocational Education That Works." Contrary to the title,
Sewell, the author, thought that vocational education wasn't working very weli
at_all, especially in the secondary school. Some of the claims made by Sewell

about vocational education were that it:
==lacks common and focused goals,
--lacks up-to-date équipﬁéﬁis
--is inappropriately tailored to students' level of development,
--lacks rigorous standards;
-=does not teach basic skills in mathematics, iéinguage, and science,

<-is unrealistic in its objectives;

oy
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-=lacks linkages to empioyers, and

____As we discussed these claims, we kept coming back to questions about - the
purpose of vocational education in the secondary school because these criticisms
would be legitimate only if one assumed certain purposes for vocational educa-
tion. For example,

--How important is it to have the newest and most sophisticated technical

S M — N o

equipment if the primary purpose of vocational education is to make aca-
demic education more relevant?

-=How does one Jjudge the qualifications of teachers without being clear
zbout what the teachers are supposed to be achieving with students.

_We realize that without a clear sense of purpose of vocational education, we

§Eé7§§fﬁi§7§$krthé;ﬁf&ﬁjrquestions abont vocational education, to pay attention

to the wrong factors, and to reach conclusions that lead us in wrong directions.

_ We set as the objective of our study group that of examining the purpose/s
of vocational education in the secondary school. Actually, when we began our

work; we said we were going to examine the purposes of secondary vocational edu-
cation.. We didn't get too far -in our work before we decided that we needed to

consider vocational education as part of the total educational system, not as a
separate, independent entity--standing on its own. So, we switched to saying
that we were examining the purpose/s of vocational education in the secondary
school.

____With this as our objective, we felt that we had to have a_common under-

standing of what a_purpose is so that we would be talking about the same thing
and so that we would know a purpose when we came upon one or developed one of
our own. -- From readings we did on the meaning of purpose, we came to an
understanding that a purpose is an end-view--what we want to accomplish ulti-
mately--which is arrived at by:

--tnderstanding the context and history of a situation,

-=considering consequences likely to result from achieving a purpose, and

=-realizing that considerable effort is required to attain the end-view

and full accomplishment is not assured.

Let's take an example. Suppose a family wants to build a new house. To

achieve_their purpose, the family has to form an idea of what kind of house they

want, including the number, arrangement, and size of rooms. _They-have to have
blueprints and specifications made. They have to investigate available sites,

their price, their nearness to places of work and perhaps school facilities, and

so_on. And, of course, they have to take stock of their resources; including
sources of credit; What started out as a desire for a new house turns into a

purpose when all these factors are considered and effort is put forth. - And, in
%2g1§nds any number of factors could interfere with actually getting the house
built.

fonll)
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A frimehérk tar study,, The framework we- developed to gu1de our work caused

us to look at vocational education in the context of education overall, and then

in_the -larger context >f the culture or society of the times.. At this point, we

read all the current. reports on. the quality of the public schools--A-Nation-at
Risk, A Place Call: 1 by Goodlad, Action for Sxceliznce, The Paideia
Progggal by Adler, High School by Boyer, and a couple others which aren't as well

nown. We read these reports primarily to learn what they said -about vocational

education and what their findings and recommendations implied for vocaticnral
education.

To gain an,histor;ca] perspect1ve on vocat1ona1 educat1on we read works of
several authors who wrote early in the 19G0's as well as some who wrcte more

recently. These authors include: Snedden, Prosser and Quicley, Venn, Evans,

Dewey, Warmbrod, Silberman, V1o1as, and Swanson.

As we looked at what these 1eaders sald about the purpose of vocational

educat1on, we found that they expressed a range of viewpoints and several of

these views conflicted with one another. These are some of the conflicts or

tensions we found in what people thought should be emphasized in vocational edu-
cation:

--maintaining the status quo versus changing society,
--general education versus specific education,
~-education versus training,

--technology versus human development, and

--éfrieiéhey versus equity.

Let's 1ook at an examp]e related tU the techno]ogy-human deve1opment

tens1on We know that robots are be1ng used more and more in industrial set-

tings, and they say they'l1l be used in homes fairly soon. On the one hand,

robots can free humans from performing routine, dull tasks. On the other ﬂghdf

robots displace humans in the workforce and have the potential of exacerbating
the uncmployment problems we have.

. _If we consider the efficiency-equity tension, we know that what is equitable
sometimes is not more efficient. Meeting 1nd1v1dua1 student needs usually takes
more resources than would be used if we treated all students the same and . disre-

garded their special needs and interests. We realize that these are artificial

dichotomies--that we don't have tc have just one or the other, but these tensions
do represent the very different points of view present in the literature about

vocational education.

Rextc we rev1ewed the work of 1eaders in_each of the spec1f1c f1e1ds of
vocational education--agriculture, business, home economics; industrial, and

marketing education. We were concerned here with the purpose each specific f1e1d

set for itself, the commonalities and uniquenesses among the purposes, and the

resulting 1mpl1cat1ons for the purpose of vocational sducation overall.
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_ In order to consider how vocational education related to the broader context
of education, we examined several 20th century perspectives on the purpose of

education in general. Some of the authors we read were: Dewey, Whitehead,

Peters; Schwab, Herbart; Dearden; Hirst, Kumarin, Friere, and Hegal.

. Following our framework, we went on to look at what people were saying

about the future--especially the economic, social, and technological trends they

were projecting--and what these trends implied - for the piurpose and process of
vocational education in the future. We read Naisbett's Megatrends, Capra's The
Turning Point, Yankelovich's New Rules, Toffler's Ihé,'ffm_,,,ua'm‘; and a few
others;

 Some purpose statements. At this point in our work and with the benefit of

ﬁéyingiwstudjed,,allf these writings, members of the study group individually

developed statements about the purpose of vocational education in the secondary
school. - As you might expect, our individual purpose statements emphasized dif-
ferent ideas. Some placed the emphasis of vocational education on specific
occupational preparation and included phrases such as:

--"assist in occupational development,"

-="function effectively in the occupational environment," and

--"begin to focus work interests.”
Some focused on avocational purposes, including statements such as:

=="develop lifelong interests . . . hobbies . . . personal skills," and

--"help experience pleasures and challenges of study (of the world of
work)."
The greatest emphasis was on a purpose that reflected a broad, integrated rela-

tion of vocational education with general education and a broad view of the
development of human potential. For example:
--"contribute to the development of people,"
--“stimulate interest in and develop ability to make sense of the world of
work," and

-="develop an understanding of the meaning of work."

Some of our statements about the purpose of vocationa] education emphasized the
need to go beyond the status quo to develop students' critical consciousness or

ability to question what is going on and act to improve conditions:

--%critically socialize individuals to manage the work aspects of their
lives in-a way that is to their benefit and that of the larger community,
as is befitting in a democracy," and

--"commitment to transforming work environments to enable human and social

development."

2l
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. As we discussed the purpose statements which we. each- developed we
recognized that some ideas of key concepts appeared: again and again, and we
decided to turn our attention now to studying the meaning of these key words:

--development;
--individual differences,
--educatlon,

--vocation,

--work and
--ethics:

We spent cons1derable tJme read1ng and talklng about these concepts because they

seem basic to any purpose we can envision for vocational education.:

Although we use these words all the t1me we rarely stop to th1nk about what

they mean -and to check if others are thinking about these ideas in the same. way

we _are. For example, some people think "vocation" is "a calling," some people

think of Mvocation" as "one's principal _purpose in 1life," and yet others. think
"vocation" is__a person's "specialized work role." . And as we talked about the

meaning of the word "vocation," the question was raised about whether or not

work education would be a more accurate label for the field than is vocational
education. We didn't arrive at any agreement on this, but the example illustra-
tes the usefulness of thinking carefully about the language we use to express
our purpose.
We concluded the work of the study
group by 1dent1fy1ng ways in which vocat1onal education can contribute to the
purpose - of the secondary -school and drawinj several questions which we- think
still need consideration by vocational educators and others interested in the
purpose of vocational educat1en in the secondary school.

First; we have identlfled two primary ways in which vocational education

ééﬁ contribute to the overall purpose of the secondary school.

: One way is- by placing an emphaS1s on the use of sk1lls ‘and learnlng
developed in. other areas: of the, school - curriculum te concrete situations.

to apply concepts and prlnciples,from,other courses .. (e ges mathematlcs, sC1ence.

language) to problems and situations.which._they encounter in what they often

refer to as "real 1ife." Students' perceptions of these applications as authen-

tic. and relevant to their lives heightens their motivation for learning these

basics and increases the likelihood that abstractions will make sense to and be
remembered and used by students.

pgrpose of the secondary school is by Join1ng w1th other educators to help stu-
dents develop and practice reasoning skills. A common perception of vocational



education is that it trains students to perform step-by-step tasks which require
little, if any, thinking. Perhaps that perception is accurate; perhaps rote
training is defensible in some cases; such as when a pianist plays scales to
gain dexterity and when a typist repeats typing exercises to develop speed.
These examples of rote practice help develop competence. . However, what seems

critical for students' development is a much greater emphasis on developing
reasoning processes (e.g., problem solving, analysis, critique, synthesis
through the vocational education curriculum. To many people, vocational educa-
tion's recitation of the value of only its "hands-on" experience is self-

condemnation because it gives the impression to others that we think we can and
do separate thinking from doing.

- We also believe that vocational education can serve a unique purpose in
the secondary school in several ways.

. One relatively unique contribution is to help students seriously consider
what they want their lives to be like--how work itself and interpersonal rela-
tions in _the workplace and -in_the family can contribute to. an integrated and
meaningful sense of self and community: - The point here is not career explora-

tion (although that is important, too) but the understanding of the role of work

in_one's 1ife. The process of examining work rewards and their relation to
one's enjoyment of 1ife should be part of the content of vocational education.

A second contribution is or could be to increase occupational oppor-

tunities for students. - Vocational education can expand students' knowledge of
occupational opportunities available to them, and it can help them imagine the

unimaginable for themselves. Vocational education can serve to develop stu-

dents' awareness of their previously hidden talents and an understanding 6f how

those talents can be used and rewarded in the world outside of school. One type

of accomplishment historically claimed by vocational education is that of deve-

loping students' skills so that they can, as Snedden said, enter a “vestibule to

a_vocation." - Skill training increases occupational opportunities for. students

most when it develops basic understandings related to the skills and when these

skills are generalizable to a variety of work situations and requireme::’s.

A third fairly unique contribution of vocational education is or could be
the. nurturing of students' pride and enjoyment of work by helping them develop

technique and an appreciation of technique. Technique is a method of accom-
plishing a desired aim; it_is "doing it just right." —Have you ever watched a
carpenter drive a nail, or a chef chop an onion, or a farmer prepare a field for
planting? That's technique. It develops through practice, and one of voca-

tional education's characteristics, traditionally, is its devotion to practice.
Vocational education can help students become attuned to the satisfaction

purpose of vocational education. Next we turned our atten-

tion to questions about the purpose of vocational education in the secondary

school which still need deliberation by participants in vocational education.
Several questions remain far from resolved. These questions and some very brief
comments to suggest the flavor of the dilemmas follow.

One question is: Who should vocational education serve in the secondary

7
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schoo1?. Iﬂea11y, we want to serve a1] students. The purposes out11ned “are

deemed desirable for all. students to experience. - The system of tracking stu-

dents by standardized test scores and class stereotypes perpetuates inequities
in society and 1limits- the contributions vocational education can make to stu-
dents' development. However;-because we have limited resources--time; facili-
ties; staff--we sometimes feel as though we can't serve all. stﬁdents and that

tinue their education. _beyond h1gh school so that. they can. ga1n sk11ls which w111

equip them for employment. An argument for this point of view is that if voca-
tional education does not serve these students, they won't be served by the
public school system and they will be more likely to end up-dropping out of
school and dropping onto the public dole. - Perhaps the question -actually is:
How can we serve the interests of all_students in_the school without short-

changing students who are least likely to continue their formal education?

- A second quest1on 1s~ How 1mportant is the teach1ng of spec1f1c techn1ca1
job skills in the public school? - Should the -public schooi be responsible for
teaching-specific technical-job skills or should employers or should they both?
Many employers state that they prefer to do their own training; some vocational

educators argue that the technical skills which students develop in school_give

them a competitive edge in getting jobs. . Related to this. issue is the point

that it is difficult==perhaps 1mposs1b1e==to learn about various careers and the
meaning of work without the experience- of learning specific job skills. We
might want td teach these specific job skills not as an end in themselves but as
a means to career exploration and an understanding of the role of work in one's
life.

A third quest1ons is: To what extent should vocational education 1n the

secondary school be used to meet the occupation demands of society? [Is voca-
t1ona1 education mere]y a component in the "tra1n1ng system" for 1abor7 How far

ing and attentien.

A fourth quest10n 1s- To what ‘extent should vocational education d1rect

its efforts toward social reform or changing society? Snedden argued that voca-
tional education should not be concerned with reforming society--that that hap-
pened -in the voting booth. Violas (1981), in contrast, said that "the schools
should arm students against aspects of the world of work which lessen the human
dignity of workers" (p. 151).

A guest1on related to this 1s To what extent should vocational education

encourage students to consider the ethics of their work? Should vocational
education encourage students to -examine moral implications of their work? To
question the ends toward which their work is directed--ends such as equity or

inequity, peace or war, beauty or chaos, freedom or enslavement? Should we en-

courage commitment to fundamentals of a_ democratic society? _What is our ethical

responsibility as vocational educators and what is the ethical responsibility of
those whom we educate?

] A sixth questwn, is: Does-the public value vocational education in the
scihool: curriculum? -Often vocational education is regarded as a second-rate
operation in the school, just as students enrolled in vocational education



programs - frequently are considered second class. Can or should vocational edu-
cation strive to dispel these beliefs? If so, how? What are the consequences

of not doing so?

. And a last question which brings us right back to the basic concern of the
study group is: What would happen-if vocational education disappeared from the

public secondary school curriculum? Would anyone lose? Who would Tose? What

would -they lose? One Short-term consequence of eliminating vocational education
from_ the secondary school would be. that many vocational educators would lose

their jobs: Another more serious consequence that seems very likely is that many

students would drop out of high school because they would find it difficult to
relate to a totally academic curriculum. What would happen to these students?

Would they be from families who already are most disadvantaged economically,

socially, and educationally? What are the long-term consequences for students
and for society?

1t should be apparent from the efforts of the study group that it did serve
to raise consciousness -about the purposes vocational education might serve _in
the secondary school. The efforts provided alternative perspectives of purpose,

sometimes in tension. It sensitized us to _the need_to look for purpose from the
broader context of the total school curriculum and the role of the school in our
culture. _On _another dimension it sensitized us to the need to carefully examine
purpose as exemplified in present practice but also to consider historical

trends leading to the present and the future toward which the present is likely

to lead. The study group effort, on reflection, seemed to serve its purpose of
making us theory laden.

Purpose of Study

research reported here. The method evolved in detail as the efforts of the
study group were drawing to a close. The following Series of chapters each cen-

.. The next chapter describes the method used in doing the field work for the

ters on a basic theme related to purpose of -vocational education in the secondary
schools of Minnesota which seemed evident in our data. Each theme is developed
and sketched in as much detail as our data and time permitted. They represent
the "fresh perspectives" or dimension of purpose of vocational education we were

seeking to uncover by examining the current practice of vocational education:
No attempt is made to make a clear value judgment that they are good or bad, only
that they exist from our observations and analysis. Since this was an explora-

tory study, each of the themes should be verified and further refined if found
significant by further research efforts. .The last chapter draws more general

implications. for further research and for practice of looking across the themes
and the method used to raise them for discussion.
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~ CHAPTER 11
METHOD OF STUDY

.~ Having decided that it would be useful to explore the purpose of vocational
education in the secondary school as manifested by the practice of vocational
education; our research team faced the challenge of designing a study which

would provide the insight we were seeking. The following paragraphs describe
the research method we planned and used: the research problem, question, and

approach; data collection; and data analysis.

Research Problem, Question, and Approach
____Research problem and question. Although much has been written about the
intended purposes of vocational education in the .secondary- school; we _know

almost nothing about the purposes which are actually evidenced by the practice of
vocational education. What purposes are visable in classroom practice? What do
they look 1ike? What are the purposes of vocational education according to those

most directly affected by "doing" vocational education every day--vocational

education students and teachers? And what are the purposes of vocational educa-

tion_accerding to those who exert decision-making authority -and sway atti tudes
about vocational education--district superintendents; building _principals,

district and building vocational education directors, and academic counselors?
_ Another way to think about this_ problem is to wonder what the proverbial

visiting Martian would say about the purposes of vocational education after
visiting a variety of vocational education classrooms for many days and after
talking with the "natives." What "native categories" would the Martian identify
for_describing the purposes of vocational education? - Firther, would the cate-

gories differ according to the specific wocational field such as agriculture,

business, home economics, industrial, and marketing education?

~__The central research question which guided our study was: What purpose
{perhaps multiple) is manifest in the practice of vocational education in the
secondary school?

_Research approach. e decided that the most appropriate approach to

answering the research question was a naturalistic inquiry approach which is
characterized by relatively little manipulation of the stimuli/conditions to be

studied and relatively few constraints imposed on the possible responses/outputs
of those involved in the inquiry (Guba & Lincoln, 1981). Naturalistic inquiry
seemed useful to help us develop the understanding of

actualities, social realities, and human perceptions that

exist untainted by the obtrusiveness of formal measurement

or preconceived questions: It is a process geared to the
uncovering of many idiosyncratic but nonetheless important

11



stories told by real people, about real events, in real and
natural ways. The more general the provocation, the more
these stories will reflect what respondents view as the

salient issues, the meaningful evidence, and the appropriate
inferences. . . . naturalistic inquiry attempts to present
*slice-of-1ife" episodes, documented through natural language

and representing as closely as possible how people feel, what
they know, how they know it, and what their concerns, beliefs,
Eéié?htiéﬁs, and understandings are. (Wolf & Tymitz, 1977,
p. 7
A naturalistic iﬁdﬁff&,éiﬁ?&iiﬁ”ijjéﬁéﬁ,ﬁ§7iéwﬁﬁ&éiiéké the study of the

purpose of vocational education without predetermined conceptions or theories
about the purpose of vocational education, - Although we couldn't help but have
some_of these preconceptions, we did not design a study to test certain concep-
tions:. On the one hand, we -as researchers suffered from over familiarity with

vocational education; we could never possess the pristine mind of the visiting
Martian. On the other hand, it had been several years since any of us had spent
our daily lives in secondary schools; we lacked a native's view of vocational
education. Therefore, we tried to build upon our knowledge of the field (both

at vocational education--specifically what seem to be its outcomes. It should
be noted that our knowledge about stated: purposes of vocational education did
shape some of the questions we asked in interviews: But; as Guba and Lincoln

our theoretical and personal knowledge) and to take as fresh a look as possible

(1981) point out, naturalistic inquiry is always a matter of degree; it is never
"pure® in the sense that absolutely no constraints are placed on the stimuli and
responses studied.

pata Collection

 sample selection and description. Given the amount of time which we could
devote to the project, given the fact that we wanted to _complete data collection

a month or so before the end of the school year (to avoid picking up what is

characteristic of but generally thought to be unique to the end of the year),

and given the amount of data we wanted to collect for each classroom, we settled
on a sample size of 14 classrooms.

A purposeful sampling method was used in order to increase the usefulness of

information obtained from a relatively small sample (Patton, 1980). Purposeful
sampling lent itself to our desire to obtain in-depth, detailed information about
selected cases of vocational education in secondary schools. We decided that we

could learn the most by studying cases which met four criteria: -(a) recognition
as_"good" programs by key vocational education program leaders in the Minnesota

Department of Education and by vocational education teacher educators at the

University of Minnesota; (b) representative of most of the vocational education
areas=-agriculture, business, home economics; industrial; and marketing educa-
tion; (c) representative of programs in urban, suburban, and rural locations;

and (d) willingness to cooperate in the study. To increase our efficiency and
reduce costs; we also sough: to find schools in which we could observe two voca-
tional education programs. That worked out in two of the schools finally

included in the sample.

o



_ ___ After identifying several vocational education programs which met the
first three criteria, we discussed our research project with administrators:and

teachers associated with each of the programs. Although a couple teachers
decided not to participate in the study, generally we received responses of con-
siderable interest and willingness to cooperate.

s shown in Table 1, the 14 classrooms were operating in 8 public schools
in and around the metropolitan area of Minneapolis-St. Paul: two schools were
in urban districts, two in suburban districts, and four in rural districts. For

the sake of both efficiency and depth, we observed two classes of a particular
program (e.g., agriculture) in five schools; -and- we observed double-period

classes in four schools. Further, because vocational education in the secondary

school is offered in both one- and two-period time schedules, we wanted to
include both types in our sample.

. The classes focused on a variety of vocational education subjects:

computers in agriculture, model office procedures, consumer education, family

life education, automotive mechanics, production graphics; eccupational food

service, marketing and distributive education, agricultural business, agricul-

tural -mechanics;-and office procedures. The enrollment in these classes ranged
from 10 to 31. In two of the classes, a technical assistant/paraprofessional as
well as a teacher worked with the class.

~ - Data collection strategies. Data collection occurred between March and May,
1984, The primary methods used to collect data were (a) observation of the
classrooms and (b) interviews of people in a variety of roles relsted to the

practice of vocational education at the secondary school level. In addition, we
administered two paper-and-pencil instruments to all students in the classrooms
observed, and we obtained a variety of materials about each program observed,

A fuller description of the types of data collected, the methods used to collect
data, and the schedule for data collection follow.

- Direct observation was used to obtain descriptions of what was occurring

in the classrooms.  Each classroom was observed by one and the same researcher
during four full periods of each of three weeks, with one- to two-week intervals
between. observation weeks. (That is, a total of 12 periods of each classroom
wa?iggbgegved.) The other three periods were used for other types of data
collection.

- _For the first few minutes of each class period, the researcher recorded
notes on_the -physical environment of. the classroom--the space being used, - the
arrangement of facilities, and the location of students and teacher within that
space. If the physical environment hadn't changed since the last record, that

was simply noted.

As soon as observations of the environmental context were recorded, the

researcher began-to record the first segment (the term we used to refer to each
observational unit). A segment consisted of 5 minutes--1 minute of observation

and 4 minutes of recording what was observed during that minute. This routine

was used throughout each class period. Occasionally, events occurred which

observers considered worth noting even though they fell at timés other than the
prescribed observation minute. Our procedure was to record such events and note
their timing.

13



Table 1

Eharaeter1stics of E]assrooms in the Study

Classroom School Subject matter Approx1mate ~ Grade ijgfpfﬁr
number number of the class student level Tocation
) i enroliment - ~ )
1 1 Agr1cu1ture 13 11-12 Rural
(Comptiters in
Agricul ture)

2 1 Agricul ture 31 9 Rural
(Exploring
Agricul ture)

3* 2 Business and Qffice 20 11-12  Rural
(Model Office)

4 3 Home Economics 10 11-12 Rural
(Consumer Education)

5 3 Home Economi cs 19 11-12  Rural
(Family Life)

6 4 Business and Office. 18 12 Suburban

(Related Instruction

for Those on the Job)
7 1 Business and Office 22 11-12  Suburban

(0ffice Procedures)

8 5 Agr1cu1ture 17 10 Rural

(Agricultural Business)

9 5 Agriculture 13 11-12  Rural

(Agricu]tural Mechanics)

10* 6 Industrial 18 10-12  Urban
{(Production Graphics)

11% 7 Industrial 24 10-12  Suburan
(Automotive Mechan1cs)

12 7 Distributive. 30 10-11  Suburban
(Beginning Marketing
and Bistributive)

13 7 Distributive 15 12 Suburban
(Advanced Marketing
and D1stribut1ve)

Heme ‘Economics - . 26 11-12  Yrban

b
-9
»
[« - 2N

These were douf1e-period c1asses, a11 otﬁérs were S1ngIe-per1od c]asses.
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_ Observations were recorded on a separate form for each S-minute segment.

Some researchers recorded their observations directly on this form; others wrote
in notebooks and- later filled out the observation sheets:. In one column of the
form; we wrote descriptive comments about what was occurring in the classrooi.
In the second column--at the time of observation or later--we noted inferences
or questions about the content of our descriptions. -A-copy of the form is found

in Appendix A; a sample of a completed form is included in Appendix B.

. At the initial stages of designing our stidy, we thought we would use both

unstructured and structured observation forms. - Our interest in using a struc-

tured  form came from a desire to have quantifiable data which could be used to
describe _and compare vocational classrooms on several dimensions {e.g., teaching
method; student activity, time on task). However, during the pilot testing of
our observation methods, we found that the structured form was not easy to use

(perhaps in our eagerness to be comprehensive we included too many dimensions)

and contrary to its "objective" appearance required judgments about what. cate-

gories on the form one ought to check. The pilot test made us realize that we
didn't know which predetermined categories would best describe vocational educa-

tion classrooms. At this phase of "progressive focusing,” we decided not to use

a structured observation form.

A semi-structured interview was used to obtain the views held by people in

different roles about the purpose of vocational education and its relation to
the rest of the school. Different, but comparable, interview guides were developed
for _use with (a) district or building administrators-=superintendents, assistant

superintendents; or principals; (b) academic counselors; (c) vocational educa-
tion directors; (d) vocational education teachers; and (e) vocational education
students. Copies of the interview guides are in Appendix C.

A total of 3 superintendents, 2 assistant superintendents; 6 principals, 9

counselors,; 5 vocational education directors, 1 assistant vocational education

director; 9 vocational education teachers, and 54 vocational education studerts
were interviewed. In determining the specific people to -be interviewed, we con-

sidered the superintendents, principals, vocational education directors, and
teachers as "givens.' In cases where a school -had only one counselor, he or she
also was a given. In the schools with more than one counselor, the vocational
education teachers- who -were participating in the study identified particular

counselors for us to interview. = The students we interviewed were selected by a
maximum variation sampling plan (Patton, 1980).. For each classroom we observed,
we asked the teacher to identify. three- students w.10 -benefitted differently from

Iﬁ:ei@iiﬁffﬁéﬁléié--ﬁ&ﬁe 7wﬁo had benefittad a great deal, one who had benefi tteﬂ
a_moderate amount, and one who had benefitted very little. We settled on_this

plan for sampling students so that we could talk with students who presumably

_ ___M1 of the interviews were tape recorded. - For the most part, they took
place during the second and third observation weeks. In a few instances, inter-
views with administrators took place after the third observation week:

r_Development Inventory (CDI) (Super, Thompson, Lindeman, Jordaan,

Tﬁe ba
was administered to all the students in the classrooms observed.

& Myers, T

ree
/

15

22



This instrument has been developed to assess career development and vocational

or career maturity. The CDI has two forms--a scnool form for use in grades 8

through 12 and a college and university form for use in higher education. The

school form was used in this study. The CDI consists of the following eight
scales; Career Planning, Career Exploration, Decision-Making, World-of-Work
Inféﬁﬂat1on,,,Knouledge -of Preferred- Occupational - Group, Career Development--
Attitudes; Career Development--Knowledge and  Skills; and Career Orientation

Total.. We administered._ the CD! during one of the class_periods of the third

observation week. Generally, in the one-period classes, students completed only

part of the CDI; in the two-period classes, they had enough time to complete the
whole 1nstrument

asaai the_ students in the classrooms. Th1s survey asked students to- proV1de
information about themselves, such as their _age, the courses in which they were

enroiled at_ the time, their reasons. for taking vocational education courses,

their grades in vocational education courses as well as overall, and their

career plans. A copy of the Student Survey is in Appendix D.

_ A varlety of other mater}als was also collected for each clas:room., a map
offthe school; a school calendar for the year; the student registration booklet
which 1ists all the course offerings in_the school;, including all_the_vocational

education course offerings; a curriculum plan or outllne for each class observed;

and copies of handouts, worksheets, tests, and other materials used in the
classes we observed, Each observer prepared a fairly detailed map of the learn-
ing space used by students in the observed classrooms.

We. also kept notes on- our conyersat1ons w1th teachers and others in the
school_ when those conversations dealt with what was going on -in the vocational

education classroom and the school. Each of us wrote a narrative description_ of

the school's setting (i.e., where the school is located in relation to the town
or city, the “feel® of the campus, the appearance of the neighborhood, -and
similar qualities). To supplement these written descriptions, we took photos of

the . school exterior and of the classroom interior when. students were—not present.

our exper1ence as researchers in this study--1ns1ghts, doubts, surpr1ses, con-
flicts, and so on.

, Iraingggr for data collection. We used several act1v1t1es to prepare
ourselves for data collection.. Five of us were invol ved from the beglnnmg in
the conception of the study and in the selection and development of data collec-
tion methods: Frequent meetings were held to clarify what information we wanted

to obtain and to refine our methods.

0nce we settled on- the methods we were go1ng to. use, we . "tra1nedﬂfog[-

selves to use them. -Pat Copa, who has studied and used ethnographic -methods
extensively, organized and -conducted training for us to develop our observation
and interviewing skills.  We read about and discussed the methods of observing

and interviewing, we used videotapes of vocational education classrooms and live

vocational education classrooms to practice observing, and we asked some voca-
tional educators to participate in practice interviews.



_To assure as mich consistency as possible in our data collection efforts,
we prepared a- "field guide notebook" which included details and instructions

about all of the data collection procedures. Each of us had a copy of the note-
book. _During the actual data collection period, we met occasionally to discuss

our progress.

Data Analysis

. In observation and interview studies, there is not an exact point at

which- data collection ends and analysis begins (Patton, 1980). As each of us
was observing and interviewing, it was both inevitable and desirable that we had
analytical insights about the purpose of vocational education, including the

ways in-which equity was being practiced. These initial insights were noted and
came -into- play later in our analysis. The first step in our data analysis was
the organization of the data.

___ Organization of the data. We actually began organizing our data when we
began _the data collection. Codes were used on all of our materials to designate

the school, classroom, and so on. The observation records and student surveys

were typed and the intervisws were transcribed as we went along. The data were
entered onto computer disks and then were checked for accuracy and completeness.
Copies of all the data were made for those of us who would be involved in the
data analysis.

— At this point in our work, a couple changes occurred in the membership of
our research team. Pat Copa, who had been employed to be involved only through
the data collection phase, officially left our team. Marsha Rehm, who had
experience analyzing narrative data; was employed to help with data analysis:

___Also_at about this_ time, George Copa read an_ article by Eisner, “Can

Educational Research Inform Educational Practice?" (Eisner, 1384). In this
article; Eisner argues that educational researchers;, if they are to increase the
relevance of educational research to educational practice, ought to "have an

intimate acquaintance with 1ife in classrooms" (p. 450). We believed that we had

gained this intimacy, but we felt inadequate when it came to Eisner's major

thesis: to capture nuance of educational practice and develop-theories which

will be useful to practitioners, we must develop a language capable of conveying

such nuance; Eisner describes this language as the language of criticism.

By a of criticism, I mean a language rooted in- the
humanities. This is a language that does not shrink from
metaphor, that does not mute the voice of the writer, that
recognizes that form is an inescapable part of meaning. By a

.}E’l@,@gz of criticism, I mean a language perceptive to what
s subtle, yet significant, in classrooms and schools--a
language that uses the artistic, when it must, to render the
subtleties of classrooms vivid to the less discerning. When

well crafted, such a language provides insfght and the kind
of guidance that the emotionally drained language of propo-

sitions cannot provide. A language of criticism will _not

provide prescriptions, but it can illuminate precisely those

aspects of classroom 1ife that propositional discourse cannot
17
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locate. It enables the -teacher to see and therefore to have
a ba:i;)on which his or her intelligence can operate.
p. 45

Marsha Rehm's first task was to exp]ore the language of the human1ties for

concepts to help us develop a framework for amalyzing and descr1b1ng what goes
on in vocational education classrooms. This framework was used in analyzing the
content of our data.

Eﬁntéﬁtsanaiysis - SJneetue ‘were most 1nterested in_ what the c1assroom

oBservatlons, 1nterV1ews and student surveys communicated about the purpose of

vocational education in the secondary school, we used the research technique of

content analysis to objectively, - systematica]]y, and quantitatively describe the
manifest content of these communications (Berelson, 1954). The unit of analysis
which we used was the theme. We sought to identify the major themes about -the
purpose -of vocational education which were expressed through both the behaviors

and words of the students, teachers, counselors, and administrators.

To identify these themes, we each read all the observat1ons, 1nterv1ews,

and student surveys from each site. After independently identifying themes for
3 site we met to compare and discuss our lists. _This process involved: discuss-

dissussions were far from neutral and harmonious. Each of us . brought to this

phase of data analysis our particular perspectives and biases about vocational

education. Also, the person who collected the data on a particular site pro-

bably felt especia]ly insightful about the themes which best characterized that

vocational education program even when the other proaect members didn't share
that characterization. Since five of us were involved in this ana]ysls, we were

- " abl&® tr check” one’ anovher; to bring us back to our data, and to increase the

objectivity of our analysis; Having several people with different backgrounds

and _perspectives involved also increased the l1ikelihood that we would capture a

number and variety of themes. The process of each of us reading all the mate=

rials from a site, identifying themes for it, and then meeting to discuss our
1deas was used for each site.

neke,fommonalitjes in themes across sites. The . question was: Are the voca-

tional_education classrooms we observed unique in_their purposes, or do some

purposes function across the classrooms? Our judgment was that there definitely

were common purposes evident in classrooms regardless of their location or sub=
ject matter.

The next step became that of - 1dent1fy1ng and c]ar1fy1ng the meanings of the
themes which ran throughout the data. This was. done with an iterative process

of rereading data, redrafting the 1ist of themes, and refining the meaning of
themes .

- Once the major themes were agreed upon, We- Worked to estab11sh re]iab1]1ty
in the coding of data-relating-to each of the -themes. We were concerned about
eonsistency among analysts. To develop consistency--that is, that different

coders would produce the same results when they applied the same set of themes

to the same content--we went through a series of codings and clarification of
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themes until the three analysts achieved a correlation of reliability equaling

;78 and .76 on two different samples of data. After about half of the data were
coded, the three analysts selected another two samples of data and checked con-

sistency among their codings. The reliability scores on these samples were .71
and ,79. Considering the fact that the 3 analysts were coding for 15 themes, we

decided that we could feel fairly confident in our themes and coding procedures.

- _-Interpretation of data. After all the data_ were coded, printouts were

obtained for_each theme and the interpretation of the data was undertaken. By

reading the material for each theme over and over again, we developed for eack

theme a conceptual. framework that guided our description and interpretation of
that - theme. Except for the theme on equity, each theme was developed by a
single person, During this time of writing, we -met weekly to discuss our inter-
pretations. The remainder of this publication is a presentation of our themes--
the purposes manifest in the practice of vocational education in the secondary
school,
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CHAPTER III
BUILDING COMPETENCE®
This chapter focuses on the feelings of competence students experienced in

the vocational education classes in our study. After analyzing the data we were

able to identify three types of competence experienced by the students. The
first; skill competence, refers to competence which results from learning tech-
nical and interpersonal skills. Skill competence -is  generally derived from
skills and _indicated by results which are relatively -easily measured and
observed. - This measurement and observation can, theoretically, occur without
great -consideration of the person or context. The ability of a student to weld

two pieces of metal, apply ink to paper;, or sell a product are examples of skill

competence,

A second type of confidence labeled personal competence concerns students'

self-esteem. Rather than students' confidence in themselves; this sense of com-
petence refers to the notion that students 1ike or accept themselves. . Unlike
skill competence; personal competence includes items not easily measured or
observed. We also noticed from our data that students were not as 1ikely to ex-
press this type of competence. However, adults were aware of personal competence

as an intended purpose of vocational education and éncouraged its development.

Contextual competence, the third type of competence, involves an interac-

tion-of skill and personal competence. Contextual competence is the competence

resulting from students becoming aware of their own abilities and how these
abilities relate to the needs of society around them.

I Can Do It==Skill Competence

_ Skill_competence is when stidents become competent in technical or inter-

personal skills. Competence in these areas give students the feeling that "they

could do it." We saw evidence of both interpersonal and technical skills being
developed in vocational education classes even though technical skills were more

prevalent than interpersonal skills. Whereas technical skills referred primarily
to students' manipulation of objects, machines, and processes, interpersonal
skills were the skills developed by students- to -assist them in their relation-
ships with adults and other students now and in the future.

___ Teachers talked about technical skill development and its application to
other areas of the student's 1ife. However, they were also concerned with the

interactions among their "family" of students. In the agriculture program and,
to an extent, in the business and marketing programs; vocational youth organiza-
tions provided a way for students to become involved. Student organizations
provided a structured system to develop these interpersonal skills. Students

FTheme author was Steve Scholl.
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developed leadership abilities and a "family® identification as a result of
belonging to an organizatjon._ -Even though a- youth organization did not -exist
for the printing class, the teacher often mentioned how well the students in his

class got along and how this helped the students work as a unit. He explained

how he encouraged this "togetherness" by having the students in the class over

to his house to swim in his pool and by providing doughnuts and orange juice for
them on selected Friday mornings.

~ - In an auto mechanics class the teacher also encouraged interpersonal skills.
He stated, "I keep stressing this interpersonal stuff--a nice fun environment."
In his words; "Yeah, I suppose the instructor kind of defines the program."

The teachers' intent1on to deve]op 1nterpersona1 ski]]s became apparent to
the students. Some students had experiences in class and in youth organization
activities where they learned to interact with other people and were confident

of their ab11ity to do so.

tikg getting to know peop]e, 1ike in school here I get to

know more people and stuff like that, and it makes me feel

more comfortable when I go meet peopie.

Well, I've met a lot of people through FFA, and I've learned
lots of stuff. . . . Now I'm convident.

This self-confidence in 1nterpersona1 relationships was aiso aoticed by

teachers. The food service teacher commented,

some of our kids have developed -that- 1eadership Fole in the
food service class. . . . the. @1d43tﬁdé@§§vh§]§ the new stu-

dents and_remind them_how to turn the mixers_on and that kind

of thing and will take a leadership role, because one teacher

can't serve thirty students at the beginning of class when
everything starts up. And I see them giving leadership
through this class and then self-confidence.

‘Students' Perspectives. When we asked students about the. purpose of their

vocatTonal education class, why they were taking it or how they would benefit

from it, they offered answers which emphasized development of skills.

I wi]] know a11 I need to know about foods and cooking.

It s improved my typing ski]]s considerab]y and working on
the dictaphone has taught me a lot. Now I do typing from the
d.ctaphone. I send letters and memos for our insurance com-

pany.
I've 1earned 1ots of stuff abouf seeds ana p1ants « « o and

small motors. . . . Now I pretty much know it.
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. As a rzsult of the development of skills, teachers saw Students becoming

more self-confident, Even though achievement and attention might be frighten-
ing, development of skills in vocational education provided enough sustenance
for them to face -up to that fear. One student described her new ability to

speak to a group which resulted from experiences in an agriculture class.

I may be scared; but I'm not as scared as I used to bs. I

remember in. seventh grade I had to get up and read from
Reader's Digest, a story about a car. I read it so fast and
huirii&iy,é%iﬁl was so-scared. I didn't know it; and people
kind -of laughed and said, "Look at her," you know. And now

I'm in_a speech unit in English and now I can just stand up
there and read it and it's no problem, and I really like
that.

Similar feelings were also described by students in other classes, such as the
student in the production printing class.
At first it's presses, and I thought no way am I ever going
to run that and I kind of put it as a goal to myself to learn
how to run this thing and to run something off myself. And
when I did it I was real happy with myself. The first time I
ran something off I just thought, Wow!
. Teachers; principals; and counselors also noticed the increase of students’
self-confidence which resulted from a feeling of technical competence.
Andy (a vocational teacher) sent (some of) his (students) to
a toastmaster's group. You should see some of these timid
little souls who are taking the course . . . all of a sudden
they're up--and banging newspapers on desks and giving
speeches. They're feeling good and walking tall.
So I've had a lot of students say, "Oh that's kept me -in
schooi,” or "I've enjoyed it so much and want to stay with
it," And that's kind of nice too, because then I think not
only do they stay in school, they do well in class, and they
find themselves doing well in their other classes.

~_In the production printing class where it was crucial that students master

the skills of the offset printing process and produce timely results, there were
numerous examples of competence developing. When a student was given complete
responsibility for a $25,000 duplicator; or allowed to administrate the business

and clerical activities of the sale of graduation announcements and other re-

lated cards and inyitations, self-confidence developed. For example, a student
responsible for the duplicator said that there was no need for his instructor to

check his adjustments and maintenance of the machine because he knew how to do
it.

 Adults' perspectives. It often came through in our discussions with the
at students were intentionally being encouraged in their development of
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technical skills which would result in self-confidence. The following examples
make that point:

'something that's worth someth1ng to somebody" so that "the

kids get a 1ittle more confidence."

The. food service teacher said that "exposure to specific
skills" and -the -practice of those skills; which teach them
their. "competencies"-and "what they're good at" was the pur-

As a result of the feedback that we observed students rece1v1rg, encourage-

ment was provided for developing skills leading to self-confidence. Here are
examples from our field notes of how the feedback students received regarding
technical skills affected self-confidence:

Ten stuﬂents a teacher, and an_aide in dining area. Teacher

had just talked with female about the dream whip. Told her

it would have been thicker had she beat it first l1ike the

directions indicated. Teacher sitting across from female now
in- booth. Teachér,gets up and sort of whispers to female,
“It was -good.® Teacher goes to dishwashing area, "Well,
guys, this was fun.”

Teacher is helping the students on 1250 (printing press).

leans against the wall with his hands in his pockets and asks

them questions, seemingly understanding what the problem is,
but wanting them to figure it out. He then puts his hands on
the- machine -and -begins tb;make;adjustmEnts. He then stands
back and tells them to start the press up again.. They do.

Everything seems to be working fine. He takes one student

and slaps him on the back real hard, congratulating him on
doing 2 job well done.

-What feeds skill competence? Bu11ding upon their 1nterpersuna] and techn1ca1
skal]s, students - developed- their feelings of competence by taking on respon-
sibility -and achieving: The -example of the. student in the printing class who,

by himself, was in charge of the graduation_ announcements or the student who

took charge of the. $25,000 duplicator .indicated how students developed their

technical and interpersona1 skills by accepting responsibility. In the case of

the student who administrated the graduation announcement business, the student
had volunteered, while the student responsible for the duplicator had been asked
to do so by the instructor. - In each case, however, the students had to develop
a sense of respons15111ty and work hard to maintain it.

auto mechanics the only gir1 in the class was the shop "foreman." App01nted by
the teacher on the basis of her interpersonal and technical skills, she often
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received tasks requiring her to get boys a foot taller and one hundred pouiids

heavier to follow her direction. Her attempts at achieving this goal and some-
times being successful attests to her competence and the self-confidence she

displayed in the class.

The concept of responsibility was described by the vocational education

teachers. Besides wanting his students to be productive, the printing teacher
also perceived development of -responsibility as an objective. He sequenced a
student's assignments keeping in mind _the student's technical and - interpersonal
competence; Only when a student demonstrated competence on a particular assign-

ment could that student qualify for one which was more complex.

. One teacher was aware of the attainment of responsibility through class or

&@Q;h,organization activities. Referring to the students who arranged their
district banquet, planned the meal, set it up, and prepared the meal, he said,

“Those who worked on the banquet learned something--learned to be responsible.”
By taking on responsibility, students had the opportunity to achieve. Through
FFA_(Future Farmers of America), OEA (Office Education Association), and DECA
(Distributive Education Clubs of America) students had the opportunity to enter

contests and elections. There were district, state, and national contests and

elections.

_Another example of developing ski11 competence in a classroom occurred in

the printing class. Four students were attempting to print four thousand Sheets

of three colors of NCR (no carbon required) paper without the teacher's

assistance. Because the final product was to be glued in triplicate, a mistake

on.- any one sheat would mean sheets of two -other colors would need to be

discarded, After over an hour of set-ups and adjustments, four students had the
stack of paper running through the duplicator. When they had finished the stack
without a malfunction, there was elation and pride in their achievement.

1 Feel Good About Myself--Personal Compeieiice

__ Personal competence, the second category of competence we identified

included those examples of competence which helped students feel good about
themselves-and resulted in positive self-esteem. The extent to which students

accept or like themselves or the degree to which they feel that they are respon-

sible all contribute to personal competence.

. _Intent. = There were many examples in the data iadicating that personal
competence was an intended part of vocational education in_the school's curricu-

lum, Because teachers seemed more able to verbalize such feelings than Stu-

dents, and were_ more closely involved with classes than administrators, they
provided most of our evidence. When asked why he taught what he did in auto
mechanics, the teacher replied,

So that they can do it in this class and feel good about it.

It gives them some personal reward . . . . They have a per-

sonal, - immediate need . . . . Their goal is to feel gOOd

term things.
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When asked to descr1be the most 1mportant part of h1s JOb he exp1a1ned

"healthy.
As to the a;;aagé of séeﬁaaa;y vocational éaaeaﬁ-af., he .é.aia,

success. Many 11tt1e chal]enges through this string of suc-

cesses can help develop their self-image.

~ The role of the téacher to foster personal competence, was shared by other
1nstructors. A d1str1but1ve education teacher provided this account:

They do have something,to contribute. The idea is to Bring

that out. Because a lot of people have poor self-image. And

I think part of the idea of the voc ed programs . . . a lot
of kids_in the lower end of the class rank, is to include the
idea of self-image and- self-worth. _ Show that they - have

impcrtance and show that they have something to contribute.
Because there are lots of kids academically on the scale that

don't have anything knowledge-wise l1ike that to contribute,

and to show the value of what they have. Because everybody
has to find their niche. A lot of kids don't perform well in
school because they don't see any value in themselves.

Th1s same teacher seemed to be very'aware ef the need for students to develop
their sense of personal competence, as is indicated in this statement:

To many teachers, what s the main gripe from students here

about teachers is they never let "me" say anything. They sit
in class and lecture for a whole hour every day and I never

get to say anything. I remember uhen 1 was in sehoo] _and - I

you_ let,tnem say it . . . it develops them. I _mean. it does

something for them. It gives them a sense of worth and con-

tribution. Sometimes it might not be right on key. But it's
important for them. We can always get back to the subject.
It's important for that person at that point in time.

Students did not readily percejve the 1ntent1on on the part of teachers to
develop personal competence. - They didn't indicate that they were in a class be-

cause they wanted to feel better about themselves. = Rather, they just wanted to

fix their car, or learn to farm better, or get a job. But in some cases there
was ®n indication of some awareness of personal competence that was generally in
this form: "I personally just wanted a -job to-prove I can accomplish something."
We can infer -that:  accomplishing something is the students' ways of feeling

better about themselves--personal competencz.
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- __-Developing self-esteem. Although students may have been limited in the
ability to express feelings of self-esteem, they were able to notice changes
within themselves. For an agriculture student, the changes were easily
recognized.

I used to run around, even in school. . . . When I was sad I

always pretended to be happy. And I don't think that's right
now. _If I'm sad, I'11 be sad and ag kind of says, "Be your-
self." In our school, it's really not the in thing to be in

ag and FFA, and I want to help make it the right thing: But
it was a major step to take this and go into something and

find you 1ike it and not care what anyone else thinks. . . .

Yeah, I can be myself.

With this student, we also might assume that her self-esteem has improved, as a

result of the vocational education class, so that she is no Tonger corcerned
with what others think of "ag." As students urged her to be herself, and feel

better about herself, she can be more confident in her decisions. An explicit

expression of personal competence came from a student who had competed in a
youth organization contest: "I felt that I did real good. 1 placed seventh out
of I don't know how many."

~___Teachers, counselors, and administrators described results depicting personal

competence. Many counselors felt that there needed to be a vocational education

program to serve those students "that are definitely not college material,"

students who are "not academically-oriented." It was_ thought that vocational

education benefited them: "Yes, it makes them feel better about themselves.
Accomplishing something."

Principals also noticed personal competence resulting for certain students
as a result of vocational education.
Okay, for some of our Kkids, _those three departments are
probably a salvation for them being here. . They're probably

in- some cases, to the kid the most relevant thing he's
taken. And we'll have kids that will go to home ec and get
involved in a sewing class and hate every other aspect of
school. 1It's something that for some of our kids, it's a

way that they can learn. I guess I'm convinced that not all
kids can learn by all lecture or all reading. We get a kid

who can‘t read, that doesn't mean he's dumb because he'll

learn: So; for some of our kids I think it has a profound

effect; And they probably find more success in those courses

than they ever would in some of our more “academic areas:"
So I think that has a tremendous affect on the kids. It has
an affect on the kids own self-image.
The distributive education teacher, however, saw vocational education classes

potentially increasing self-esteem for all students.

It gives them an opportunity to develop a respect and pride
in what they do and their self-worth and opinfon of them-
selves comes up.

27

33

v



1 Know Who I Am; Where I'm Going, And Where I Fit--Contextual Competence

The third type of competence; contextual competence; is students developing

the ability to interact effectively with their environment. Students accomplish
this by having a-sense of awareness of who they are; a feeling of being a part
of a_group; knowledge of where they are going in life; and a conceptual scheme
for organizing the phenomena in their environment. It differs from the former

categories because it is dependent on interactions a student can have with the

environment. Whereas technical competence includes the skills students developed
and while the notion of personal competence focused on students' reflections on

their own ability, contextual competence is the application of these other com-
petencies in one's environment--in practice.
 Generally knowing what to do. Contextual competence involves students

becoming less fearful of facing the future by having an understanding of the

structure of their environment and their ability to deal with it. - This was

clearly communicated by a counselor, summarizing the purpose of vocational edu-
cation.
The whole thing -is them that there's a real value in
vocational education. : . . I think all of that is a very

important part of a secondary program. . . . It does so -much

to give them a broad perspective to the whole business of our

communities, whether it's the natfon, the state, the region,

whatever.
To students, this was generally interpreted as an intent “to teach you what to
do when you're on your own", "when I leave home", or "because it has erthused

and encouraged me" for future endeavors: We can anticipate that many students

would have agreed with the student who said,

I just think it's one of the most important classes anybody

could take. I mean, if I had my way, it would be mandatory.
Because it's important to learn about your environment, your

. Self-awareness. Besides a feeling of knowing what's “out there"; there is
also a contextual competence of students becoming aware of and gaining control
of thefr living in a larger society. A counselor thought of vocational educa-

tion in this sense; stating that,

It gives the students opportunities to find out who they are

and where they are and where they want: to go. - What they can
and can't do. It gives students experiences that they could

get no other way. That can give them some ideas as to what
direction they want to go.
The competence developed through knowing yourself in comparison with others

was expressed by a student.
I think it's to help you for your own understanding of others
and yourself. And you really learn a lot about how to handle
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different relations and stuff. The purpose is to help you

just understand others and yourself.
For most, this self-awareness focused on career exploration.

But.it's helped me to understand myself a 1ot better and how
to- handle my emotions and everything. And I think it will
help me when in working and my czreers and stuff, too. Like

what situations I get into, how to handle them.
World of work. Another kind of contextual competence was that which applied

f& the world of work, being prepared to work. Some students considered this
type of competence as something to facilitate a job or schooling.
1 just did that for the competition, then I found out that I
was really good at it. I didn't know that; so it's helping
me in two ways. One, it's going to help me in my present job
and the other one is 1it's going to help me in further
schooling.
Others thought of it in more general terms. In most of these responses,
reference to a career in business was made.

To get experience, to get the training that you need to get
you ready to go out into the business world, if that's what
you choos: as your career. It helps a lot, it really does.
You grow up a lot.

To learn my abilities and strengthen skills needed in a busi-

ness career.

It gives me the opportunity to learn all the different skills
needed in the business world today.

ﬁe.i é’t.i,o,:ﬁ, ’I, R ST J‘gﬁé;ii:céﬁ;élf: -

_The most apparent relationship between the types of competence was “the

relationship between skill and personal competence and contextual competence.

Skill and personal competence seemed to develop before contextual competence.

- .-Skill _to personal competence. The contribution of skill competerce to the
development of personal competence was very noticeable in the auto mechanics

program. In this class, the teacher's principal objective was not only to teach

his students the technical aspects of auto mechanics, bvt to use their learning
to improve their self-esteem. The following quotes are provided by the teacher
at different times during the research process:

One-of my. primary goals in this class is for them to have the

feeling of self-confidence that hopefully will spill over

into_everything else they do . . . it's good for their self-
image, their feeling of self-identity. And of course it's a
vocational course so that, hopefully, some of them will learn
mechanics.
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niea] competency bat their 1nter-persona1 social deve»opment

I try to give them as much practical experience . . . partly

to develop a positive self-image, "I can do."
From these examples it is evident that this teacher intentional™y used skill
competence as a vehicle for enhancing personal competence. A student quoted

previously from an agriculture-class remarked feéling that "I can be myself,"
expressing satisfact1on with se]f

. eontzlbutxons_to,contextual‘competence, The reiat1onsﬁjp between skill and
persona] competence and contextual competence was less explicit. There were
references to skill competence contributing to one's intended Success in the

business wor]d

you ready to go out into tﬁe Business world, . . . It he1ps a
lot, it really does. You grow up a lot.

A student in an agriculture class who wanted to become a vocational
agriculture teacher presented a- rationale- for & career choice involving con-

textual competence. The student stated that it was "important to learn about

your environment," and "your surroundings," and interactions with and affects on

the people in that environment.

. One_ teacher indicated how student's by skill and personal competence could
contribute to contextual;competence;by stating that "if the student has some
self-confidence, some belief in himSelf or. herseTf and knows what is out there,“

ﬁééoid1ﬁ§ to. é,director students aeveiopea a “good 1mage, a se]f 1mage " and

they will become - “better worker$ when they do get out, . . . they can succegﬂ "
This director saw students' development of work skills (sk111 competence) and a
good se1f image (personal competence) as leading to career success (contextual

competence).

ﬁ::::: [

I th:lnk seconﬁrg education is primarily for dévelop.ing the
whole person, not Just occupational competencies. . . .
Challenging them in a way that not only develops their tech-
nical competency but their inter-personal social development.

(Teacher)




~ CHAPTER IV
APPLYING THE BASICS TO AND FROM*®

... Application has a variety of meanings. In education, application is often
referred to as ij:fjﬂg something to use. Bloom, _Engelhart; Furst; Hill; &
Krathwahl (1956) address application in their third level of educational objec-
tives involving the use of abstractions in particular and concrete situations.
The term, abstractions, is used to refer to "general ideas, rules of procedures,
or generalized methods" (p. 205). Application, then, is the use of abstractions
in. concrete situations. Bloom et al. (1956) seem to use application as a
bridge;- spanning the distance from knowledge and comprehension to the _higher
order objectives of analysis and synthesis. In vocational education, it appears
that application provides %he bridge from students' knowing to students' doing.
Although the journey betwern knowing and doing could be made_without_the help of

the bridge of application, it is -an important aspect. Because secondary stu-

dents are of an age and developmental level when skills in application are deve-

loping, they need and can benefit greatly from experiences where application can
assist them in making use of what they know. Activities high in practical uti-
lity for students' lives serve as the bridge from their knowing to -doing, and
enhance their ability to use knowledge, not just for their school activities but
in thinking about their future.

_ Application as a bridge can be thought of in different ways. Most impor-

tant is the way. in which application is perceived by the principal characters.
In this case, the characters, students and school adults, have distinctly dif-

ferent perceptions of application. A second way of thinking about application
as_ it exists -in_vocational education is the relationship betwezn theory and
practice. Consistent with the definition of application as stated by Bloom et
al. (1956), application in vocational education generally involves the use of
abstract knowledge to solve a problem; complete an activity or consider one's
class. What does it look 1ike? How is application incorporated into the curri-
culum? Another way of thinking about the application process is to focus on the
method by which students are induced to participate in the application process.

Students seem to have a need for something to get them onto the bridge. Often,
with sheep a shepherd must use -a hook to get the sheep started across a bridge.
Although sheep may have difficulty crossing a rapid and deep body of water, they
are not accustomed to using a bridge. Students also require such a hook, which

often takes the form of an activity having a high degree of personal relevance.
Different Views of Application
There is the story of the group of blindfolded men touching different parts

of an elephant and offering different descriptions of what they thought they felt.

So it was in the case of the perceptions of students and their teachers--they

*Theme author was Steve Scholl.
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had differing ideas about application in vocational education classes: Student

generally remarked that they did not think knowledge from their other classes
was being used extensively in vocational education or vice versa. Teachers made
statements -indicating just .the opposite. Students and- teachers differed in
their thinking azbout application. on - three dimensions: 1levels of-abstraction,

 Levels of abstraction. When describing their perceptions of the applica-
tion protess, students typically offered examples which were noticeably more

involved the use of explicit skills learned in one class being used to do
assignments in another: The use of the skill of typing was an especially preva-
Tent example. Many students from business and office education classes remarked

that because they could type, they were able to do their reports more easily and
the final product would look more polished than without typing skills. One stu-
dent explained that because of typing skills and some spare time, "last year I
made $60 during term paper time." Students also realized that other skills,

student remarked that, "In woods (woodworking class) one of the machines broke
down and I fixed it." Students also commented that they learned to use calcula-

tors, rulers, and other tools and machines and after learning to use them in one

class, they became useable in other vocational education classes.

- Typically, students were not able to abstractly make the connection between

experience: Such was the comment of a student who described the relationship

between a math class and an office occupations class.
Student: It is a . . . class so the math that we do in
this class is harder than the math that we do

I1t's different than what we're doing.

Interviewer: It doesn't give you a place to use it?
Student: No. Well it might, someday.

A graphic -ar‘ ;- student -said, "English is -learning about English and the only
thing graphic in English is looking at a book." This same situation was made
clear by a distributive education student who, after analyzing all of his

classes, commented on the lack of application he perceived.
Interviewer: Do you see what you've learned in other courses
[ as bé'lng iiSéﬁi] 'li!l;th'ls,,c'la'ssl,,, oL Ll ~
Student: I-don't really think so. _They're-all kind of
different. They're not really interrelated.
There's chemistry which has nothing to do with
marketing. - Math, though, might because I'm
o pretty good at numbers and everything.
Interviewer: You use those?
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Student: Band, really not much. History, kind of because
we learn how business was back in the 30's and
everything. That's where we are right now in

- . . histaiy; - - T - ol D

Interviewer: Do you find that you key into the business part
of history a 1little bit more because of this or

I something?z .

Student: Well, kind of. 1 think unconsciously. o

Interviewer: Have you been able to use your math quite a bit
in this class?

Student: Not really much.

The- responses of school adults were often the opposite. An example of this
adult perception was that of an agriculture teacher.

To learn an ag technology skill or theory or principle that
you can keep forever and use it when you need it; I think is

more - important than being- able to memorize forty-seven her-

bicides you can use on soybeans. To know that the herbicides
are there and to know how to select and properly use them is

a skill and that is what I think they should learn.
In his statement the teacher emphasized the importance of abstract theory or
principle, while placing it in a long-range time frame, over the ability to
memorize concrete; specific facts.

__Thus; while students often perceived application as using specific skills

or_tools, the perspectives of adults were significantly more abstract, involving
higher order thinking skills such as ideas, concepts, and problem solving stra-

tegies. The students' examples also had more of a physical quality as compared

with the more cognitive aspects in adults' statements. Above all, there was

consensus - among adults that application does exist and that it is an intended

part of education, as stated by a school district administrator,

To a certain extent, I think, the reading, wath, writing,
those things would be similar because vocational classes
attempt, to some degree, to get kids- to do -these things. _To
do_-some research -kinds -of projects, library work, . some

problem . . 5 and 1 think those are some of the common
grounds for all subjects: . : . Well, I think certainly the
math skills, I guess, are the thing we hear more about in

terms of students coming or not coming with certain skills.
In terms of reading . . . certainly the reading-and following
directions is part of almost every vocational class.

Later, this administrator added the following comment:
Well, I think, almost every program probably has as its goal
to get young people to begin to assume some responsibilities
for themselives.
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Bne teacﬁer saw cha11enge could be combined with problem solving to provide for
an application experience.

If I know that they haven't been exposed to a particular
problem that they're having; then I1'11 go back with them and
work With,fhéﬁ and explain to them what I'm doing to make it
work: - But if I feel that they have enough knowledge; had
been shown enough, and had enough time te solve the problem
themselves, then I'11 let them do it themselves. I'll let

them wade through it themselves.

__ Several other abstract elements were part of adults' statements about
application. Included among them were these topics and responses:

o self-eeneept

Yég;f Their ability to read and to write 1s app1ied in this
class. Those students that can't read and write, I'm not
going to be able to help: miuch: Because a few of my: students

come in at; l1ike a third grade reading level. I give up on

that, obvious]y. I compensate. I bail them out some other

way. - Well; I put the focus on hands-on activities, then,
because I don't want to further shatter their self=concept by
having them flunk out of auto mechanics just because they

can't read.

o concepts, ideas for writing:
ijiéEi I can't say I've seen examp‘les of 1t but 1 wou'ld
certainly=-1 would almost have to assume that that would hap-
pen. - That would be difficult for me to comprehend not being
able to take some of these things into other areas. -Whenever
you're dealing-with some of the _products and stuff like that

and your uriting labs and stuff like that, you're going to

probably write about some of the things that you did.

0 exp1oration:
So it's getting a taste of that aréa that you can See
already.

o motivation:

. . it teaches the basic ski]]s or reinferees the basic
sk111s and gives them motivation for their other classes.

I would think that if 1t was doing its job it would make
those jobs more=-they would be more motivated.

o knowledge:
34

40




Then I try to, kind of, build and expand on what they've done

there and use that for teaching them additional skills or

some additional knowledge that they can use.

o decision=making:
I try to give them more decision making skills, looking at
the options . . . they get a lot of the theories.

Probably the most important single purpose of a vocational

program to me is teaching the work ethic, teaching students

so that they know what their responsibility is as employees.
-~ Temporal differences. Students and adults also differed in their percep-
tions of application along a dimension of time. Students thought of application
in_the present tense, with short-term implications, while the perceptions of

teachers and other adults referred to a process in which knowledge from past
experiences would be used in the future. Typically, students might have viewed

application as a one-time occurrence; and adults conceived of application as a
continual, pﬁigﬁihg process.

_ When students talked about application they offered exampies in -which

current or recently acquired knowledge was used in presently occurring activity,
such as the use of:

o math in food measurement;

o general science in recipe ingredients for a recipe;

o chemistry in internal combustion engines;

o accounting in office recordkeeping;

o consumer education experiences in studying advertising in psychology; and

o general grammar in writing reports.

A limited number of students were able to acknowledge the application of

past experiences to the present or future, but not to the same extent as adults.

Here is a typical example from a graphic arts student:
Back in junior high we learned a lot about 1ight . . . and I

moved right into camera the first time I was here (in graphics
class). I just kept on learning about the - different 1ights
and the colors and stuff. . . s If I hadn't had science, it
would probably have been harder.

__In other examples, students demonstrated that they were cognizant of past
experiences having utility in their present lives. Regarding the future, the
35
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idea_that present vocational education experiences could be applied in occupa-
tions was the predominant example. This statement of a student- in an office
procedures class was representative of thisz perception of application:

And_on my resume 1 can put down all these machines that I've

learned in here and it looks pretty good on a resume, all

these machines, so that's really helped me and if I didn't do
that, I probably, if I didn't take this class, I couldn't
have done  that. I wouldn't have such a good chance of
getting a job.

__--While students had this limited future perspective; teachers and other

adults were able to demonstrate a perspective which was much more integrative,
incorporating past, present, and future experiences into a comprehensive

perspective of application. This was the nature of the statement of a home eco-
nomics teacher. Identifying the relationship. with past experiences she
described her consumer education class as one in which,

We kind of take and build on what they got in ninth grade

civics, what maybe they've learned in business math and maybe
what they've learned in an accounting class or something 1ike
that. - Because a lot of my students take those kinds of

courses. Then I try to kind of build -and expand on what
they've done there and use that as a basis for teaching them
§@§1t10ﬁ51 skills or some additional knowledge that they can
use.
This teacher then indicated how learning was to be applied in the students’
futures.
Probably the most important single purpose of a vocational

program to_me_is teaching the work ethic, teaching students

so_ that they know what their responsibility is as employees,

and going along with that, maybe a 1ittle about economics.
The idea is that business and employees don't have to be ene-
mies, That, if this country is going to survive its ecenomic
problems, we had better start working together. Those_kinds

of things. Also, teaching them some reasoning skills because
they_ are going to _be changing jobs so often, it appears.that

the specific job skill isn't as important as the work ethic,
the reasoning skills--the ability to think, and the ability
to learn. The ability to learn on their own. I think my dad
is a good example of that. He started as a welder, changed
to an electrician, had to go to night school to do that, was

an_electrician for twenty some years, then went into electro-

nics, learned by reading, by taking some courses. I think

that is an excellent example of how training for one job
isn't enough.

However, some teachers are very aware of the thinking processes of high

school students and understand the benefits of having application used in the
more immediate sense as well.
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It's kind of hard to isolate learning and say well, we're

going to get this lesson and then if the student doesn't see
the value of it . . . kids see it right away, they can't work
on long term goals. It would be nice if we all did. _Bit
even some _of us won't work-on a long term goal. . -, . They

see the effects, they see the cake made, they see the person
eat what they have prepared and they're complimented on it.

That's what kids need. And, hopefully, we do that in acade-
mics too, but we don't always do that. I think we do it much
better in voc ed.

- _Purpose of application. _Students were more econcerned than school adults
about” immediate personal benefits. Students most frequently described applica-
tion when it was associated with something they had to learn or do, especially
when it was associated with developing a skill. The skill could have been one
developed in another class that was applied in their vocational education class,
or vice versa. However, it seemed that students needed to have a certain skill
in order to be aware of the application. Typing was a typical example of a
skill used frequently in_ students' discussions of application. Students in
agriculture and industrial edication classes applied skills in using computer
keyboards .

_____The students' perceptions of application also focused on preparation for
future 1ife situations. There were references to learning how to "shop_better,"
"keep finances" and to "1ive more efficiently.® These expressions were generally
less frequent than the present focus which was described by many students.

- Students also were, to a limited extent, seeing application as a way to

improve interpersonal skills. In one example, students realized, “There's

different ways you can handle that person" and "I can discuss more openly in
class. . . . It's helping me to talk more freely in class."”

__In general, however, students' perceptions of the need for application
focused on the need to do things that would have immediate personal relevance
such as solving problems, writing reports, building, repairing, or record-

keeping. = Students were more able to talk about application when they received a
great deal of satisfaction from doing something or thought that they would in

the future. For a student in auto mechanics it was repairing cars, for _a stu-

dent in home economics; it was food preparation. Similar examples were evident
with students- in agriculture and industrial education. = For a student in busi-

ness -and office education, it was the interest and knowledge of employment
possibilities which became important in application. For an agriculture stu-
dent, it was an interest in computers which that student wanted to apply to
agriculture.

Adults in the school had a more -abstract view of application. In some
cases, such as when they referred to bringing "realism" to students lives, there
was: an indication of satisfying students' subjective concerns. In gereral,

adults’' examples of application were associated with providing meaningfulness in
the lives of students. One school administrator said this:
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science and physies in the earher years, mayhe up to. grade
10, somewhere in there. But then there needs to be a way for

young people to try out some of those theories, make some

mistakes and do it in an educational setting with people that

know and care and can help. So that as they move along in

their education, whatever they might do in the future,  then
they'11 have both things in their back pocket, a knowledge
and a skill that they can apply.

The fééd Séi‘ﬂéé teacher saw app'licafion as workin ng through problem solvi ng

situatwns and snilrlnanzed this perSpectiVe in the following way:

catiori. e e AppHcation of math skﬂ1s, app’lication of
reading skills, app]icatian of, you know, kids begin to

wonder why -it's important to learn how to read. Well, then

you hand them a recipe .and. they really realize that ny

heavens, I do have to read step one and I have to go in a

logical order in order for the product to turn out. So I see
vocational programs, well, number one, I see them giving stu-
dents exposure into areas of work that many of_ them seem to

have _an - inkling -for; or _a 1ike; or exploring tﬁere as a

career choice.. Bui: I also see it as an application to the

academic courses . . . I mean they hand a paper in, they're

marked wrong if it's spelled wrong and those kinds of things,
so I see it as a nice, a real realistic application to the
academic classes. I mean- it's real - immediate. - They walk
from_their English class: in here and start writing out an
answer to a question and then I say, "Well, that's not in
sentence form."

iééﬁ,iﬁééiyiéﬁéééiiéé

and school adu]ts, there ‘Was consensus amcmg -them on its d1rect1on. Both stu-

dents and school adults perceived tue direction of application as moving from

knowing_ to doing. . There was consensus that vocational _education -involves a

practical app‘lication of knowledge. An example included an inner=city student
in-a food service class remarking on the utility of his home economics class.
One could use "math to help one learn the cash register, and Eng'lish so I ecan
speak better English, pronounce things better and know-the meanings of the words
that are in there. An agrieu'lture teacher told us this:

'ilhat is unique is that in every class that I teach we try to

teach the theory in the lecture, and in the classroom we try
to teach the practice and then develop the skill, if there is
a skill involved. - So when we are learning. to judge beef
cattle, we learn aBii’u’t:flt; we read about it, and then we
gractiei;; on slides, and then we try to go out there and do it
or real.
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This same teacher described what may be the distinguishing feature of applica-
tion as it exists in vocational education.

In other classes it seems as though the theory is offered and

then the problems are presented, and you have to solve those

problems and hand in that assignment. We 1iké to go one step

beyond that I think.
That one step beyond is the "application of what is learned in classes to real
life situations" which he described as being "an important aspect of instruc-
tion."
. It seemcd apparent that the relationship between theory and practice had
been communicated to the students in his class as one of the students described
the application in the class.

I feel that it's the practical application that's useful.

The machinery record file is useful not only to me, but maybe
if .1 make -enough of other kinds of programs, I could sell a
disk or something 1ike that. And maybe someday down the road
somebody e1se will either have use for it or want to buy it

or have their own thoughts about applying computer to some-

thing that means business. That's tangible and has a use and
it's not Just a game or it's not just a plain Jane program.
This student also saw differences between practical application in agriculture
and in other subjects.

Some things we do. in English. or social (studies), I don't

think are practical in the real world.
__ _In_an auto mechanics class, it was the intention of the instructor -to
entice students with the allure of being able to engage in auto mechanics while
really developing their self-respect and self-confidence. - Although the latter

goal was never indicated by the student's comments, we became aware of the

achievement of the former goal through statements such as:
I can fix my car if I'm driving home at night and it breaks.

In woods; one of the machines broke down and I fixed it.

. _There was_a recognition of the relationship between theory and practice on
the part of a school board governing one of our sites. Their policy allowed
Students to receive academic credit for math or science when taking certain
vocational education courses.

___From our data, vocational education appears to be an area in which there
is application of theoretical knowledge to a context which has practical rele-

vance.: In this process, application can be in the form of a concrete skill, or

an abstract concept, and be useful in the student's 1ife and/or other classes.
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What Application Looks Like

777,7§eparating app1ication from what is vocationa1 education would be an
impossible task. Application is such an integral part of vocaticnal education
that it often goes unnoticed as a separate entry. Application is both -an
jintegral part of the subject mjat,ter, and is part of the;’proce’ss use’d;te,teach it,
It is-often so- well integrated that it becomes virtually inseparable from other
learning experiences.

1t's in_the éiiééiéii]iﬁ;

o In a home economics class the following 1nstructions were given;

Hrite your 1ong-range ‘goals first, a long time down the road.
Then back up five years and write goals for that time. Then

write short-range goals for just a few years down the road.

Do a 1ittle thinking, see what you come up with,

0 In 2 agricu1ture class 1earning to program and use microcomputérs; the
teacher instructs the students by showing - them how to manipulaté certain shapes
on the screen. —He then tells them to work independently at their computers and
plot at least five points and a horizontal and vertical line.

o In a food preparation class:

Student: How many pounds in a gallon?

Téacherf How nany cups in a gallon?

o A student in a distrxbutive education c1ass, telling how he would

descriﬁe the class to someone e1se from his schoo1, said,

things and about_ credit policies and how to set up yeur -own
store, which_ part of the store is best for selling. And we
also _have district and state and national conventions all of
which are competitive events where we can . . . try something

in general merchandising.

: These examp1es of 1earn1ng in vocational education classes are all-activi-
ties which incorporate application in some form within the curriculum:.- The home

economics -education activity involved application because the students must

probe deeply into their own personal thoughts, needs, and desires,. and use what

they have been learning about family growth and deve1opment to formulate their

long-range goals. The example of the agriculture education class also indicates
another way in which app1ication is enmeshed in the curricu1um. In this situ-

class curriculum, In the distributive education class app1ication of “the
basics (i.e., communication and grammar skills) is_ integrated into tne class

curriculum. _Both _application of knowledge from other classes and knowledge

generated within the vocational class were evident in the example from the

distributive education class. Retaining knowledge, merged with the knowledge
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from other classes, becomes applied in learning "how to set up your own store"
and preparing for competitive events:

__ MApplication is an intrinsic part of vocational education subjects and was

often explicitly acknowledged by a teacher, as indicated by this comment by an

agriculture teacher:

We had a unit on beef cattle, for instance, and to be able to

determina the hreeding calendars and then to put down a cash
flow on a beef a@peration, involved some math problems. Some
of it was simpie addition, subtraction, things 1ike that--a

lot of percentages, some fractions., Working with chemicals,
we have to get into fractions all the time.

- The obvious appiication of basic mathematical knowledge is very apparent in
the above example. Application; also involved appiying knowledge of beef cattle
to a realistic context. Learning about cash flow and breeding are examples of
the practical application of this knowledge. An intrinsic part of vocational

education is this process of practical application, the way in which things in
peoples' lives become part of the class curriculum.

Application also exists in a similar rolé in the instructional process. In
vocational -education a "hands-on" approach is frequently used. - It results in a

student being forced to use knowledge to achieve something: producing a pro-

duct, completing a task, or achieving a result. In different vocational educa-
tion subjects, application may take different forms. 1In_the food preparation

class: the process of instructing students to- prepare food in a commercial
establishment involved preparing meals for -people within the school: Students

actually dished up soup, took orders, portioned out dough, and cleared tables.

In_auto mechanics, learning the different systems of an .automobile involved

completing certain instructional units. Each similarly designed unit involved
reading and/or watching a media presentation and a hands-on activity. In every

subject, a similar situation existed. Learning was structured so that applica-
tion was the essential ingredient of student activity.

The "Hooks"

- Dften; students in vocational education classes were hooked by the appli-
cation process. They become involved in the information provided because it was
of interest to them in their 1ives. This is done in various ways in vocational
education classes.

Student organizations: ~ The various vocational _ youth organizations

encourage - students to apply knowledge. For example, in Future Farmers of

America (FFA) and the Distributive Education Clubs of America (DECA) the stu-
dents were encouraged to engage in competitive events and develop their

leadership abilities. For a student competing in an FFA cattle judging contest

or for a DECA student designing a marketing plan, application 1is_ easily

observed. The students must take knowledge they have gained as a result of
experiences in the classroom and organize and apply it to a particular com-
petitive event.
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A direct line to the student: Personal interest. Personal interest, as
expressed by the question "What can it do for me?" was a common motivation for
students. In vocational education there were many examples of the use of per-

sonal interest to stimulate an interest in application. In auto mechanics. the
teacher acknowledged that it was being able to ®"work on my car.” That desire

becomes the hook to encourage students to apply knowledge because the student
wanted to learn to fix his car. _In agriculture, a similar situation existed
for -students who lived on farms. The teacher may say, "What if I bought an old
40-inch row planter at an auction?"; “How many of you have apple trees on your
property?”"; or "What was the yield in corn last year on your farm?" The teacher
knows that there will be certain students who have similar planters; apple trees,

or corn fields who will be very interested in the upcoming learning activity.

By fostering personal interest, students are motivated to apply knowledge
learned in vocational education classes or other classes in the high school.

I can do_it: A feeling of competence. A major developmental ‘task for

adolescents 3s to prove to themselves and others that they can do things, espe-

cially things which they could not do a few years previously, or_things that
others do not regard them as being capable of doing. When students see that
they can accomplish this in vocational education, they are also hooked by the

application process. When students win a competitive event or an election in a
youth _organization,  finish a project, complete a printing run of 3,000
impressions without the machine -jamming, they are experiencing this feeling of
competence. It is through the desire to achieve or experiencing the feeling of

competence that application can serve as a hook:

- I can_get paid for doing this: Work possibilities. This motivator is a
classic: 1If you learn to do this you can go out and get a job doing it. Often,
as a means to get students to engage in class activities (i.e., to apply knowl=
edge) the argument is made that once: the exercise is mastered in _the classroom,
it will lead to increased employability for that student: According to a voca-

tional director, this is the case for one teacher.

I know he has empioyers that he had for year after year . . :
I-sav- three or four companies where he has had two or three
kids for years and they know his kids do a good job and they
hire them back.
In the printing class the instructor read a job announcement one day. One

of the students applied for the printing job and was hired: Once this happened,
both he and his partner on the duplicator became much better students:

- Just plain fun. One of the easiest ways to get students to engage in acti=
vities 1s for. them to have fun. Vocational education teachers encouraged this
regularly, and in_a variety of ways. _ In an agriculture class, it involved

getting an o1d tractor started after overhauling the engine. Often, a project

jtself, such as mechanical work on one's car has a sufficient level of intrin-
sic reward that application easily occurs.

 Fun_can also include everyone in class going to breakfast on Friday mor-
nings once a month, or the teacher buying doughnuts and juice for the class.
a2
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Whatever it is, when it occurred, it can have tremendous effects in hooking stu-
dents through application.

On one occasion, an auto mechanics instructor knew his students so well that

he could foresee their "itchiness" and boredom at having a long lecture on igni-
tion systems, but also realized the need for immediate application to "seal-in"
the lecture knowledge. Therefore, he intentionally modified the "shop" car
beforehand, changing the spark plug wires and ignition timing, and causing the

battery terminal to have a poor electrical connection. After the lecture he took
the students out into the shop to demonstrate the principles included in the
lecture. When the car would not start, the students were able to have a great
deal of fun as they engaged in a troubleshooting session trying to determine
what to do about the shop car. Meanwhile, the teacher was able to achieve tne

goal of application of the knowledge developed in the preceding lecture.

POSTSCRIPT

Back in junior high we learned a lot about 1light : - s and I
moved . right into camera the first time I was here (in
graphics class). I just kept on learning about the different
lights and the colors and stuff. . . . If I hadn't had
science, it would probably have been harder. (Student)



| CHAPTER
THINKING THROUGH PROBLEMS®

 Vocational education has a unique orientation within secondary school
programs. Its focus is the practical, i.e., what action needs to be taken to
improve real problem situations. Curriculum is directed toward studying the

conditions which suggest that action and change are needed, -toward identifying

and defining the problems toward which attention should be directed, and toward

developing the approaches and skills necessary to bring about carefully con-
sidered goals. In order to accomplish these tasks, it is necessary to have both
an effective process and an adequate body of knowledge. These are the elements
b:,thé problem-oriented component of vocational classrooms and the focus of this
chapter.

The problems of vocational programs may be simulated  (what would happen

if. . .) or may be quite "real" (how to construct a window display that attracts
new-customers or how to form a weld-that is strong and durable). Another. impor-
tant quality of these special problems is that they do not come as givens but
must_be defined through study and may be redefined continually as solutions are
developed and considered. Seldom is there but one way to frame or solve a par-

ticular problem but certain alternatives are usually more efficient, effective

and morally defensible than are others.

_ The process of dealing with problems, therefore, begins with the jdentifi-

cation and definition of these problems. It involves determining desired ends
or goals and considering alternative ways to reach them. Consequences are

anticipated and sometimes tested--as more desirable means are chosen, Even when
a "solution" is reached; it is carefully scrutinized for being the "best coiurse"
and is discarded or refined after careful thought,

- Because the practical is seldom simple and cannot be divided into neatly-

defined categories, the knowledge or content found in secondary vocational
programs .is_1ikely to come from many different sources and be used in different
ways. The previous chapter of this monograph specifically dealt with the appli-

cation of knowledge and skills from other areas, particularly the academic, to
problems found in vocational programs. - In addition; vocational courses may also

draw heavily from interpersonal, moral and ethical, and technical content in
analyzing; defining; and resolving the problems with which they deal.

It is this special kind of problem-focused environment found in vocational

education programs that is described in this chapter. - The unique kind of con-
tent, the customized experiences, the specialized questioning,  and the dynamic

nature of the student/environment interchange are illustrated in the words and
actions of the program participants. Table 1 presents a framework which
portrays the relationship of the elements of this dynamic process. It also

*Theme author was Patricia Copa.
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provides the reader a guide for proceeding through the sections of the chapter
which follows.
Problems: Their Source and_Range

The practical problems upon which the vocational programs in this study

focused came from a variety of sources. On the other hand, regardless of where

these problems fell along a naturally-occurring versus contrived continuum, they
were similar in that they all concerned "real life" situations. Specifically,
the problems observed in the study did not deal with the abstract; rather, they
concentrated upon what students might be expected to encounter in the past, pre-

sent or future. This had relevance not only for the kinds of problems -that
were examined, but also for the ways they were approached and the knowledge
considered in their resolution.

_Problems in a natural setting. Some classrooms were designed to simulate
or duplicate conditions found in actual work settings. In the model office,
students assumed the roles of corresponding secretaries, clerks, bankers, recep-
tionists; accountants, and managers (among others) who were processing orders,
receiving and making payments, keeping records,; and communicating with customers.
In the print shop, a broad array of actual orders for diverse products was
filled by students who had to respond to special requests and time specifica-
tions; -- In-the food_preparation program, students were expected to prepare and
serve_the luncheon meal to a portion of the school's population each day at a

particular time. In the farm shop, real tractors did not run, real machinery
needed repair, and real equipment needed to be designed and constructed.

_ Problems 1in these settings arose naturally from the tasks at hand.
Sometimes figures did not balance in the model office and the source of their

discrepancy had to be traced and located within the various departments. In the
print shop, red did not appear on a black background and materials and proce-
dures_ had to be scrutinized for the right combination to produce the desired

effect. In the kitchen, the teacher deliberately modified the kind and level of

problems which would be generated by decreasing her- 1evel of involvement in the

operation: "Now (in the spring of the year) the kids are more responsible for

the preparing of the meals and the teacher isn't always there saying how to do
it;, what to do."

.. These "real" problems provided natural involvement and momentum to classes
that were easily observed and felt. A particular day in the farm shop found a
Joyful celebration. A tractor which had defied all previous attempts to start
its engine finally was running. - The engine had been completely taken apart and

reassembled. = Although- a- peculiar noise still indicated a potential wvalve

problem, there was. no doubt that success had been achieved. . The students who
had worked on the old Ford gathered around it while the teacher took their pic-
ture.. Even those who had not been directly involved in the work seemed to share

in the satisfaction and” pride. The teacher remarked after class, "Days like
this make it worth teaching."

~_-_The print shop instructor suggested a change in the weight of card stock

being used for a print job when a 1ighter weight caused jams in the operation.
He seemed pleased to explain the adjustments he subsegiently made on the press

a7

53



remarking, "I was just hoping you'd have problems!" But teachers in these
settings normally did not have to wait long for problems to arise which would
provide "teachable moments." - Situations within the -classrocom laboratory-con-

needed to be made. As another pleasant side effect, students seemed convinced

of the relevance of what they were doing and commented about how they were more
likely to be motivated to persist on their own in overcoming obstacles {without

a teacher directly setting requirements).

--Special assignments that promoted problems. Vocational teachers in more

traditional classroom settings often simulated problem posing situations through

specially-designed assignments. . Grounded again _in the experience of work or
home 1ife, these assignments required students to evaluate elements of a situ-
ation, propose and assess alternative actions, .and make choices. based —upon

explicitly-stated criteria. An agriculture teacher gave his students unfamiliar

tools and the mandate to “go and try them out" to determine their function and

experimented with the devices. Each student was expected to present a quality

demonstration on the tool and its uses to the rest of the class.

A home economics teacher assigned groups in one of her classes the task of
planning and- preparing a meal using-a particular set of foods plus one other
major food of their choice. - Certainly typieal;of;thé sjtuation in which modern
homemakers often find themselves, the task required creative problem solving.

A marketing teacher used a piece of new computer software to enable his

students to simulate the decisions involved in transacting the entire operation
of- a- small food's business. It was necessary to make calculated projections,
schedule supplies and employees, and provide for sales and marketing efforts.

. -hnother home economics teacher used the tool of a 1ife 1ine to involve stu-

dents in thinking about major decisions--career, marriage, family--in their
own lives. They were asked to consider the time and preparation needed to
achieve the goals they felt important.

_... The probtlem solving task required by these assignments was more defined and
teacher-controlled than that found in the natural setting examples described
earlier. On the other hand, the process by which the students explored solutions
was similar if not the same.

vocational programs came directly from the students themselves. At times, these
were solicited from students in classroom settings while, often, the dilemmas

were discussed on a one-to-one basis outside of class. The marketing teacher

routinely spent the last part of each of his class periods chatting with

students individually or in small groups. This activity, coupied with out-of-

activities, gave the teacher many insights into their out-of-school interests,
activities, and concerns. Many students from his classes workesd part-time and



some actually operated small businesses of their own. The experiences encoun-
tered in these settings often become the topics of in-class and out-of-class
problem solving.

- Many, if not most; of the agriculture teacher's students were involved in
the Future Farmers of America (FFA), an organization for youth snrolled in agri-

culture programs. The projects undertaken in students' FFA programs were also
used to introduce problems for in-class and out-of-class discussion and activi-

ties. = Livestock projects, Jjudging contests, and service and recreational
efforts focused many "what to do" questions.

~_The nature of vocational programs, their content and structure, appeared to

merge the Students' school and nonschool lives to a greater extent than may be
true_in other program areas in_the secondary school. The implications of this
phenomenon for learning, for staff development, and for student support are

areas which merit more study.

"What if" problems. A final set of problems was found in almost all the

classrooms, These were identified as the "what if" problems because they were

found in the- "what if" questions asked by teachers. These questions asked stu-

dents to deal with problems that would arise if certain conditions were present.

.. .Teachers asked "what if this were a wal1?" (how would the use of the coping
saw bz affected?) "What happens if you get rain after planting?"- "If part_-of
the stem breaks?* "If you have heavy soil that gets too much moisture?" The
question -was sometimes phrased in slightly different terms: "What happens when

a_new baby comes into a family?" "I you become pregnant or, boys, if someone
close to you did, what questions would you have for a doctor?" "What would you

do if you were working in a print shop and the boss tells you he wants a nega-
tive right now?"

- In classes where teachers often used "what if" questions, students also used
this approach. in addressing questions to the teacher: "What if you don't know
which (plants) are of which kind?" "What if it gets colder after you plant?"

operational -stage, normally arrived at in_tke junior-senior high school_years.

Therefore, in addition to _opening new possibilities for relevant problems with
which to deal, use of "what if" questions seems to take advantage of and promote
the normal developmental and experiential levels of secondary school students.

Although vocational programs are not the only settings in which this approach
might be used, the concern of vocational éducation for the practical makes -the
"what 1if" course a uniquely-tailored mechanism for identifying appropriate
problems for study.

.. The range of problems in vocational education programs. Examination of the
kinds of problems around which instruction was organized in this study revealed
much diversity in orientation as well as in substance. Most of the problems
were primarily technical in nature and involved how te do -particular tasks:
compose an image on a computer Screen, reconcile accounts and bank statements,
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effects, determine when and how to piant crops.  In these cases,wgoais were
either predetermined or considered apparent and the -“problem"-  involved how to
design and perfect the best means for reaching these desired ends.

Houever, other proBiems tended to include 1nterpersona1 considerations and

the weighing of values, interests, and problematic ends: what to study in the
crops unit, whether to marry and/or keep the baby when faced with an unplanned
teen- pregnancy, and ways to reduce shoplifting and employee theft. Sometimes,
deaiiagmwith théSé;é?ééS,invGIVéd,é;thaﬁgé;ih structure from the normal routines
For exampie, certain days in the model office were devoted,to speC1a1 discu551ons

participation, career advancement, and office reiationships.,, Other t;mes,

unplanned situations arose within c1asses which introduced complex pkobiems--

ciass. Students reported that the interdependent nature of their vocational
classes made them much more aware of their own responsibility to the group and
concerned about ethers functioning and well-being.

Thus, aithough technical. proB]ems dominated the formal part of the currigg:

Tum, humanistic, moral, and interpersonal concerns were evident as well. What
was less evident, however, was whether the nontechnical problems were studied
and considered in as systematic, detailed, and intentional a manner as were
those of a technical nature. With the exception of the family-oriented home
economics ciass; which focused particularly upon those areas, the the answer is
“probably not."

Tha ProcesseofAStu&yiggfProblems

The wide diversity in the kind of probiems considered in secondary voca-
tional classrooms and in their settings or contexts suggests that treatment of
these - different problems might be quite different. = Because_ this situation

proved to be the case in_this_study, the section which follows describes several

approaches for defining and dealing with problems within some more general cate-
gories of activities which emerged from the many interviews and observations.

- Despﬁte the variation in approaching problems that was used in different
classrooms and. programs;-  two_principles generally dominated the process.  Both
teachers and students alike emphasized the importance of "thinking through" and
"developing self-sufficiency." .= Other operations were generally perceived as

means to reach these larger ends.

iﬁihﬁiﬁﬁ;jiﬁiﬁiﬁ. A commonly-used phrase, “thinking through," described
the purposefui mental activity involved in framing and acting on diiemmas.

Interviewer° What are the most vaiuabie things you have
Student: To think through things before you take action.
T~achers, about the nature of the class:
1 try to give them more décisioh:ﬁiai«ihg siciiis, iooici’n'g' at
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tﬁe optiaﬁs, thinking through things (a home economics

(The class. is eha]iengjng) in soiving some of different types

of _ printing jobs that have to be done. How to go about

doing it. Some of these kids that have the ability to think

through _a_job_and you give them a problem and -they have to

solve it and get it through to the printed sheet (an indus-
trial education teacher).

Students about the nature of the class:

}:u're doing more things and you've got to think about

You've got to think about it and know what you re doing.

You have to think on some of the things to get them done.

c1ose1y related to "thinking thréﬁgh“ was “figuring out:" a teacher--“They

pay attention best when they're trying to figure it out;" a student--"Minor

things going wrong I can pretty much now figure out how to fix them." In addi-

tioglifjgrtigipaﬁts spoke about deveioping "decisionmaking,” “reasoning,"
"planning,® and "problem solving skills." - Frequently, they related these abil-
ities to being able to deal better with situations outside of school and in the

future.

It (the class) reiates to,what you will do in the future and

how. to. cope with your decision--not a -homework class but
opinion. and -thinking which is harder when you abply it to
your own 1ife and what it will be like.

I know how everything goes; it's just a matter of different
situations.

To ﬁeip me to make a conscious decision on 1life, chiidren,

marriage. . .

(Purpose of vocational education is) teaehing them, some
reasoning skills _because they are going to be changing jobs

so._ often. it_appears that the specific job skill isn't as

important. as the work ethic, the reasoning skills, the

ability to think, and the ability to learn.
- Students and ‘teachers viewed the ability to anticipate as an important ele-

ment in being able to solve- problems, make decisions; or  develop plans.

"Thinking through" these operations involved being able to mentally test alter-

natives and consequences before they happened; to be able to make accurate pro-
Jections without actually having to try everything.
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Student response to what. was 1earned in class: To get you to

think about things before you buy them and to know generally

what's going on in the world.
A classroom assignment: Make a 1ist of what I should think
about before I become sexua11y 1nvo1ved with another person.

Thus, whether the, proeess deseribed in th1s ehapter was called. prob]em

solving or decisionmaking or reasoning or thinking through, it was a very con-

ceptual operation. _In certain situations, motor skills were involved, but these

were not employed in an automatic, mindless manner. In most, if not all cases,

specialized knowledge was needed, but this knowledge was directed toward a par-
ticularaction-oriented goal. -Application of classroom learning outside of

class and to the future was present, but no one expected that this app11cat1on
could be donme without adapting the skills learned to specialized; new circum-

stances. Thus, "th1nk1ng through" involved many other skills and activities

but was unique in the kind of mental effort and process it necessitated.

7”,:,ﬁéiéiéﬁﬁﬁgfééjf;iﬁffiéienéi; The second essential element in the problem=
fucused process was the movement of students toward self-sufficiency and respon-
sibility. Students acknowIedged the importance of th1s end as well as teachers:

In thas e1ass, yeu learn on ybur own: It s through your own
experience. He'll help you out if you need it, but he 1ikes
to let you learn how to do it yourself.

(The class) will make me 1ive my own 1ife, make me decide my
own things I want to do and how to work it out. . . . If I
do have to be by myself some day and have to work things out
for myself, I'11 be able to do it.

(The class) helps to stabilize you more emotionally to handle
problems on your own.

You're on your own here a lot. . . . It makes you more
respons1b1e.

They teach you how to work by yourself and how to rely on
yourse1f and the peop1e around you to get your work done.

1nitiative" and tﬁey outlined the way they went about,do1ng this 1n mhch deta1l

They acknowledged that not all students were equally ready to master all the

elements of responsibility and self-sufficiency and that general maturity might
be more important in this process than were- classroom experiences. In addition,
teachers stressed that safety concerns put parameters around what they might

otherwise- do to -encourage independence. The machines and tools in some voca-
tional laboratories required a judicious use of the learning-by-doing approach.
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 The combination of readiness and careful nurturing of desired qualities was
described in this manner by one teacher.

Most of these kids can't. . . . Let's say half the kids

roughly, aren’t ready to take on responsibilities where they
can go on their own. They're not ready; they're not to that
point. . . . As they grow, you try to make them do their own

problem solving. . . . I try and go through with them what
their problem was and what I'm doing to solve the problem; so
that when they run up against that- problem they can say,

"Hey! This guy did this and he explained to do this."

the way she sequenced assignments and activities
across the year to gradually increase the amount of self-direction demanded of
students. One of her students corroborated from a pupil's perspective what she
had related.

Another teacher described the way she sequenced assigr

Well, when we first started out, it's some book work but it

has changed where now the kids are more responsible for the

preparing of the meals and what have. you, and the teacher
isn't_always there saying how to do it, what to do. It's
more_or less right now the kids are taking over and they're
actually managing the food factory, If you really need help,

the teacher's there, but you've got to rely on yourself. You
have to know what you're doing.

_In addition to a supportive--if somewhat withdrawn--teacher, students had

another very important source to draw upon in problem situations: fellow sti-
dents. Occasionally, the pairing or formation of small groups was teacher orga-
nized: "I try to give them a chance to work with a partner who may _know_as_ much
or less than they do." More often; natural pairs:- or small clusters of students

formed and reformed as tasks dictated, some groupings_becoming more stable than

others. Following a shifting of assignments in the model office, individuals in
new positions went to the persons who had held the jobs previously when diffi-

culties arose. Small groups formed to work on computer programs, printing jobs,
window displays; luncheon dishes, and engine repairs. Students sometimes con-
trasted the interactive experience of vocational classes with other classes they

took where they described the atmosphere as more competitive, students being
expected to work primarily by themselves. In contrast, in his vocational class
a student reported,

We've got groups. If you're with one of your friends and you

get to talk to everybody else, then you don't have as much
hassle. You don't have to worry about yourself. You've got
somebody else helping you with it. Plus, you're both learn-

ing at the same time. It's much easier that way.
- Thus, the process-oriented component of the problem focused environment of
the vocational classroom involved: 1) active mental processing of situations
and _information, 2) systematic approaches for identifying and dealing with prob-
lems, and 3) experiences designed to foster responsibility and self-sufficiency
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W1th1n a soC1al sett1ng. The observat1ons and the reports of students and
teachers alike of the elements of the process were remarkably similar, with the
exception of one teacher who felt students learned just as much if he told them
how to do th1ngs as if they had to f1gure it out by themselves.

} Eroblemafocused, nperatlons.e, “Ih1nk1ng, through",,and "develop1ng sel?-

so?fic1eocy guided more technically-oriented activities which served to deal

with problems in a systematic, productive manner. -To dissect and describe the

larger process through these activities is admittediy artificial and misleading;
it is certainly a situation where the whole equaled more than the sum of its
parts.  In addition; although the elements within the larger process will _be
discussed in-a sequence, more -typically they occurred iﬁ,tHEWEYﬁéﬁiC;;ihtéréC-
tive manner iin classrooms, each step being refined and reformed .in_light of the

others. With these reservations in mind, we will proceed to describe the.opera-

tions found within the problem-focused process, claiming that it is sometimes

necessary and justified to create divisions when more detailed understanding is
desired. These operations included identifying and defining problems, setting
goals, generating alternative strategies, examining consequences, and refining
and perfécting solutions.

_ Although several of the problems described in the first part of this

chapter. were presented to students as dilemmas to solve, students were also

asked to find and define problems on their own. The simulated or laboratory
environments of most of the classrooms offered an ideal setting for this acti-

vity.

Joy, a model office student, wanted to delete a paragraph
from the memory typewriter. She pushed the RETURN key and the

machine returned once and then didn't respond* The teacher

leaned over her shoulder and observed, "You're at the bottom."

Joy said something low and pushed another key; the machine
moved to the correct spot. The teacher asked, "Now what do
ybii::iéh"t; to do?" - -Joy gave an inaudible repl;y and PUShEd

another key--the -deletion was completed. She looked -up at
her teacher, obviously pleased, "Thank you,“ she-said. - As
the teacher began to walk away, he remarked, "I didn't help
you though. You figured it out yourself.®

An_older. John. Deere tractor sat in the farm shop. It had

beginning ef the quarter. A student elimbéd onto the seat
and tried to start the,enginef There was a low grinding but

no ignition. _In front of the tractor, a student asked if

anyone_ had checked the spark plugs.. On. the other side of

the engine, another student pointed to a greasy stain beneath
the engine and called, ®1ook! There's an oil leak!"

teen-age marrlages with small children?. Why didn't the computer program just

completed give the expected cattle rationing information? Some described it as
"trouble shooting," most seemed to recognize that problems themselves were not
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always simple and apparent. The process of recognizing and defining their
nature was important and challenging.

. -.-A _second part of this problem-framing process concerned whether the
resultant dilemma was one with which the group could or should deal. = Some
problems were beyond the point where treatment was worthwhile, while others were
best delegated to-someone else. For example, shop students examined a battery
to determine if it should be serviced; its level of deterioration coupled with
the cost of rejuvenation contributed to the final decision. The print shop
teacher asked students what they would do if they were working in a print shop
and_a customer brought in a job with copy similar to that on which they had-been

working.  Having struggled with inadequate equipment and materials, the students
replied that they would "send it out." Agreeing that it "wasn't worth the
time," the teacher supported the decision to send it to a specialty shop. He
punctuated- the lesson with the message; "What you've learned today is on your
final exam!"

__ Defining the nature of problems and deciding whether or not to focus time

and energy on. them are not incidental elements in what is often called a "prob-
lem- solving process." Since problems- in life do not come pre-packaged with

their critical elements clearly identified, the operations of framing and

prioritizing are essential to functioning effectively in the "real world."

However, even though problems are unlikely to remain static as they continue to
be probed and their resolution is undertaken, an initial framing is necessary to

provide the focus for beginning action.
. By and large, goals were not dealt with in an explicit manner in most of
the vocational classrooms that -were observed. -1t appeared that the individuals

involved -felt the goals were clear and self-evident: a motor that ran, a print
Jjob- completed correctly and on time, a meal done likewise, a computer program
that provided prescribed information. Ci‘iteria for successful resolution of the

problems described earlier seemed to be developed externally and were conveyed

- -the One might speculate that this situation could have been
designed to simulate the presence of customers or clients who requested the ser-
vices_of the vocational program--another reflection of the recreated "world of
work:" On the other hand, there was little or _no open discussion of anyone
determining the goals or objectives of classroom experiences in the transcripts
examined, other than the abstract notion described by teachers and students
alike of "thinking though."

by -the - teacher. .

. It will be noted, however, that goals are implicit in the discassions which
follow of alternative means for undertaking problem resolution and in the exami-

nation of consequences of various actions. What is less apparent is the devel-
opment. of a particular goal from among others and the conscious selection of

means best designed to reach that end.

____There was one notable exception to this situation. The Family Living home

economics class taught a unit in which goal-setting and decision making were

D?‘ESEi‘it’ed .as p’i,‘iﬂléi‘j? -content.. - In one. éiércii‘epf "E[sti U@!;; 7§f:géléﬁf§tjjgge
assigned the tasks of identifying their long-range goals and setting inter-
mediate goals to eventually meet these ends. They were asked to make decisions

about the consequences of 1ife choices such as marriage, careers, and education.
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a 1ist of basic rights each child held as a human be1ng., More. ana1y51s needs to

be conducted of explicit goal-setting discussions and exercises (and of related

value exploration) in relation to the other topics or experiences which folluw.

o Gne of the most noticeable qua11t1es about the strateg1es conS1dered in
responding to problems examined in vecational classrooms is that these ‘strate-

gies were_so _often found in plural, as opposed _to. singular, form. Different

teachers commented several times that there was more than one way to accomplish

what needed to be done and then actively encouraged students to generate and
test alternative approaches. They prodded students to broaden the range of
their solutions with such requests as: "What else could we do?" "How could you
deal with this problem in another way?" "That is one way. How else?" "Any other
things you might want to cut down on?"

Eontradtt1onal responses By students vere genera]]y not. on1y not d1scounted

but were often received with enthusiasm. A marketing teacher asked his class

what might be done about employees who took things from stores because they felt

they were "owed" something. - A student responded, "Give them employee discounts."
The teacher paused, at first appearing somewhat confused. The idea then seemed
to - register. -and he- said enthusiastically, "Yeah. Give employee discounts. I
hadn't thought of that. Good idea! Right off the top of his head!"

Another of the teachers asked how a column of numbers could be added uS1ng

a computer program. A student replied, "I know. I worked on that all day

yesterday.” The teacher asked, "How did you do it?" The student described the
process he had used. The teacher responded, "That's a neat way of doing it!"

WﬁgSometimes students disagreed with teachers about the best course of act1on.
Teaciers responded with remarks such:-as;, "OK; you work it out for yourself."

"Do what you think will work best." "Up to. you how you want to do it." It was

possible to observe teachers physically removing themselves from students while

they encouraged them to explore their own courses of action.

Ihé,,ag,,shoip: teacher walked over to a group of students who
were working on some angle iron forms. Together they talked
about _how to get the angles just right. - One of the students

held a square. _The teacher. remarked that _the only way to

make sure the angles were perfect was to use a hacksaw. A

student offered another suggestion which was not audible to
the  fieldworker. The teacher observed, "1 suppose that
uou]d work too” as he 1eft a11owing the student to decide.

generate ideas for "what to do" and to choose among them. They spoke about the

ways they structured the class to provide these experiences for students and the

role they themselves attempted to play in the process.

I seeemy,role here to_ be very 1aid back,and 1et them make

the choices. . These are the advanced students, students who

have gone through all the basics. 1 like to take a second-
ary role and let them nass or fail on their own. Let them

56

‘i l;za

L



Is it satisfactory for their kind of thing? . . . Let them
make the choices.

see by trying something if it works out, how it works out.

___Certainly there were times when all the teachers demonstrated a single

recommended approach to certain procedures. Some teachers tended to employ this
prescriptive technique more than did others. On the other hand; all the teach-

ers who were observed found opportunities to encourage their students to
generate and explore alternative strategies for approaching problems. A later

section will discuss in greater depth when this teaching technique was used pri-
marily to foster self-sufficiency.

__ Accompanying or occurring shortly after the generation of alternatives came

the examination of the .consequences of various courses of action and of dif-
ferent conditions. As implied in the previous section, some of this exploration

of consequences took place as a result of physically trying ideas out, while
another equally-important approach involved a mental analysis of expected
results.

—.——The "what if" discussion and its variations comprised one of the primary
means of mentally testing consequences without actually experiencing their
presence in the classroom. In these discussions, teachers--and occasionally

students--asked "what if this were done" or "what if that occurred?" "What if it
gets colder after you plant?" - "What are_ some of the pros for keeping a baby"
"What -about (if) when you spank_a child but tell them not to hit?" “What hap-
pens if the printing plate is not cleaned thoroughly?" Students were required
either_to draw from their own experiences or to reason logically what might hap-

pen from other information they knew.

__The "what if" process fostered skills in anticipation, avoiding the negative

ramifications of constructing harmful and/or dangerous situations. It was not
necessary to ruin printing jobs, to become pregnant, to actually plant crops
under_all _conditions; nor to change each part of an engine. Mentally projecting

tiie results of diverse scenarios created a broader range of possibilities, con-
served time and =icrgy, and modeled a problem solving process that could be used
in many ciffersnt settings.

The.cisiverse of this process was also found in some of the classrooms. It

26 pessibl - to scrutinize certain consequences in order to assess the appropri-

atiwnss of the actions that had preceded them. For example, the printing
fustructor explained that similar probiems occurred with printed products when

either the printing plate was not clean or when the amberlith was-not cut cor-
rectly. Recoanizing the peculiar flaw in the outcome, it was possible to narrow

tre runge of potential- problems -in what had taken place to have brought about
tha difficulty. Undesirable qualities in plants, individual dishes and meals,
engine cperation, and computer _ programs were analyzed in a 1ike manner. - This
post hoc cause/effect investigation was, of course, less reliable--and valid--in
situations which involved people and their relationships; probably for this

reason, anticipating consequences: was observed in classrooms primarily studying
these areas while post hoc analysis was not.



__The consideration of consequences, actual or.projected, was a critical part

of the "thinking through" process. Consequences provided essential information,
necessary points of - reference, against which the definition of problems, the
determination of -goals; and the selection of means could be checked and reformed
if_proven unrealistic or inappropriate.. The dynamic and interactive nature of

the problem-oriented process is especially evident when the element of con-
sequence examination is considered.

‘Once a solution to the problem was developed; the process did not

necessarily seem to come to an end. It was interesting to note that; in many
respects, solutions functioned in much the same way as did consequences; they
were not viewed so much as end products as they were indicators of progress

toward a more focused end. - An observer felt that a first solution was something
like a rough clay figure on which much detail work and polishing would still be
done. It was similar to the first draft of a manuscript which would undergo

much editing, fine=tuning, and refinement.

A weld was completed. - The teacher examined it and observed, "That is
pretty good but it could be better. -Why don't you run another one?". Students

reviewed the customer comments on their noon luncheon. One in particular caught
their attention:. "The sandwiches were burnt." _The teacher said; "Yes; they
were burnt. What could you have done?" The tyjists gave their completed let-
ters to the head typist and to the office manager (teacher) for review. As
often as not, the letters were returned for retyping, their errors. noted. A
class developed a computer program designed to reduce corn loss. The teacher
brought the group together with the directive, "Let's do some correcting. . ..

What is wromg with this program? What would you do to make the correction?"

In response to a student's suggestion, he noted, "Good idea. Might want to jot
that down in your notes." A little later, he instructed, "Well, get rid of
that."”

_____Doing and redoing, trying and retrying, in an environment that allowed and
expected experimentation and frequent set-backs, was typical. The setting pro-
voked one student to explain, "You learn by your mistakes." - When asked what

kind of student benefited most from an auto mechanics class; a teen replied, "If
they take it serious enough and they're not afraid to try things. If they don't

want to try anything so they don't look stupid, then they're not going to gain
as much because they won't be seeing trial and error there."

_ The approach was not always easy and its implications necessitated a great
deal of perseverance on the part of students and teachers alike. Scenes like

the followins were not uncommon:

The :g shop teacher walked over to a student who had

completed a weld and observed that the project needed nuts
attachad- to a-rod - that had -just been joined by the weld.
"Too bad we didn't think of this earlier," he commented.
The student did not appear discouraged and asked; "How should

I break it?" The teacher looked carefully at the weld; "It
depends how good your weld is. Why don't you go over and get

the metal -utter and try it?" Before the weld was severed,
the student had tried three cutters and employed the services
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of two other students and the teacher. He was then ready to

begin again.

_ The degree to which experimentation and redoing was encouraged or possible

was different in different classrooms. Some programs such as the printing and
faod preparation classes were definitely production-oriented and had to meet

certain. expectations and: timelines. _ However, even in these settings, time
flexibility and -opportunities. for discussion gave students opportunities to
refine their work and to learn from mistrials. - The educational orientation of
the classroom did not appear to be greatly compromised by the product-focused

nature of the program,

ﬁéﬁiméffﬂéieV&ni/Nécessary Knowledge

_The section which follows describes the knowledge base on which rested the
process activities just discussed. Teachers and students continually tapped
into this resource as they went about the course of defining and resolving
-problems .

_ Sources of _info. ~nfermation for defining and dealing with the

problems found in voc: .i~ssrooms_came from several sources and varied

among. the different cla A4 few used films, speakers, text books and/or

worksheets on a rec: ar ., however, the problem orientation of the programs
seemed to_call for a mor - :exible, »zadily-accessible -source of knowledge that
could be tapped immediately, 7The practical as opposed to the abstract nature of
the curriculum also appeared to open other avenues for information:

~ For these reasons, people become important sources of knowledge. Not

surprisingly; teachers most often provided information in the form of "mini-
lectures" or demonstrations that allowed the problem study process to proceed.
Some. teachers seemed to enjoy opportunities to explain procediures or to discuss

alternatives and/or consequences while others preferred to draw information from

students through a series of leading questions. . These teachers. frequently
brought the questioning episode to_an end by summarizing information often
drawing out a principle which explained the cause/effect or other relationship
of several variables.: These principles will be discussed in more detail later.

__Many prablens dealt with situations with which students had had_experience.

Consequently, the students themselves had knowledge that, if skillfully tapped

and related to the jssue at hand, contributed to the necessary information base.
Students were asked the- current rate of interest at area banks, the kind of
crops _important to the local geographic area, what happened in their families
when a new baby came, and the correct kind of 1ight to use with a particular

film, If students had difficulty answering more technical questions, they were
frequently directed to books, worksheets, and class notes.

The print shop teacher asked a small group of Students what

happened to the image when black letters fail to appear on a

red background as photographed. Different students made con-

Jectures. _The teacher replied, "I like what you are saying
but you need to go further.” He instructed them to go back

to a worksheet they had done previously. "It will give you a
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pretty darn good clue. It's on the front side of the work-

sheet."

- As _suggested earlier, pupils also went to their feliow students when they
needed information or ideas to proceed on a task. A typical two-minute interac-
tion in the foods lab found questions such as the following being asked within
the group of students: "Which design am I supposed to use to decorate this
cake?" “How come this is so soft?" (patting the cake) "What size pan should I

use?® "How much meat should I use?® A teacher would have had to be omnipresent

to provide all the desired information; sharing of student knowledge filled the
void.

. Knowledge alse came -from the laboratory environment - which prov1ded oppor-
tunities to -learn from observing natural -phenomena. A teacher sent his class

off to the shop with unfamiliar tools and the instructions: "Go and try it; see

how it works." Students listened carefully to the ticking sound of the farm

trastor's engine, the teacher. related -the abnormal sound -to. possible_valve

problems. - The marketing instructor organized several sales activities through-
out the school year in which students distributed products, collected money, and
kept records. Missi ng;m’erchandise s Unanticipated slow or fast sales, and pro-
crastinating sales people provided fuel for what should be done "next time."

: The need for diverse and read11y accessibie,knowledge prennted teaeﬁers to

instruct students in ways to obtain necessary information themselves for par-
ticular uses. One of these ways involved honing skills in being able to ask
good - questions. Before a speaker came to class,-a teacher told his students to
develop three questjons concerning - the agency the speaker represented; before
another_speaker_began his_presentation, the group of _students was instructed to

"write down questions as we go along that you might want to ask him." _Students

reflected on questions before they went on field trips; they were asked what

they would study if they wanted to study everything possible about a specific
topic, A teacher _interrupted the fiaw of discu551on to ask, "Is that all you

tearning when infbrmatlon was needed and hew and uhere one weu]d go to

obtain it were. important to the problem framing and solving process. The skills

seemed to support and foster the independence and self-reliance qualities that
appeared so closely related to the larger process. Questioning also signaled
another important attribute.

I think,if students are- questioning and asking questions,
that means_ that they're thinking.. Something's going on.- I
1ike _kids to ask questions and I feel that that's a sign that

at least I'm getting them to think. That's really my frain
chjective.

__Kinds of infbrmation. ﬁost o? the- knowledge used in ciaserbdme durin§ tne

65?1&5;,, both technical in . nature. _How. to. make a Aqualitya,print,,,ceok, an

appealing/nutritional meal, balance a budget, and sell a product were discussed

and practiced, The size of an acre, the kinds of business letters, the part of

an engine were pieces of information Students were expected to know and be able
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to use. Without a doubt, technieei knowledge was important in the problem-

oriented environment of the vocational classroom

Beuever, other fbrms of knowledge were a]so,ev1dent and although these may

nave been less common or apparent, they are noteworthy. The first of these

involved the clarification of meanings. A teacher observed, "So you think fear

is not really the same as respect.” Students examined the numbers on seed corn

as the teacher asked, "What does that mean?" A student pondered the construc-
tion of a computer program and questioned the basis-of a proposed command, “But,

doesn't it mean . something else?"- If one were planning to use 1nformat1on _toward

Eﬁnééﬁts and the elements which comprised them. In some cases, the clar1f1ca-

tion of these concepts involved rather concrete ftems; in other cases, the

issues were quite abstract.

Occasionally, examination of assumptions was observed, although it was not
as common an occurrence as one might - have expected. -The fellowing illustrates

discussed:

Teacher: 'So, Ayou re saying parents have to accept some

~__ things about being a kid?" .

Student: "Yeah. Some things you can't change. Netbing;nill
be perfect: What if you really have an ugly child?

Teacher: "I see. Some things you cam't change.*

: However, 1t was more likely that students and teachers both appeared to
take for granted that something was desirable (e.g., to sell as much as
possible, to -follow fashion and grooming trends, and to cenform to ths wishes of
employers -and_ clients) and did- not question its basis. Whether oversight sr a
firm_commitment to promoting ultimate employability, the lack of discussion of

assumptions and norms was evident. Thus, the p~ocess of "thinking through" was

generally done within some predefined parameters of acceptable practice.

Another less technical form of knnniedge,found,jn,VDcatiﬁnai,ciassrﬁons that
was-related to problem examination will be identified here as abstract or orga-

nizing principles.- - Again, somé teachers were more -inclined to encourage

discussion of this kind of knowledge than were others. ~The principles served to

generalize the._use of information into clusters of related problems. Relevance

was raised from the specific to the general. Often the teacher presented the

principle after a discussion of specific rules.

A student asked where winter wheat was grown. Other students
suggested particular states and regions. After accepting
these responses, the -teacher stated; "You grou winter wheat

wherever the ground freezes. You need freezing as part of

the 1ife cycle if it is to reproduce.”

A teacher examined a student's brinting biate, commenting,
"Boy. It's nice when everything goes all right.* He ex-
plained that it was better to test ideas by making blueprints
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of her jobs first, rather than wasting plates. “You make
b]ueprints rather than plates because you want to save time

Bcca51onally, examp]es oFAother kJnds,ofgknow1edge and,tb'~k1ug were seen--such

as-analysis, "0K. _Let's tear this apart and share what. you know." The problem

centered - environment of the classrooms made these elements of higher order prob-

lem solving "naturals" in daily activities. For this observer, it was exciting
when they were found; it would have been more exciting had they taken place more
ﬁftéii;

fﬁrtﬁ at each,step., Relevant_ 1nfbrmatjon was used to study and 1dent1fy proB-

lems, to set goals, to generate alternative strategies, to examine consequences,
and in the end to refine solutions. - When sufficient information was lacking for
undertaking a certain operation, students--and sometimes teachers--paused and
looked elsewhere for what was needed. - Some classrooms focused more _upon -the
process component of the ﬁiﬁb]'em-omented environment, others upon the knowledge.

A1l _recognized and used each in combination with the other as they concentrated

upon defining and dealing with the problems around which their program
revolved,

Postscript

I tb:lnk it‘ students are questioning and asking ques*-ions, '
that means that they're thinking. Something's going on. I
like kids to ask gquestions and I feel that's a sign that at
least I'm getting them to think. That's really my main
objective. (Teacher)



CHAPTER Vi -
LEARNING TECHNICAL SKILLS®

It is not surprising that sbservations of secondary vocational education

programs and interviews with its participants lead to the identification of
technical learning. as a major dimension or theme of vocational education.

Embedded in_the fabric of vocational education is the underlyirg assumption that

the learning of technical skills is an essential aspect of preparation for work.
Nature of Technical Learning

_The term "technical” has & broad range of meanings. The classical Greeks,

who exerted considerable influence on our thinking, conceived of technical acti-
vities as having lower status than activities of seemingly greater cognitive
activity. To the Greeks techne referred to practical, productive activities

involving "manual craft® or "cunning skill1" which existed separate and -apart

from scientific (theoretical wisdom) or- cognitive (intellectual excellence)

abilities (Kasprzyk, 1980). To DeVore (1980), technical learning is part of the
process of _matching the use of technology with human action. The use of intel-

lectual processes in conjunction with tools and techniques are not oily assumed

to occur, but is considered necessary for successful 1ife.

" In our observations and interviews, the technical learning which occurred
included both- intellectual processes as well as the development of skill and
techniques.- Both are included in our understanding and operational definition
of technical learning, how to do specific tasks related to work situations.

. Methods of technical learning. Technical learning, like most other forms
of learning which occur in secondary schools, involves learning certain concepts
and, through practice, becoming adept in their use. This use is often evaluated
by stuwdents' demonstrations of particular skills and accomplishments of certain

tasks, or application of technical learning toward the completion of a par-

ticular project. _In an office education class;, students work toward the goal of
attaining a certain typing speed or a degree of accuracy. In the production
graphics. class students demonstrate their knowledge of the concept of ink and
water  balance on - the - offset -duplicator. In distributive education classes

marketing concepts are applied when some of the students develop their own
entrepreneurship or sales marketing projects for competitive events at the
district, state, and national levels of youth organizations.

____Many of the secondary vocational education programs that were observed

included = simulated work activities. Two times a week a home economics food

service class operated a food service facility, selling lunch to the faculty,
administration, and guests. -At a secondary vocational-center,; the office educa-

tfon classroom was an actual office. It was located in an area where school
visitors often perceived the class to be part of the school's secretarial pool.

*Theme author was Steve Scholl.
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 similar simulations occurred in the other classes we observed. = In. the
auto mechanics class, _students _took on. _the role of an auto- mechamic while

repairing _their own_ automobiles. Some, who were parthularly .adept  or

experienced in the necessary procedures were allowed to repair the vehicles of

individuals outside of the school. In such cases, the student would be required
to discuss the problem with the vehicle's owner and explain the repair proce=
dure. In agriculture many of the simulation activities were, in fact, actual
farm or farm-related activities. These activities often invoived animal hus-
bandry, machine and equipment maintenance, and recordkeeping.

- Anrelntegraleepart _of “the curriculum.  Technical 1earn1ng often seemed
to be more than just a theme of secondary vocational educat1on. It was usually

It seems to me tﬁat in, almost any Rind of - occupational

enieavor there' s need  for some typev of skills that you

or. with people, and those are the things that vocational
aducation deals with.

An oFffice éd cation teacher talked about techn1ca1 1earn1ng in th1s way:

In my junior class where 1 have tﬁe office. procedures, tﬁe

first month -is nothing,more than a typing review. Then I go
fnto one week of basic business math, percentages and deci-
mals, so that they get on the calculators and they know what
to do. -That's extremely important. Then I have a typing
packet which has fifty jobs.

This teacher felt it was h1s duty to instill among his students the 1mportance

of "having a skill so that you can go out and earn a living." It seemsd evident
that his basic assumption was that "there are specific skills you need." If this
teacher were to excise the technical iearning from his courses, what was left
may be unrecognizable as vocational educat1on.

In the agr1cu1ture and grapﬁics classes; . tecthcal 1earn1ng, gu1ded the

ﬂévelopﬁent of a sequence of courses. -Teachers in each subject told us that

technical experiences were offered during one year so that a student would be
ready for a more difficult experience during a succeeding year. We also were
aware of situations where the technical learning of a subject was thought to be
too broad. for one year in a student's development and students would concen-
trate on different skills each year.

A _noticeable characteristic. In our conversations with seconﬁary voca-
tional education Students, - technical learning was a conspicuous component of
vocational education. We asked students' for their perception of the purpose of
the class, their reasons for taking the class, how they would describe it to a

friend, how it was meeting their needs, wha: they wanted from the class, and - how

it helpe& prepare them for what they wanted to do after high school. Technica)

learning was the focus of many responses. Some typical responses to the
question on the purpose of the class were:
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to teach kids skills;

to learn how the press works; and S
gf teach people about cars, the way they work, minor repairs, and how to
fix them.

Technical learning was also apparent in students' responses to a question
regarding the two most valuable things learned in the class. The "valuable

things" which they described were often skills, and included being able to:

market and se1l goods; - -
- operate different types of equipment; and

- speak to and work with people.

-tudents felt vocational educstion classes were preparing them with technical
skills in different areas such as, printing, commercial cooking, -.:«/waking, and

farming.

Observations of Technical Learning

.. Secondary vocation education programs in four service areas, agriculture

education, business and office education, home economics education, and
industrial education will be described. The purpose of these descriptions is
to portray examples of the technical nature of vocational education in secondary
schools.

- Agriculture education. = "Ag mechanics" is a yearlong class for juniers in
a_rural Minnesota senior high school. It is described in the school's course

catalogue as a corrse of: machine and tool safety, project cost esiinating, use
of repair manuals. mechanics, shop construction, and repair projects. What this
means in actual class activities and-the amount of time devoted to each crotivity
is indicated by the plan shown in Exhibit 1. Although the plan endured secame
modifications during the school year, it still accurately reflects the technical

nature of the curriculum.

~ Typically, a day begins with ten to twelve students entering the classroom
and sitting in chairs along rows of tables. _After the instructor has taken

attendance and discussed FFA (Future Farme:. of America) business, the words
"Okay; let's go to _work" or "Okay, let's it out into the shop" are uttered.

Those who_are not involved in further FFA business go through an adjoining door

into the shop. In one corner a student is working to repair one of the electric
welding machines. A row-of tool cabinets covers one wall, while overhead doors

which allow farm machinery such as tractors and combines to enter are along

another wall. Some students are working together on rewiring a Ford tractor
while others are repairing the exhaust of a _John Deere tractor. In another area

of the shop a number of other students are welding, some practicing, while

others are completing actual projects. One project, which is beginning to

attract the attention of students and is causing them to leave their own work,

is the imminent starting of the engine of an old Ford tractor -which has been

overhauled in this class. On this cold March day the overhead door has been
raised and the tractor positioned so that its exhaust will not be inhaled by
those  inside. - After -several unsuccessful attempts, the engine roars to 1ife.
The students: cheér and share in this feeling of accomplishment of bringing this
old tractor back to life. -
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Exhibit 1

Teacher's Curriculum Outline

Date  ___ _________ Activity

8/29 to 9/2 (1 week) SOEP iéépérv%séd éecupaéienai Expériehéé
Project) .
FFA (Future Farmers of America)

9/6 to 9/23 (3 weeks) 2/4 Cycle Engines

976 to 10714 (3 weeks) Small gasoline Engine Overhaul

10/17 to 1279 (8 weeks) Combines

12712 to 12/16 (1 week) Electricity

12/19 to 12/21 (1 week) Electric Motors
13/ to 1713 (2 weeks) Electricity: Shop
1716 t6 1/27 (2 weeks) Safety

1730 to 2/3 (1 week) Machine Maintenance
2/6 to 2/24 (3 weeks) Tractors

2727 to 379 (2 weeks) ﬁy&raﬁiies

3/12 to 3716 (1 week) Tillage

3719 to 4/6 (3 weeks) Planters

4/9 to 4/13 (1 week) Tillage
4716 to 4/18 (1 week) Machine Safety
4/24 to 5/4 (2 weeks) Projects
5/7 to 5/18 (2 weeks) Concrete

5721 to 5/25 (1 week) Plumbing
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_ Technical learning activities also occur in the classroom. As part of
a_unit on planters, the teacher explains the fundamental concepts of mechanical
planters, and equates the two major types, drum and disk. During a subsequent

audiovisual presentation, the students are given information on:

the selection process of a particular type of planter;

Plant distribution;

seed shapes and size considerations;
planter place specifications; and - - = - -
the compatibility between planter plate and seeds.

__The next class session, students are asked to calculate the dimensions
necessary to adjust a particular planter to match cultivation equipment con-

figured to certain specifications. There is also a discéssion where students
identify tractor speed, tire inflation, planter drive, wheel size, field con-

ditions, and the number of cells in the planter's plate. On the third day of
the planter instructional unit; before their test, the students are informed of

the various applications of different planters, discuss the manufacturers'

marketing techniques, and analyze the pressurized drum planter.

~ . Business and office education. The model office classroom is a simulation
of a business office. The simulation is so real that the unwary visiter is
often fooled, as the class appears to be part of the school's paid clerical and
secretarial staff. Rather than being located within a specific classroom; it is

located in a partitioned office area. Observing this situation, one sees dif-

ferent students using various pieces of office equipment: typewriters, com-
puters; and calculators, while others are conferring with each other regarding
particular problems they have encountered on the job. One student says, "How's

it going?" as he walks by some friends. Another student remarked, "I want to go
on vacation!" The impression is that this is an actual office rather than an
office education class.

_ The specific skills and competencies students acquire  in this class
are spelled out in the course outline (see Exhibit 2). The language used would

be very failiar to a person working in a business.

. In this setting, students are performing the roles, for two hours a day, of
the various employees of a fictitious paper company. Students selec: "jobs" in

the different departments, -giving them_a breadth of experience. .. For all of

these positions; technical learning is a significant part of the learning pro-
cess. The auditor, who is the head of the statistical department, thinks of the
job as being "pretty easy" although the student admits to having to learn and
use different formulas "for certain things" while also remembering "what to do

for this one and then what to do for the next one."

-- .. -Among other du*‘es; the person presently occupying the position of recep-
tionist has been learning how to develop an in-house bulletin, issue checks, and
make appointments. Regarding the in-house bulletin the student exilains that
the content has "to be put in my own words and typed out in forms.
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Exhibit 2

$kills and Competencies Acquired on Completion of Course

1. Computer operator

2. Word processing operator

3. Reconcile bank statements each month

4. Receive W2 forms and do individual tax returns
5. Conducy staff meetings on pertinent business subjects
6. Learn how to take notes at business meetings
7. eperate,and;transcribegén dictating equipment
8. Refine skills on calculators and typewriters
‘9, Filing techniques_

10. Telephone etiquette )

11. Routine bank transactions

12. Accounting procedures

The closest thing to a classroom session which occurs for the class is a

staff meeting. During these regularly scheduled meetings, different students

make presentations on topics relevant to people in the positions simulated.

Such things as employee benefits and recrsational activities are topics which
are- discussed.. However, the réé];bbjécti?és of this course are to prepare: stu-
dents for employment outside of the school setting. Exhibit 3 outlines these
objectives.

, Homeeemgnomicsfeducation.w In a real, rather than simu]ated situation,
the food service ciass of a high school operates a restaurant for the school's
adult staff and their guests. Two days a week the students serve the customers,
while the other three days are used to prepare the food for the serving days.

They also make deeorated eakes whieh are sold to members of the community.

During a preparation day, a visit to tie food service c]ass might revea] a

variety of activities. One day the studants are gathered together in . the

classroom, which is across the hall from their food service area. Sitting at
cafeteria tables the students, the teacher, and the special educaticn aide are
watching a s]ideltape présEntation _on_cake decorating. Aitnpugh they are atten-
ftﬁat a]thoqgn itfsﬁfriday, we're sti]] going to_ get some work done!" After the
slide/tape presentation ends, the students begin decorating their own five-inch

diameter paper circles with frosting. Some of the students have used ideas from
magazines for the designs they sketched onto their paper, while others have been
origina'l and generated their own designs.

_Some days are also spent on such activities as p]anning mea]s and taking
tests. Exhibit 4 gives an example of the kind of questions students must

answer on a test. These particular questions focus on math skills.
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Exhibit 3

Objectives Accomplished at End of Course

1. Students learn how to utilize their saleable skills in job positions
and learn and understand the meaning and importance of neatness and

accuracy combined with proper and efficient utilizziion of these
skills.

2. Students learn the importance of their job positions in a company, the

inter-relationships - of departments, meeting deadlines, and to
understand their responsibility in making office procedures work effec-

tively and smoothly.

3. Students learn to practice proper -attitudes and work habits in an
office setting. Many students acquire the forgotten work ethic after
nine months of Model Office.

4. The human relations aspect is quite prevalent in the Model Office simu-
lation. - You have many students working together -to meet deadlines to
assure the continuity of -the work flow in the office. A student must
be able to work and get along with co-workers if they are to survive in
the world of work.

5. By the time the course is completed, or by the time the employee feels

ready to tackle the "real world," the goéls of this Model Office is to
develop further the skills and especially the confidence and assurance

these students need in order to answer those newspaper advertisements.

It is the goal of this Model Cffice to help the students find the posi-

tion- that will satisfy them not only monetarily, but also one into

which they can fit with ease and find enjoyment.

- About half-way through the two-hour period it's time for their break.
Although they were initially reluctant to begin their activities, only six or

seven students leave to take time out. When these students return, they and the

others_are given a demonstration on how to make a rose two different ways. Amid

exchanges of "Miss L is this good enough?" "Sue, you just need to be a little
more gentle," they continue their practice at decorating cakes.

On the days immediately preceding a food serving day, the activities

are_somewhat different. Class is usually held across the hall in the food ser-
vice area: _ The  food service area is_partitioned into separate kitchen and
eating areas on serving days. Visiting on such a day, an observer would find
the students in different areas of the room performing var!aus tasks. Along the

far rear wall, where the ovens, ranges, and grills are located, three or four

students are engaged in_ frying chicken, making soup; or grilling cheese sand-

wiches. Toward the center of the room, on moveable preparation and cutting

tables, six or seven students are engaged in preparing additional foods. One

student has a large piece of dough and is rolling it out for cinnamon rolls for
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tomorrow's meal At an adJacent table two other students are decorat1ng cakes

to. be entered in a contest. Other students in this area are following recipe

instructions and cutting, slicing, peeling, and combining -different ingredients
for other dishes which are part of_the following day's meal, Moving between the

cabinets and the dishwashing station are other students .They  have been

cleaning the dishes and utensils the food preparation people have used and are

replacing them in their proper location.

sxhisét 3

You :e the manager of local restaurant and must take your monthly 1nventery
of supplies and calcu!ate your percentages. Given the following totals complete
the surplus and percentégés below.

Food & Spices:

Preceding Month $12,000
Purchase 24,500
Total I
Current Month Inventory $9,500 Amount Used
S Gross (Restaurant) Sales $100 000,
Total Used
I ]
'l ﬂﬁr‘ -- - -
Preceding Month $ 4,000
Purchase . S
Total ~ $27,300 S Amount -Used - - I
Current Month Inventory $21,000 Gross Sales (Liquor
Tbtal Hsed o

Various students give instructions and requests to other students. and their

It is now serving day, and customers have been enter1ng the eating area.

teacher; who is continually "working the crowd" with advice and demonstrations.
"Tell them to make up a corn beef sandwich" says one student. "We'll need the

glass racks later,” is a statement made by a food preparer to a dishwasher.
"Come on guys, they're customers out there who haven't been served!"™ one student
says to a group gathered behind the partition,
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On a rotating schedule, students act as waiters, cooks, dishwashers,

and- cashiers along with other jobs. The waiters greet the customers at their
table, take their order, and bring the order to the students in the food pre-
paration area. They also clear the table when the customers have left and set

the tabie for succeeding customers.

Once the three waves of approximately sixty customers have eaten, paid

the student cashier and left, the students, teacher; and aide serve themselves,
relax; and eat;- However they cannot spend too long eating, as they must clean
and replace dishes and utensils, wash all the equipment, and clean the floors
before the bell rings.

Industrial education. The auto mechanics class is a one semester, two

hour class which students can take only once. Typically, an observer will find
the student working in the shop rather than sitting in their classroom desks
listening to a lecture or wateching a demonstration. As we walk through the
small classroom which we enter from the hallway, only a few of the twenty-six
students are here. We can see many of them on the other side of the glass wall,
out in the shop. Entering the shop area, we notice two 1ines of cars, with some

simuiation systems constructed out of junked autos at the front of one line.

 Adjacent to the door is a fairly new Oldsmobile. A student dressed in

coveralls is working furiousiy to remove its engine, but has difficulty getting

it to clear the car's frame. Two or three students who gathered around to watch the

engine come cut are going back to their own work. Behind the Oldsmobile two
students are 1lubricating a van which is razised in the air by one of the two
hydraulic lifts in the shop. They are in the process of working on Unit 4
(Exhibit 5) of a total of twelve units which make up the course content.

__--They began their work on the suspension, steering, and drive train unit by
reading a thirteen-page section in their textbook. Before lubricating the van
they leave the classroom and go to the library's media center. There they
obtain a filmstrip on vehicle lubrication,; view it in a special room and respond
to the questions on a corresponding worksheet: Now, using the worksheet, they

are- lubricating the suspension of the van. They will also change the oil and
filter. - A similar process of first viewing a filmstrip, then completing
worksheet; and then doing shopwork are included in this unit for steering and
suspension _components and the. drive shaft and universal  Jjoints. - After

completing the worksheets and performance exercises, they will respond to a
written examination and a teacher-directed performance test.

~ Next to the van, between the two lines of vehicles, two students are
changing the tires of a set of wheels. They are engaged in one aspect of the
unit_on_wheels and tires. Before changing the tires they also view a filmstrip

and complete a worksheet. They will also be taking a written examination and a
per formance test on the unit.

"How you do on . the test affects how many hours you get," the teacher
remarks -to a student who inquired about a written test on the unit.. After

making this comment -the teacher resumes talking to seven or eight students

gathered around the 1ift, which is supporting a Pontiac station wagon. It's
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the prine; pal s car and a student who has extensive technica] baekground is

overhauii;: the brakes. Talking to the students, the teacher states that when

the “Pontiac came in, the bearing's inner race was mov1ng on the spindle, which
was measv-2d with a wicrometer and explains, "that's why we're replacing the
spindle, ton "

Exhibit 5

sample Unit of Instruction

Unit # _  SUSPENSION, STEERING, AND DRIVE TRAIN 8.5 Hours & 1 Free Day

* Read - Reader's Digest, pp. 189-202;

A. Steering and Suspension Fundamentals -
View: FS 1368 while comp]eting corresponding worksheet.

B. Steering and Suspension Fundamenta]s

View: FS 1369 while completing corresponding worksheet .

C. Vehicle Lubrication ,
View FS 1588 while comp]eting the corresponding worksheet.

Horksﬁeetfi Steering and - Suspension -
Performance: With-a vehicle raised on the hoist, you will be able to
identify and inspect all parts listed on the worksheet. See your

instructor.

E. Complete Automobile Lubrication and Safety Inspection
Worksheet: Safety Checklist -

Performance: Service a vehicle on-the hoist according to the worksheet.

This includes_an_oil change and oil filter change.

F. Ball Joint Inspection and Replacement ,
" Yiew: FS 1958 whila completing the correSponding worksheet.
Performance: None required

6. Drive Shaft and Universa® Joints

View: FS 2013 while completing the corresponding worksheet.
Reference: Reader's Digest Text, pp. 451-452,
Performance: D & A Universal Joint

H. Unit #4 Hritten Exam (Multiple choice exam based on worksheets.)

I. Unit #4 Performance Exam
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_ After the initial clasSroom instrwctim days and six to eight weeks of

work on tasks in the sihor, tne class ~z%: es _classroom leciure and demonstra-
tions on ignition and fue! systems. _puring one classroom session the teacher
distributes a -simplified dizgram of the components of an ignition system. He
asks them to draw lines connecting the terminals of each component. "You need

to understand this if you want to be a mechanic, but you don't need to be a com-
puter expert," he remarks as he puts a similar diagram on the overhead projec-
tor.

explains its function in the primary and secondary ignition systems. Concepts
included in this discussion include firing crder; high voltage/low voltage cir-
cuits, and dwell angle. Later, the teacher gives students a distributor and

asks them to replace the ignition points and properly set the gap between them.

The following day the students receive the same diagram of ignition system com-
ponents as the previous day. This time most of them are able to accurately
indicate the proper wiring connections.

__ _After additional discussion on ignitiom systems, the group goes out into

the shop area to connect the large electronic ergine analyzer to the "shop" car.
However, the car has been specially prepared forr the occasion and will not
start, The teacher uses this as a trouble shooting exercise- for the students to
locate tne problems he has caused: a loose battery cable; closed ignition

points, incorrect firing order and incorrect timing setting. At the end of this

instiuction on_jgnition and fuel systems, the class is given a wr. ten examina-
tion {(Exhibit 6).

Intent /Result: Why Is It There?

- Technical Yearning functions as a facilitator -of three pruv:..ies: develop-
ment of technicai skills; provision of an alternative learning environment, and
promotion of students' interpersonal skills. = Through technical learning, stu-
dents develop actual job or work skills. This skill development occurs in a
context different from other classes, and contributes to stuvdents' sense of
self,

_Skill development. -Students often described -the -development of tech-

nical” skiils was one of the most valuable things they learned in the class.:
Some- students demonstrated an understanding of the relationship between tech-

nical learning and their future. For one student skill development resulted in
knowi‘'ig: "How to look for a job," and "How to be a wise consumer."

 Students also indicated an awareness that the skills they were deve-
loping in.their vocational education classes would be useful in the world of
work; - "It will- prepare you for a job later on in 1ife," was how one student

responded to being asked about the purpose of the production graphics class...

Asked how the food service class was "meeting your needs and interests," one
student replied by describing the transition from school to work using skills
developed in vocational education.



Exhibit 6

Sampie Unit Examination

10.

List the six circuits of the typical carburator.

provide good fuel economy and good power when needed?

What part of the carburator is designed to open the choke a fraction of an
inch as soon as the engine starts?

How many valves does the typicai fuel pump contain?

The exhaust gas analyzer in our shop measures what two substances?

o &

points last longer is called the

Most automobiles have two automatic timing advance devices - name them.

%

Breaker points can be set with either a feeler gauge or a

The three major sources of vehicle emissions are




I really think it's teaching me a lot of things about cake
decorating, because I really didn't know anything about that

before I came in here. And, plus, this will give me a lot of

experience, I think, for going out and getting jobs. Because

on applications, I can put down that I have some exper{:nce
in_the kitchen and stuff 1ike that. I think it's been very
helpful in my career.

_In _some situations, such as in the office occupations and distributive
education classes, the transition process was facilitated by supervised work

experiences. = These situations involved technical skill development in the
classroom during one school year with the following year focusing on both
classroom and work experience. This process was described by a student in an

office occupations class.

Well, at first you have to take a year of his class of; like

working on different machines . . . then the next year you go
on the job. . . . It's a neat thing to do.

Teachers feel that getting the "hands-on experience first® was critical to deve-
loping students' ability for securing employment in a related vocational area.

Getting the student to produce work of “good quality" was the teacher's objec-
tive in moving students from technical skills tewards employment.

goals. The skills developed included the skills of
obtaining credit, furnishing an apartment, planning -a_ budget, or making deci-
sfons regarding sexuality in interpersonal relationships. Although these skills

received heavy emphasis in the home economics classes, independent 1iving skills
were also an important consideration for teachers in other areas. There was an
waareness among. teachers that although many of the students would not become
~cehanics, office workers, or farmers, these skills would still be important-to

students as they made their way in society. The teachers were aware that typing
skills could be used to put students through school or that many students in the

auto mechanics class just wanted to know how “to fix my car.” This awareness
was expressed by an wagriculture -teacher who realized that his students were
developing skills useful in farming but also in other areas of the students'
lives.

I guess 1 would see them as providing background for stu-

dents who were interested in one of two things or probably

both. One in pursuing such things as ag or shop courses;
this to beef up their background when they get a job, If

they can -build their own garage or if they are a hobby

farmer. _ If they can repair their own tractor or also in an

exploratory basis for the careers specifically in the voca-

tional area, such as a teacher, for example, or Such as an

agri-business person or a mechanic or whatever.

ype of learning. Technical learning in secondary

vocational educat: en;pw’gra,m;;,,s aIso;,‘Lfr;e,c,te ,a,t,,,F,“ov,iqing a. diff@"gﬂt t;YPE of
learning experience for students. Often this alternative learning experience is
designed for students not in the school's college preparation program. One
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Providing an alternative 4

superintendent acknowledged that,
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A studen® taking a series in- home economics or a series in
industria: arts or a series in agriculture more than likely
is not going to coilege.
It was thought that these students "come in . . . looking for specific job
%kills because they are rot going to do anything more (in formal education)
after high school.”

Others felt that vocational educators needed to develop the "whole person”

by "challenging the person with a variety of tasks.® _To accomplish this goal,

theory was integrated with practice in an attempt to balance cognitive and
intellectual activities with skill-based, hands-on activities, while cowtinuing
to encourage students to have fun. This need for integration of theory, balance
between cognitive and psychomotor skills, and-student enjoyment, were contained
in a statement made by one of the teachers.

I think the theory can be made more fun; more enjoyable and

laid out in a way that they can feel more progress and

meaning., if it was carefully delivered, for example,

interactive computer with video disk, then you could lay some

kind ¢f keep them awake and off their fanny, then I think you
could lay the theory on them.

Jo one of the students in that teacher's class, the difference between that
class . and other classes was apparent.

It's not 1ike taking a lot of notes and then taking a test

on it. 1It's more 1ike learning about it and doing it, and

then remembering what you've done.

- Besides serving as a vehicle to dintegrate theory, technical learning
also functioned to balance the cognitive aspects and technical learning. To
some students, vocational education was "more of a skills-class than a mind

class,” while adults acknowledged that" everyone learns in different ways,” and

that because vocational education was “"not as theoretical, some kids learn
better that way." This was especially true for the student who observed that
technical learning of specific skills leads to knowledge of c¢ther, previously
unknown skills.

1t's not 1ike doing the same Sort of thing over and over.
1%t also teaches me many skills I didn't think I had before.

Self and social skills. Technical learning is also associated with stu-

dents™ development of skills involving the enhancement ¢f tneir sense of self

and their ability to interact with others. By engaging in a learning process in
which they develop certain technical skilis students become more confident in
their own ability. To one teacher this meant that "It teaches them what they're
good at.* As a result of the recognition students receive for their work, their

abilfty to accomplish that work and being able to quickly notice tnose

accomplishments, students developed qualities of self-confidence and leadership.
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One teacher described a process in his instructional- program in which students

continually were experiencing a "variety of technical challenges” which led to
the development of a positive image of themselves. This notion was supported by

a student who described -how this self-confidence helped her address a technical
problem on her own. - "My car breaks down and I feel so great because I know
what's wrong with it."

____The challenge  of having to work cooperatively with others to  1earn

technical skills was suggested as contributing to the development of interper-

sonal skills, A student in the food service program compared the cooperation

required in food service operations with the cooperation needed on an athletic
team.

It does take a lot of teamwork to do it. Like let's say I

have something on the stove and somebody else has something,
and if nobody else told me it would just burn. And, like if
you're on dishwashing and something's hot snd nobody tells

you, you're eventually gonna burn yourself.  You just have to

have a 1ot of communication going on, teamwork, mostly team-
work.  It's 1ike basketball players, when they're on - the

court they need communication and teamwork and that's what we
need in there.

_ Others thought that learning different technical skills led to leadership
and responsibility. = As students would become more skilled as they progressed

through related vocational education classes, they were called upon to help
other students and leadership and responsibility were thought to develop as_a

result. Having to help others "makes you a little more responsible” and causes
the student to be seen as a "leader" by others. Therefore students “Are no
only learning a skill, but they're learning about managing themselves.®

i‘ﬁéié;ﬁﬁ . mﬁ]i"éaiﬁiz;::ﬁié: ,7:7,; R

_One aspect of technical learning involves learning the techhigues asso-

ciated with technical skills. Techniques are the Styles associated with tech-

nical skills. For example, a technical skill in auto mechanics is the ability

to replace -the brake: pads on an automobile. One technique involved in this
skill_1is. the particular way a student. may have for tightening bolts without

getting them too tight. However, there is not a definite line of demarcation
between skill and technique. Although technique can-be a mechanic's own_method

of tightening bolts, it becomes a skill when averhauling &n engine because then
bolts must be tightened to specific settings with a special tool. Generally a
technique contributes to efficiency of a _skill, and can influence the outcome of
technical learning. In printing, while the technical skill of operating an off-
set_duplicator may include adjusting the machine, preparing the plate, and
trimming the printed stock, there are certain techniques involved which deter-
mine the success or failure of the process. -A student having the skill to_pre-

pare a plate, and set-up the duplicator will te unable to print many copies
without imperfections unless that student has developed the technique of main-
taining the adjustment of the duplicator's feed and delivery systems, ink and

water balance, and handling of freshly printed stock.
77
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It was dif?1cu1t,to f1na exp11c1t ev1dence of tec’ n1ques belng the goa] 6f

instruction in the programs we observed, but we did observe de facto evidence of
their existence. Technical skills in food service included the ability to
assemble and-correctly combine the ingredients for a fish antree. The tech-
niques -associated -with this skill would -include the degree of efficiency in
which the materials were_ assembled: and- the manner in which they were cooked.

- The students ability to prepare food which was tasty, not burned; and served in

an attractive manner indicated their development of both skills and techriques.

In one agr‘iéuiiu?é i:ié:i:é mention was often made of the fact that students
enrolled in the prooram were not actually living on farms. There were many stu-

dents who - resi#nd "1n -town" or on -"hobby farms." The teacher wanted the stii-
dents to be awsiz LF-the way -ii: which activities occurred on . a farm. _In this

class, technice: s%ills would include seed selection, row spacing, and fer-
titizer app]icat1on Technique would evolve from the experience of living on a

farm and having the _broad, contextual! perspective resulting from that
experience. Corn planting wo uld not be considered just a seed planting exer-
cise; vt ar activ1ty which fits into the survival process of the farm.

On_a Ihnader sca]e,,the studentAs atti tude _toward unrk, or work etb1u,

e ———— — - - ——

which was discussed as part of the_ hierarchical concept of technical learning

and which is often 2 result of incremental work experiences, 1s also part of
technique. Students with this technique, o being conscientious workers, were
often positively valued by their teachers and iroceived encouragement and rein-
forcement for their efforts. In many of the situations: office work, food ser-
vice, retail sales or auto mechanics, the technique of wanting to work t¢ please
someone, or do a good job was closely related to the student's success with

reiated technicel skills,

Postscript
It's not 1ike taking a 1ot of notes and then taking a test on
it. It's more like learning about it and doing it, and then
rememdbering what you'’ve done. (Student)



CHAPTER VII
EXPLORING LIFE ROLES®

. One of the purposes of vocational cducation has been to -allow Students
to explore varicus occupations in an effort to help them make informed career
decisions. We found this process taking place in vocational education classes.

‘Super; Starishevsky; Mathlin, and Jordan (1963) describes exploration as

ﬁéétiiifiéé; mental or physical, undertaken with the avowed or unconscious pur-

pose or hope of eliciting information about oneself or one's zavironmant, or of

verifying, or arriving at a basis for the decision, conclusion, Solution, -or
hypﬁthES',S;WO["Df beiﬁg,éﬁté?‘tai}iéd; ;Ché'l;'léligé,d,: -or stimulated” (pp; 57-58?5
Super's definition focuses on gathering information and thinking about that

information in_terms of one's own areer choice. The terms we will use to
describe this process are searchisg and scrutinizing. Students who are in the

process of searcniwng are finding out who they are, what they can do, and what
exists for them in the world of wein, Scrutinizing is a process by whieh stu-
dents attempt to thoroughly exciine bhaw he  information- gathered  through
searching and inquiry applies tc :<#%r :wn Yives:. The students may ask such
questions as-"Do I 1like this?" #r “is thi. for me?" Students are making an
effort to think about a particular career in relation to their own skills and
interests.

_ This theme will begin with a discussion of exploration as a purpose of
vocational education. - The process of exploration will then be described as
searching, then sc.utinizing.

Exploration as a Purpose

~ . In the interviews which were conducted with teachers, counselors,
principals, vocational directors, and superintendents, each respondert was given
the opportunity to prioritize three purposes of vocational -education. These
purposes included exploration of careers, training for specific jobs, and pre-

paration for further education. L:ri~~ation of careers was seen as a high

priority in terms of purpose of voc::icnal education at the secondary level.

Different rez:ons were given for assigning a high priority to exploration.
Students. change their minds too often to be able to do mere
than explore while at secondary school age.

Students need to have a chance and a time to get exposure
to different areas.

Students need the opportunity to know if they will like or
enjoy something.

*Theme author was Steve Scholl.
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Students need to receive "Hands on experiences that they

don't get . . . in a 1ot of other classes.”
ﬂiéﬁ school itself "Is 5u§£ 6ery expioréiory "

"there needs to be more career expleration” but that it should beg1n ear11er,
before students reach high school. This perspective was explicitely stated by

one teacher.
c;regr exploration. We've ¢*i :- remember that to have a
functional society that's ec:i . ~aily productive aid mea-
tally and technologically produ.cive; we're going to have to
have people that enjoy what they are doing, feeling that they
make goad choices, being able to put their whole efforts inte
jt. . . . And 1 think _you have to start §éftiﬁ§ people to

think about those things at a younger age. I don't mean that

you should take away their childhood, but I certainly think
that by the time they're thirteen or fourteen years of age
they better start thinking about some of these things. . . .
Because how many times- do you hear about the kid who's a

sophomore in college and he's trying to decide what to do?

Even though they were only asked to‘pr1or1t1ze the d1fferent purposes,

some of the school adults also volunteered their feelings about the appropriate-
ness of specific job training at the secondary school level. There was
agreement among- the respondents that high sc)-ols were not an appropriate site
for specific job training: The reason. given was that secondary schﬁd] -was too

into specific Jobs, and that "You are tak1ng too many other opportun1t1es away
from students by emphasizing one direction."

Exp]oration for Who?

P’though many of the responses 1ndicated that explorat1on should receive

the  highest priority within vocational educat1on, there was some question

whether all students should be included in exploratory vocational education.

Students' findividual differences were noted, and it was suggested that oppor-
tunity for vocational exploration would be more appropriate for certain "types"
of students. Some adults thought exploration would be more appropriate for

those who were not yet sure of their career direction; while others thought of

vocational education as having varying purposes for students.

For some it's purely a couﬁrse ;o exp1ore. Others know
ahead of time that this is what they like to do. For them
it (vocational education) has that purpose, a preparation.

For some it has just the purpose of another subject.

. Exploratory activit1es, however, were more often recommended for Just

the "non-academic" or “vocational" students. It was felt that these students

Jjust to keep them coming to school.
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There are a 1ot of kids thaﬁ are not academica11y interested
in those so-called "academic things.™ Not that they're not
intelligent, but their interests 1ie in vocational areas. So
why shouldn't we provide that for them?

Bthe?s theught eipléiatéiy activ1t1es uere for the purpose of deve1op1ng "an

awareness of the whole process of our economy and the different facets of levels
of emp1oyment and the kinds of training that are available.”

e v .

One_ 1eve1 of exp]oratery actlv*tles in vocational education occurred in the

form_of students' searching._ Frequently it was the intent of teachers and other

school adults for vocational education "To go beyond what they (students)

already know" and have the students develop a sense of direction in-their lives.
One teacher commented that vocational education gives students a direction. A
vocational director explained that direction-resulted - from being able to look at

some occupations and make some realistic decisions prior to graduating from high

schoo?. He perceived vocational education students as having an experience
similar to his own.

Well, when I look at voc ed the only thing I can do is go
back to my own high school education and I can look at how it
worked for me. That finally gave me direction when I was in
high scheol and I_think that's what our programs do more so

than anything else . . . when a lot of students leave here

they know where they are going. They've got their 1lives
planned out.

e found that students s;earciﬁng to achieve a sense of direction in their livee
helped them find out wno the; re, what they can do, and what orcupati.-«
opporturities are "out there,"

Fiﬁﬁiﬁg:ﬁﬁi;§534¥gy:ane. The search1ng and 1nqu1r1ng aspects of exp1ora-

tion resulted in students learning more about themselves, particularly "who they
are." One teacher put it in the context of 1eading to an eventual career.

But it is sti11 ]earnjng about yourse1f and when you 1earn
about yourself you will decide what you want to do, how far

you want to go with it, and then you've got your tools you

carry along with you.

As expressed by a counse16r, vocational education "gives the students oppor-
tunities to find out who they are and where they are and where they want to go."

Students also - expressed similar -perceptions of those general processes of
exploration. In students' words the purpose of the class included such phrases

as "to know yourse1f' and “1earning about myself and others.”

then the sfudent will "know what to shoot for, what to think about."
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Students were perceived by school adults as trying to learn what they couléd

do o give themselves career direction. For some it involved contemplation.

And then there are students that are just wondering if they
1ike foods or-if they 1ike automotive. - Wondering if they
Tike to work with woeds or metals or in the food area.

For others there was more involvement.
I do see students that are here exploring what area, what

career area their choice will be. I see them looking at, I
would 1ike to be a chef, and trying, actually trying it out,
trying cooking.

Rs a result of this awareness, a counselor thought;

If it makes them aware of other types of careers that are out

there, that might spark an interest (in) some skill areas
that they want to pursue.

By knowing of their ability to perform specific skills, this counselor felt stu-

dents had a "background so that they can further their education in specific
areas out of school.”

B Siij&éﬁié S]Eé Béééﬁé awaré, that vocational educaﬁon W& assac%a'téd,wiih
understanding what _hey could do., = While many stated that they were able to
develop "an insight on your abilities™ others cited more specific -examples of

knowing what they could do. Among these were references to being able to ignore

disturbances while working, accepting responsibilities, and having career
interests become consistent with personal characteristics.

. Finding out what's cut there. In addition te students finding out about
themselves and their abilities through th2 searching and- inquiring phase of
exploration, students also investigate ;9ssitle career positions. Many of_the
respondents_made statements indicating they felt it was an intention of students

in vocational education courses to discover career opportunities. According to
one principal, vocational education provides the following:
An exploratory experience, letting sStudents know what the
world of work- is all about and what- the possibilities are
with hands-on_type jobs. . . . And maybe even giving ;ﬁéﬁ,,thé

go-ahead to go on to become engineers and go to a higher
level of what they're experiencing in Jjunior high or high

school.
It increased (opportunities) because it shows them the wide
variety of things, of different areas that they could go
into.

A counselor had similar experiences with students.

I think some of them find their career while they're in high



school. A number of mine have and it's through the voca-
tional programs.

_ Students also described how vocational education courses assisted them in
learning about career oppsrtunities. Below are some responses from Students:

Interviewer: What are the two most valuable things you have
learnad in this class?

Student: An idea of a career choice.

Interviewer: Why are you taking this class? = =

Student: To learn about marketing and te find out some
careers.

Interviewer: Does this course help prepare you for what you're
planning to do five years after you leave high

[ s,c,h,o°1? - -1 N . _ _ oo N
Student: Yes. It gives me insight on what jobs are in
marketing.
Scrutinizing

- The second part of exploration is scrutinizing. Scrutinizing involves stu-

dents: taking a closer look at a vocation. Scrutinizing involves aski: ; such
questions as, "Do I Tike this?" and "Is it for me?" Students hecame engaged in

~rutinizing behavior through their desire to determine whether a particular

.eer was something which was appropriate for them. This involved questioning
~..2ther a vycatienal edicati~n class was something a student liked or was "for
me.” Some students enrolled in a vocational course for the specific purpose of
trying out a career. Other students realized after being enrolled in a class

whether or not a career was for them;

- Intended scrutiny. Some students enrolled in vocational education courses
for the specific purpose of "trying out" career options. Students stated that
they were taking a vocational edication course "to learn about working in the
business world." A counselor explained it this way:

They don't really know what's out there and what they want to
do. So they kind of play around w.th some of these courses
couple ag classes and I'11 take a shop class and . . . kind
of see what I'm good at.

Others, who were approaching their entry into the real world, were beginning to
put their course selections into a career-and-life-role context. An example ¢f

the life-role context, involving marriage and family decisions was described by
a student in a home economics class.

They always say, senior, you're going to graduate, get
married; have kids: Well, I'm going to school and I think

that after school my boyfriend and I might get married and so

I kind of think this is helping me to 1ook and see. Is he
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tbe one I want? Are we gomg to be ab'le to 1ive togetherv

Is this the right kind of Tove that we can build a marrizge

on? That's what I think I'z getting out of it.

- A supermtendent stzted that students enrolled in vocational =ducation to
get "the -opportunity to find out if they rea'l'ly think they would-eiijoy it . . .
but I think that the nist important thing is that you develop a 1iking for that

type of job and an -opreciation for the skills it required." A counselor
stated that students tried to "keep  choices open" and after consﬂleration
of the choices “then You can narrow things down." This view was

shared by another counselor who stated that only by taking a course

could students learn 1if they really wanted to pursue an occupational
interest.
How do you know if you are really going to 1ike photographics
or not; if you don't have a course in it?
Students shared these reasons for eﬁrdﬁiﬁﬁ in courses:
To see if I would 1ike to go into this field.
1 wondered how I wouid 1ike working in our office compared to

other occupations 1 am also interested in.

Resu'lts of serutiny. For soine students, questiomng whether a career was
for them resulted from having been in a vocational education class.

I,Jtneu before teal - I 1iked typewriters and playing with
calculators and ari“mg notes and stuff. I knew I 1iked to

do that, but ai" : % leces just came together right in the

Offlce.

It was evident that future life-roles were also questioned. One student
indicated such scrutiny as a result of her partici pation in a famﬂy 1ife class.

I'ye always wanted to get married Every 'litt]e gir]'

dream. But I can see in myself, right now, that I've got

rolnantig love. That's what she (the teacher) pointed out
to me and that I would no way near be ready to get married
and if I did I'd probably end in divorce and I'd be just
another statistic.. That- wouldn't be good-; so it's helped -me
to realize what I'm doing now rather than realize it ten
years down the road.

Simi'lar perceptioﬁnﬁs were expressed by adu]ts., A pr1nc1pa'| remarked ‘that

"these kids find out if they really, in fact, do want to do what they're doing
in class." A vocational director indicted that "sometimes they learn they don't

like that kind of work."

Some students were aB'Ie to exp]icit]y verba'lize the resu'lfs af scruti-

niZing. They-found that certain career activities were for them.
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It let me find out -nat I like uorking on the adding machines
and would 1ike to do that.

Helped me to make sure it was what I wanted

Some students decided not to pursue a certain career after experiencing it in a

vocational education class.

Scrutinizing took various forms. In most cases, hands-on act1V1tJes in

simulated situations were used to provide students with an _opportunity to

experience a certain career. While students in agr;cu]ture managed farm
accounts and raised grain and livestock, students in other areas worked in

simulated offices and printing plants, or worked as sales managers or auto
mechanics.

In. the home economics classes, focus varied from an actual food service

operation - to ctudents' 1ife roles. In_ the latter class, - students _discussed
"some of th3 pros and cons of keeping a baby," "decided whether we're. going to
have children," and the nature of mature love and reasons for marriage. While

scrutinizing their career options; students were also able to develor attitudes

toward various life and family roles, realizing that with some, you "can't just
pick up and go."

Uﬁdéistauding;uorkfard family roles. Our data indicated that an outcome
of vocational education is the exploration of both work roles and family roles.

Tiey -discussed the differences between - mortgages and loans; family  respon-

sibilities, and ‘keeping accurate financial records. Even when career roles

were the focus of the class, students were able to understand the application to

life roles. This was expressed by a student who understood that the office

siﬁulation_experience also helped her learn "how to deal with people,” or by a

home economics student who felt the purpose of the class, in addition teo
learning Jjob skills was ". . . to cope with life, at work, harassment, not

living at home."

Bevelo ingﬁa “taste " Through different experiences students in vocational

education classes get a "taste" of roles and responsibilities, generally through

simulation and practice. They developed an understanding of the necessary
skills for particular roles and the application of those skills to particular
problems A counselor described it as “getting a taste of the career-area." To

try and teach them the basies of wha: to d5 and how it can be done."

Rany of the experiences invoived simulated experiences. In an auto mecha-

nics class the instructor told a student that a mechanic in a shop "making
thirty dollare an hour" wou 'n't waste time cleaning spark plugs; "becaise
people car't :iford to pay" for the mechanic's ti-. compared to the expense of
replacement. In other classeés, simulation involved the wkole class becoming a
functioning: unis t; Such as an actual business office, a printing plant, or a food

service outlet.

- Althouyh simulation was often used for providing a "taste" of a career, the
process of 1carning fob ckilis through practice and specialization was also
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noticeable and often observed as a part of the simulation activities. Daily,
during the course of our observations, classes of students were observed typing,

s — —— 3 ———— % % — - 8 —

printing, prepar1ng and serving food, repairing engines, planning sales, efc.

This ®. . . opportunity to practice th1ngs that they're good at,® gave students
their “taste" of roles an? responsibilities »y having them "understand what
you've got to do t: make it work out right.® while getting “experience in a
#ig1d of work they might want to get into.” One superintendent stated - that
%iraugh -practicing skills; "they've learned . thing abeut what it takes to-do
z rertain job:" This Enou]éﬂgé, gained thridgh an_exposure to_specific skills

and opportunities allows students to practice and apply those skills. It also
allows students to make critical choices and decide exactly what is good for
them.

Students a]so thought that understending ‘the nature of work was a resu]t of
their exp]oratory experiences in- vocational education. "It makes -you understand

more_ about working on jobs and everything," explained one student. Another

student added, "It shows you what the real work1ng world will be like."
A Different Pereeption

It is evident that vocationa] education is an -exploratory -process - where
students deve]ep an understanding of career. reles. It seems that students get

éEﬁﬁéfiBle their skills,are with the responsibillties of the job. However, for

2 number of students the important part of vocational education was not per-

ceived as exploration, but as job preparation. One student said thiat there were

students ". . . who might know what they're going to be going into.” By having
a clearer understanding of their career direction, vocational education for
these students would not be exploratory; since they are past that stage in their

A principa1 said that diffﬂfln. students ave d1fferent needs and there-

tore, vocational education shouid serwe different purposes for varicus students.
For some it's purely a course to explore. Others know ahead of time what they
want to do.

of_ uhetﬁer 'vocational educationtexperiénces are exp]oratibn or . preparat1on is

indeed a function of the students' level of vocational development and theirv

contextual circumstances. For students who have very few options or students

whose level of vocational development is nspecially high, vocational educatio:
in secondary schools may be perceived as preparation.

But it is still learning about yourself, and when you learn
about yourself you wii. decide what you want to do, how far
you want to go with {t, and then you’ve got your tools you

carry along ‘~ith you. !Teacher)



CHAPTER “I11
LEARNING TO WORK TOGETHER"

_Larning to work with others is a skill we all utilize to some extent

throughout our 1ives, occupationally and personaliy. In most occupations it is
expected that individuals work- together so that some product can be efficiently

produced. In our personal and family lives, getting along with others is also
an important skill. As we observed vocational education classes, we developed

an-_appreciation and_ understanding of how learning to work together is an

integral part of the vocational education classroom experience. There were
times when the students encountered conflict or did not do their part and the

entire process broke down; it all seemed to be part of learning. Efforts were
made to get everyone back on track and the process continued.

. _Following are some observation notes from vocational education classrooms
where students are having the experience of working together. The first obser-
vation is from a graphic arts class where students are working together to find

the source of a noise on a press and repair it.
John: "it's good." (Starts press:) "What's that noise?"
Andy: (0i1s press.) "It might need watr,"

Scott: . "It's at this end.” (While Scott ofls it dJohn
applies water to rollers. Scott sits on his chair white John

cleans the blanket. John turns on »rress. Pap«r gets
crumpled.)

dohn: "It's hungry.* (John turns off press. Jamie gets
paper out. John and Jamie operate press. Scott and Andy

watch.)
Scoit: "How's it lookin?"

Jamie: "Washed out."

These students are attempting to solve a problem they are having with a machine
by using their individual skills and expertise to suggest and try out possible

solutions to the problem. A second example of students having opportunities to
work together is from a consumer education clazs.

Four students are making "frosty bars® to sell to the student

body. The bars are put together in an assembly 1ine fashion.

The first person cuts the brownie pieces and hands two of

*Theme author was Linda Ernst




them to the next person who cuts a slice of ice cream and
puts it between the brownie pieces. The frosty bar is passed
on to the third person who wraps it in waxed paper and hands
it to the fourth person who stacks it on a tray which will

eventually go into the freezer.
A vocational educaticn director explained the importance of working together
this way:

It's not a place where they sit in their seat, you know, just
related to books and paper; whatever. So I think that, in it-
self, is great learning--to be able to work with other people
in a group. One of the things we are told by employers on
our advisory group, if there is anything else that you can
get these kids to understand, is the attitude about work and
it's the ability to work with other people. . . . That's fre-
quentiy the two reasons why people are losing their jobs.

A business and office education teacher provided this description of working
together in the classroom:
A big thing here is the work flow, being able to work in an

office with each other. You'll find that sometimes we do
have some problems. - -Some people don't do their work, and
they're gone. Just like in a-regular office there are some
problems sometimes. . . . Meeting the deadline ard trying to
work as an organization.. . . . I think if they can function

and do that here and work with friends. . . . If they can

function and work in this open office with their friends and
do a good job; I think they'11 make a good office worker.

__ The majority of time students spend in vocational education classes is time

spent working with other students. What is the nature of this interaction among
students? What form does it take and what are the learning ouvcomes for stu-
dents?

_ As we began to look at the nature of this interaction on the part of stu-
dents; we saw several things happening. First, we saw students learning to
resolve_conflicts and tensions. _ They were given the opportunity to work out

disagreements and correct problems which interrupted the flow. Second, we saw
students working towards deadlines. Th2 *ime wouid come when the finished pro-
duct needed to be completed. - There was often a real hussle to meet the

deadline. Teachers wculd often step back and allow students te adjust the pace
or make arrangements to- complete the project on time even when unforeseen
obstacles develcped.  "Because," teachers would say, "this is what you'll
experience on the job." Third, students were placed in situations where they
had to work with differing kinds nf people with differing:skills arc ahilities,

Skills and abilities of several students had to be synchronized to produce a

final product. Fourth, students learned to both lead and follow. Opportunities
were available for sturonts to supervise and teach others, and to learn from
others.



Resolve Tensions

- Students in a simulated work situation take on positions which simulate

those in the workplace. Students are office managers or payroll clerks in a

model office class. Students are cash register operators or are in charge of

the salad bar in a home ecomomics class. These positions change regularly to
give students the opportunity is try out several different positions. A student
in a job must learn to respond appropriately to other students in related posi-

tions. - Often problems arise: the harmony is disrupted. Tensions are created

which simulate those of tk> wsrkplace.. For example, two students in a business

and office education class encountered a conflict when one person's job could
not be completed until the job of another was finished. Here is what the

interaction sounded like:
Kathy: Nancy Anderson! Have payroll checks gone out get?
Nancy: They're not out because I haven't gotten to them-
Kathy: Then why don't you get to them so I can get the enve-

lopes done ané they can get out?

Nancy: Do- you want this job? (Voice controlled and
strained.)

Kathy: I1'11 do it if you can't handle it.
Nancy: I can do it if you just hold on.

These two students were rormally friends but, accordiny to Kathy, this incident
caused a strain in their relationship which resulted in their not talking to
each other for part of a week.

. A "foreman" in an auto mechanics class who is the only female in the class
tried tr get the other students to clean up the garage at the end of the period:
Some of the students were giving her a hard time and she proded and teased them
into getting their jobs done.

___ Another student had a personality confiict with her boss on her work
experience site and, as a result, she walked off the job. The teacher failed

the student for the gquarter, but gave her another chance at a job placement
because the teacher knew the employer wasn't as cooperative as he could -have
been. The teacher, in this case, felt the student must learn she should not

walk off a job but rather try to work out problems and gave her another chance.

Students are encouraged to work out conflicts and tensions--to work with others.,

to cooperate. In fact., typically teachers would back off and let students work

3ut conflicts on their own which would be typical of a regular job.

Students were able to identify the benefits which resulted from these
opportunities to learn to work out conflicts in the class. When asked to indi-
cate_some of t“: most valuable things learned in the class some of the students'
responses refe red to the ability to work out conflicts. One student said,
“I've learned you have to work together to solve problems."” Another student had
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learned, "To give help and learn to operate -and function under sticky

situations." Another student explained what she had learned.

If yuu don't get along with someune there, I kind of learned

that there's different ways you can handle that person. You
can try to get along with him or you can just stay away from

thea.

Meeting Deadlines

_Deadlines are a big part of the work world and are aIso an. 1ntegra1 part of

vocamsonal educatfon classes. In graphic arts claises, students needed to

finish graduation announcements prior’ to high schosl sraduation. In a occupa-
tional home economics class students needed to finish preparing the meal by the

t1me customers begin tn line up for the noon rush ~In business and off1ce edu-

develop a feel for. dead1ines uhich they u111 exper1enee an the Job - Students

were forced to work together so the job or product could be completed on time.

Everyone mﬁst do his or her share to meet the deadline.

W§tudehts working in grduhé in a diétribhtiie‘edheetiéh éié§§ ﬁe?e,iiyihﬁftd
complete a window display. Here is a conversation between the teacher and a
Student:

TEiéhEFS RememBer, the windows are due at the end of the
day,

Edward: What happens if we don't get it done?

Teacher: Then your. grade- will suffer. It's just 1ike a win-
dow_at (a local department stere) You only have

it so long and then it's gone. We just have our
window so long.

§tudeﬁts had been abseﬂt whic}',;meaijt there were aiw;ys‘; members of the crew
missing and -the project was difficult to complete. The teacher did not make
allowances, however. The students who were there were expected to work cn the

project as best they could. Students also made arrangements to work on the pro-

ject during free time during the day and after school. .

_ The length of the class period places constraints on time which also forces
students to work together to complete a project before the bell rings. We often
saw real cooperation taking place during the clean up time, espec1a11y if-time

was often real teamwork taking place as students were able to achieve an effec-

tive combination of activities to get everything put away and cleaned up before

the bell rang. One student held the dust pan for another student who was sweep-
ing the floor at the end of an auto mechanics class. In a home economics class
students who had finished their clean-up jobs helped those who were not finished
so that everyone could leave when the bell rang.
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Appreciation for Individual Differences

. 7ﬁThe7gBility to work with d1fferent k1nds of people is part of what happens
as students learn to work together. Students learn that  the more capable stu-
dents need to help the less capable, they learn to help each other in mutual
kinds of re]at1onsh1ps.

Students learned to be accept1ng of a]l students and, in some cases, this

also means_ taking students under their wing and helping them. A teacher's aid

in a business and office education class explained how students need to learn to

be accepting of other students who have special needs.

(A teach*’) had - the case where we went on the f1e]d tr1p and
when they were trying to figure out rooming and stuff--a lot
of these kids, they: either aren't asked to be in or they are

kind of left,out when it gets down to the end or in some

cases students have said that they don't want to room with
someone -and how do you handle stuff like that. So what (the
teacher) has dore in a rouple of cases with that is had me
work with a- student with special needs or -something and she
will talk with the class and set them straight._ Some of the

things are things that. they need to be set straight on and in

many cases they have been pretty understanding though. They

want to know why does Juiie have these seizures, what the
problem JS, so (the teacher) because, for medical occupations
class, it's a perfect example for those kids for understanding
what_someone has to live with and that type of thing, so she
tries- to give as much encouragement and that type of thing.

She!ll get. after them once in a while if they get kind of

sn1ppy about who they want to be with and that kind of thing.

That's good for them.

. Michael, a special needs student, who was in the business and office educa-
tion- class was accepted and - supported by other students in the. class.. The
results were beneficial to_all the students, included Michael. Here is how one

student responded to a researcher who asked if students in the class were

treated pretty much the same:

Yes, well there's,MJchael the guy that's in our class. He
probably gets a 1ittle extra attention because he's a 11tt1e
slow.- - Like sometimes he forgets things, so you've got teo
tell him, explain things more thoroughly to him. Everybody

helps him out pretty much.

The aide in the class agreed that Michael had been. accepted by the students.
However, she also said special needs students were not always accepted this way.

That has been great for. M1chae] there That is good to see,

but with some kids, and I th1nk that's a difference, too, in

this social acceptab111ty type of thing. Some of these kids,

I don't know what it is, but some of them are much more
o1
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socially accepted than others and there have been other cases
where kids actually flatly refuse to be with kids. They'1l

put them on the spot that way and where it's been real touchy
both for the teacher and for us in terms of working with them
and stuff.

Because, there are often spec1a1 needs students ]n vecat1ena1 edueat1en

students who are 1ess Eaﬁa51e There was eV1dence of students benef1tt1ng7and
learning from this experience. One student said one of the most valuable things
she had 1earned in the class was, "Working with people--also helping people with

work they can't do."

Learn1ng to Lead and to Follow

Students also educate each other 1n vocat1ona1 educat1on ciasses., Th1s was

esﬁECial1y evident in business and office education classes. Students teach

other students as well as learn from other students. Again, this is typical of
what they might ExpérIEHCE in the work p]ace.

- _Students in_ a business and eff1ee educat1on c]ass rotated JObS every few

weeks in order to learn the various responsibilities in a typical office. One
student explains,

Ya. 6kay; when we first got here and the first machines; he

set us up with a book, not a book but like .a pamphlet,

manual; whatever. - And then you read that and it showed you

basically how to. do the machine and then (the teacher) went

around and he showed you, 1ike if you had any problems. And -

then after the first two weeks were up, we got new machines,

and then the people that worked on the old machines would
show the new people how to work on thoss. And if they had
any- quest1ons they would ask (the teacher) or: the: peop]e that

know, you can understand it.

Somet1mes students are rotated on 3obs in a way wh1ch g1ves students oppor-
tunities to both lead and follow. The business and office education classes
typically followed this procedure. Students would apply for jobs. These jobs
had varying degrees of responsibility and supervision. Here is a description of
one student's job as she supervised staff:

1 have th1s book- r1ght here and it has some of the answers

and stuff in it and I can just look at it. If their total is
wrong then I just circle the total and they have to do the
Lo1umn over, They have to find their mistakes themselves

In other classes it was somet1mes difficult to determ1ne how 1eadersh1p

roles were established, Students were usually divided into groups and leader-
ship often developed informally within the group. We might assume that those
students with already established leadership skills take on this role. Or we

92




might assume it is those students who have needed skills and abilities who take

on this role. Here is an examp1e from_one observer's notes of two students
working tegether on a press in a araphic arts class. Jerry is obviously the

leader and Rodney is cbviously the follower.

As they set outfeed adjustments, they have troub1e.,,0érry:
"0h no, not today. Rodney: "You want me to get the Ailen
wrenches?” "No, I'm not gonna mess with it that much today.”

Jerry does the uork while Rodney acts as gopher and assist-

ant. - Jderry rejects -Rodney's_ suggestions again for "allens"

or "steel" .and__decides, "I'm_just gonna_run it under _some

water.” Jerry goes up front to sink. Rodney turns on press

adjacent and then turns it off and fb11ows Jerry to front

where he washes hands. Jerry returns and Rodney follows.
gergy works on press attachment while Rodney looks at printed

materjals next to him. Jerry replaces part on press. Rodney
stands next to him and watches.

Oneeresearcﬁer asked a student in an agr1cu1ture c1ass who he thought usuajiy
ended up the leader. The student responded, "Well, the one that knows mostly,
knows most about it." ,

One student ‘responding to a questien abaut the most. valuab]e th1ngs 1ééiﬁéa

in. the c1ass,sa1d "How._to b: a leader and think." . Another student responded,

"How to follow d1rect1ons." These students are__awa

~ result from opportunities to lead and follow provided in the class.

Postscript
a iié thigé izere is tbe woz'k f:low, be.ing abie to work in an

office with each other. ' You'll find that sometimes we do
have some problems. Some people don't do their work, and
they're gone. Just like in a regular office there are some
problems sometimes. . . . Meeting ithe deadline and trying to
work as an organization. . . . I think if they can function
and do that here and work with friends: : < <« If they can
function and work in this open office with their friends and
do a good job, I think they'll make a good office worker.

(meacher)
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CHAPTER IX
EXPRESSING SELF®

Eisner (1979) suggests that any educational experience becomes “"aesthetic”

when enjoyment of the experience itseif is the reward., Rather than focu51ng

upon tne desired end of an experience, a person becomes. emot1ona11y involved in

the _immediacy of the.  process. Although. work in vocational classes often is

instrumental tcward specific goals, we found that students experience aesthetic

pleasures as well. Certainly, the foilowing comment by an agriculture student
reflects such Laptivating involvement in FFA (Future Farmers of Amer1ca)

Then 1 went to L’FFA) camp and it just took me away. _The

officers . . . make you understand this is important, and it

Just swept me away, and 1 said* “"(An agriculture teacher) is

what I want to be." . . And the first time I went to

national convention, I was Just taken away again. I wasn't

there 10 minutes and the energy of the room just 1nsp1red me.

: Perhaps the setting and centent of vaeat1ona1 education proy1de color?ui

contrast to those of the fine _arts,. and _these characteristics may prevént us

from_placing vocaticnal education within an aesthetic domain. The noise level

might grow loud with the: sounds of equipment, the costume is likely to be of

denim, and the language is occasionally rough. But in at least one way voca-
tional classrooms are perfectly congruent to a refined art gallery. A pulse of
expréss1veness can be read11y jdentified in both settings.

This sectlon W111, discuss _ the expressyve forms that we encountered.

Emotional verbalizations, physical expie551veness, concrete production, and

creativity attested to student involvement in various ways and contributed to
general pride. - After discussing these types of student expressiOn,,two,roles of
creator and critic will be related to expressive activity in vocational educa-
tion.

The expre5510n of emot1on h1gh11ghfed many of our 0bservat10ns prov1d1ng a
human quality to the most technical subject areas. Humorous 1nterchanges -and
joking were -particularly noticeable. -Perhaps reflecting the family-1ike comfort
that students- perceive; this ‘shared humor seemed to "naturally" flow from the

everyday workings of class. The following observation of an occupational foods

class reflects the teacher's willingness to joke about herself and to share this

with students:
A student jumps off a cart on wheels. The cart swings- back
and rolls onto the teacher's foot. The student says,i“B1d I
Fﬁﬁ over your foot?" The teacher replies, "Yes, over my

*Theme author was Marsha Rehm.

b
(e §
S



'worstest' corn.® A male says, "You got corns?® The teacher
says; "Yes; I'ma t ue
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- Another observation from a family 1ife class shows that students themselves

easily combine humor with class learning. The cilass is discussing how parents

try to socialize their children.
Teacher: "Think a minute on what is the most effective (form
of discipline)." -
Bill: "Privileges.”_
Bill: "Ya. That really worked, even when [ was five. No
candy for a week. That really blows your mind away."
Everyone laughs. '

Emotion did not always have a pleasant or fun valence, however. We also

saW portrayals of anger and frustration. For example, we heard a student in
an office education class state loudly, "Why are we getting all these letters

back. God, 1ike I'm going to do them all over!" After another student com-
mented, “I 1ike your positive attitude," the distraught student answered by

slamming a drawer at her desk, We -also saw-nervousiness as a young man,
redrawing some lines on a graphics project, admitted that his hand was shaking
because -of a previous mistake. _Boredom seemed to creep in as a few students
slept through a lecture or film. We even sitnessed tears and sniffling as
family 1ife students watched a videotape about¢ a mother who was reunited with

her da er "giving her away" years ago. e

- Perhaps it is a function of an open structure and a general comfort level,
but physical behavior expresszd various emotional qualities between students.
Teasing; concern; and affection were displayed in overt ways. A btrief and
casual scene in an auto mechanics class reflects 1iking between students.

Two students come in late with a pass. One puts his arm
around Mary as he goes past her. She just pats him on the
back and smiles at him.

~ We saw & girl hug every individual in family life class (including the

observer) after ansther student had written "Love is a hug from 2 friend" as

part of his assignment. An emotion of anger occasionally took a drastic physi-
cal form. For example, we watched a student angrily destroy an old U-joint with
a hammer.

- . Concern was physically manifest between teachers and students as well as

between students.. We saw several teachers place their hands on students'
shoulders. in an effort to ease nervousness about a test or assignment. We

observed other teachers jabbing students in the arm affectionately.

_Given these unique and isolated instances, can any*hing of value _be
concluded about emotion in vocational classes? _Certainly, the dwellers within
feel comfortable and:free enough to verbally and physically express their emo-
tions.- But a more important implication is that the expression often stemmed
directly from a <lassroom task. Regardless of whether the immediate content




relates to_technical aito repair or to abstract family 1ife topics, students

find emotional meaning in what they are doing. Let's now look further into what

might stimulate this emotional involvement.
Participation, Pride, and Achievement

Expression of student opinion often emerged from participation in clas

discussion. When asked how classes compared or related to other courses, stu-
dents often indicated that the opportunity to contribute ideas to class boosted

their confidence or piqued their interest in the subject. The following
examples were provided by students in a family 1ife class:

I.think I'm getting to where I can discuss more openly in

class than I ever was. It's kind of helping me to talk more

freely. '

There's more discussion. Sometimes we really get into it

..+ ..and you express your views. Some people are different.

They have their views and sometimes they get mad. 1It's dif-

ferent than any other class I've taken.
Our direct observations in family 1ife classes supported these reflections.

The topic of adoption prompted one student to reveal, "For me it was positive to

find__my natural mother." Another student participated in a discussion of

sibling relationships by stating, "I used to beat my little brother up. . . . I

wanted to be the baby." Further diseussion was prompted as a second student
stated a similar experience: "I guess I was real mean when my brother was born.
I was five at the time."

____Although one might expect freedom to express opinion in_family 1ife
classes, students felt it was a vital component of other courses as well. One
student seemed confident of the impact that student opinion had on the evolution
of a new agriculture class.

(The teacher at an FFA meeting said), "What kind of classes

should we have?” And we brought up a few things--a computers
ciass and a small hobby farm class. They tried them out to
see how they worked and apparently the computers class is
working all right. We're going to expand next year, hope-
fully. . . . That's how the class got started. See; we had

ag numbers down and we had ,:té ”f'lé'g;iiiiéﬂﬁiij:,m'f'iﬁatmgiﬁj:éﬁjiffgr
to someone else that nobody else would have the chance to
get?"

Not only does the statement reflect active. participation, but it also

implies that feelings uf pride stem from personal involvement. 1In fact, we
observed many subtle indicators of pride. A student_adding a nose to a "bunny

cake" for an_occupational -foods class said to another, "Ain't that sweet?"

Another student signed his name in frosting on the bottom of his cake. And an
agricultural mechanics student told the observer, after a stubborn tractor was

finally started, "We really did something today . . . ought to be put on the
calendar."”
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wh11e these observations seem 51mp1e and sweet, we might hypothesize that

pride in one's work generates deeper effects. Perhaps pride not only stems

from, but also motivates, achievement in deveioping -and polishing skills and

talents. The adults we interviewed thought that unlimited types of achievements

were indeed possible through vocational education. Several counselors mentioned

that this outcome was a fundamental purpose of vocational options.

Using our ag program as an example, many of those kids go far
beyond their expectations of what they're able to do. So a

good _program will- cha11enge kids, will lead them to new

Promptness re]iabﬂityJ dependability, creativity, fo11owing

directions, brcadening their ideas. . . . Most of the classes
I think have a career feel to them, Some possibilities for
what- you- could do if you wanted more of a particular type of
a subject.

But we must go to the students themselves for "haro eV1dence" that these

counse1or ideals become reality. The following comment raflects a student's
confidence in his past and future accomp11shments in printing class:

Well, ‘one thing I uanted to get out of the class was .a
knowledge of graphics, which I got.. What I'm doing now is

just trying to polish my knowieage and get more as I go
along.

: A]though techn1ca1 and "1ewer“ knowledge levels of 1earn1ﬁg are- sometimes
associated with vocational content, we found some interesting contrasts to this
stereotype. Creative production seems to be an outcome when stidents gain_the

"building blocks" of technical expertise; Like the artistic product, a voca-

tional product allows the creator to make statements about personal ideas and

talents. Several students in food service made this exact analogy between art

and their subject.

You've got to work with it and this is your- creation.. It's a
lot 1ike art. It's not a_piece of art, but it's a lot of

fun. 1 just love it. You just get right in there and do

your own thing. People enjoy it.

It teaches you the fine art of cooking. I think this class
is unique because . . . we actually serve teachers. We make
our own products and everythihg;

Greatlvity takes different shapes in other tgges of c1asses. We hotiééﬁ

several students turn technical knowledge into computer progrars. We heard

teachers reminisce about students who had unfolded sales or marke.ing talents in

business courses and related organizations-=-and then later transplanted these
skills into successful careers.

Thus, creat1v1ty ‘can - take techn1ca1, soc1a1, or artistic forms in voca-

tiona1 education. Although our data does not predict how frequently such feats
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are-accomplished or how outstanding these creations really are, manifestation of
skill-definitely is a source of student pride. Hopefully, both great and small
creative accomplishments in vocational education become levers toward student
development .

_ Because both emotional and tangible expression is dependent on an active

iréiatibﬁshipf,bétﬁééﬁ,thé:éiﬁféggb? and object of expression, the theme will be
developed along one more_dimension. Whether they are dealing with food products
or automobiles; vecational education students not only express their skills, but

they also think about what they are doing.

Becoming Creators and Critics

_Eisner (1982) suggests that students learn by becoming both “makers® and

"critics" of -their classroom experience. MWe've already seen that emotions,

materials, and ideas are expressed by vocational education students in the role

of maker. By learning to appreciate quality and to judge lack of quality, a
student practices the equally important role of critical thinker. A student in
a graphic arts class summed up an interweaving of these roles by acting as cri-
tic of the work h2 produced.

It's more or less work you want to do. You know there's
always a_purpose to what you're doing. Either you're putting

something out for yourself or you're putting something out

for someone else.- There's always a purpose to do the best

you- can, not to - just look at- certain things but to do the

best Job -overall: .. . . If you're doing something _ for

someone - else, you don't want to do_-a crummy job. I make

everything I do as if I was making it for myself. . . .

Everybody just wants to do it for themseives and for - the

instructor and for the other person. Just to make everybody
happy. . . . You walk around and you can just look at what
they're doing and notice that they're trying to get it as
precise as they can.

- -Because_this student noticed the work done by classmates, appreciation for
quality might also be developed by observing the methods and outcomes of others.
Another student appreciated the award-winners from a competition related to a

business and office class.

(A _student) asked me (the observer) if I had time to. iook at

some pictures. _They were pictures of students at a (business

organization) contest which had been held last weekend. He
points out who won special awards in the pictures. One pic-
ture had three girls with flat top hats on. He said they did
this for his benefit because he wears a flat top hat:

Although such instances are not unique to vocational education, they indi=

cate that expression on a personal and group level contributes a vital aspect to

these courses. Stereotyped notions that students are merely trained in- instru-

mental "how to's" perhaps cloak the expressive potential that is stored within
vocational education.
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Postscript

;i': tb.ink I'm getting to where I can discuss more openly in
class than I ever was. It'’s kind of helring me to talk more
freely.
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- CHAPTER X B
EXTENDING SELF TO THE COMMUNITY®

. _Vocational education offers students the opportunity to become experienced
in the production of goods and services for the community. We observed students

practice the roles and techniques of food service as they produced meals for a
school-based restaurant.  Students learned principles of auto mechanics as they
repaired_a variety of vehicles. Perhaps it is because many- outcomes from such

experiences are concrete or noticeable that vocational education classes becomn

useful to others outside as well as those within the classroom.

Because service to the community depends on the nature of the subject and

the course -structure; this theme was prevalent in some courses and absent in

others. This chapter first will explore the primary recipients of services pro-

vided by vocational education--the community, school, and individual-students.
Both the potential value and possible hidden dangers of service experience will

be considered.
Who_Gets Served?

__ Food service, printing and graphics, and auto mechanics were the major ser-
vice providing classes in our study but these were characterized by different
goals, processes, and outcomes. —In fact, we found that the types of services

were so diverse that it was difficult to categorize them. Because the services
of vocational education are multifaceted, a variety of groups benefit. Let's

first - look at how communities benefit from certain vocational education spe~
cialties.

simulated or actual work experience where they learn the -standards and norms

associated with these roles. A vocational education director thought students

provided- a general service to his town in the form of a knowledgeable, depen-
dable employee pool.

There are times when I taink of the fast food industry, They

would not be able to stay in business were it not for the

kids (in “on-the~job® programs) who come to work on the noon
hour. ., . . I think of it as being a productive citizen and

making a contribution to the employment team, providing

workers for the industries and businesses around town, hope-
fully providing one or two somewhat stable employees.

In fact, people involved with vocational education actively strive to meet

community needs. A counselor noted,

*Theme author was Marsha Rehm,



There is a very formal snsaéaﬁre in our school &istrict for

mittees. . -The boards meet frequently and we ask for

industry's input. What do they need to know? What changes

do. we need to make?

wh1le this comment mirrors a common belief that buS1ness and 1ndustry sec-

tors are most often served by vocational education, charitable and social groups
- seem to benefit as well. A food sService class occasionally prepared low cost

meals so a charitable group could then distribute the food to the needy, various
social groups like garden clubs occasionally held luncheons in the school
restaurant. A printing class also made brochures or posters for 1ocal nonprofit
organizations.

Even vocat1onal educat1on classes that do not - d1rectly prov1de student

workers or concrete products serve the community in a broad sense. For example,
home economics and agriculture were expected to help future families and farmers
of a community.

77777 ‘The school: In addition to benef1tting certa1n commun1ty act1v1ties, voca-
tlonal education contributes more directly and more frequently to school well-
being. The following students' comments illustrate the wide range of schocl
functions performed-

We de the,printlng for the school . e . programs, buttons,

and tickets. We basically run off all kinds of stuff for the

school and other classes.

Yesterday;the North,CEntral,people were here  for two days
and we fed them on both days. - They came to the restaurant.
It was pretty fancy and everything. . . . It was hard work,
but we accomplished that.

If someone gets a flat. t1re in the parking lot they can

bring their car down here. . . . ! remember a t1me when - I
Just came to the school and my brother had a flat. - The
teacher let us come in just before he was leaving. He took
off the tire, changed it, and patched it

Perhaps because teachers spend their. careers in. schools, they are espec1ally

sensitive to school-based needs. Teachers are often more willing to serve their
home school than the general community needs. A graph1c arts teacher stated,

{ﬂe get demands) from anybody that wants prlnt1ng eheap,

basically the school and nonprofit groups. A nonprofit orga-

nization_called me this morning and 1 said, "Sorry, I'm not

taking any other printing for the rest of the school year.

Right now I have so many demands with the school itself and
that comes first." I made it the priority, and the principal
wants me to make the priority. School's first, and that's
the way it should be.
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_ _Some vocational education teachers like the uto mechanics teacher who
regularly opened his-classroom after regular school hours go the "extra mile" to

help students; handle requests of people to fix their car problems, and

generally publicize the program.

___ However, teachers don't always initiate an extra service. Schools someti-
mes - place expectations on vocational education classes to fulfill particulasr

roles. For example, graduation announcements traditionallly were produced by a
printing class. -It, likewise, was assumed that a car problem of a student,

teacher; or administrator could be fixed in auto mechanics.

____The fact that vocational education has utility for both community and

school organizations perhaps increases its value as a discipline in high school
programs. _But what about the students? Are they individually served as they
devote time and energy to fulfill these external requests?

- -.The- individual - student. 75tgaéﬁj§ in _all types of -classes were - over-
whelmingly enthusiastic about the services they provide. They- implied that in
serving others, they were serving themselves by gaining valuable knowledge and
experience.

Teachers know- that: they can go down if they need their car
fixed.. I think they think the class is good. Kids learn
from the place.

The purpose of this class is . . . working with other people
to get something done, like a whole family working at a
restaurant. You learn_how to cook, make up your own recipes,
add a little of this_and that for your taste buds, and say,
"Hey, this will be good and they'11 like it."” Then you serve

your teache~s, and it's just like serving other customers.

It's really good experience,

newcomers  to the practice and they are naive about the full consequences of
their activities. This raises a controversial question concerning their service

_ Although students feel positive about their work, We must remember they are

experiences: Do students learn to master techniques and processes that will
later_ help them.to master their own lives? Or, in meeting  the demands of

others, do they simply learn to uncritically accept sérvitude? -Let's first look
at reasons why the service orientation might provide more positive outcomes.

?5%';' E;‘iﬁaﬁﬂés for Service

.. We found that provision of goods and services for nthers tended to engender
many rewards when there was a fair exchange. for services given. One simple but
important reward was the resulting self-satisfaction and enjoyment. Students
proudly vocalized their feelings about service experiences:

(Food service) is fun and educational. You learn a lot. You

eat a_lot. 1 like it. VYou get to learn -a lot of stuff you

didn't know tafore, 1ike how much to put fn and what amounts

to what. . . . Getting to know your meal is on and people

like it.
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fi!SP:, After you learn about 1t you just naturally put out
quality work.
Lots of the students around here ask me why I'm always
carrying stuff with me. They know we do a 1ot of buttons and
a lot of work in here. . . . I tell them it's a print shop
and we print a 1ot of stuff for coming events. It's fun.
Although it is difficult to pred1ct how such fee11ngs will affect future

sélf—developuent they produce at least momentary satisfaction and perhaps long
range confidence. This intangible but real exchange for service is valued by
students.

Others' appreciation.  When others recognize student accomplishments,
anotﬁer important type of intangible "payment" for services is made. Students

greatly appreciated compliments on the quality of their output.

A lot of times after teachers have been served (in a food
service restaurant), you go to a -few  teachers' classes.
They'11- tell you how fhey really enjoyed it. They ask how
jt's put together and how we 1ike doing it.

I've always perce1ved a good fee]ing, because teachers can

usually come down here and get work done. It's pretty good
quality work for students, without having to go out to some
print shop-and have it cost a fortune. When my._ choir teacher

stuff . at,concert times and programs and a]l of that.,,And

he's come back every concert now. He's always talked to me
about it, and he's been talking with teachers about it too.

One of our observat1ons in a food service class -even prOV1ded a -scene
rep]ete with extraordinary appreciation. After students had prepared chili so a
charitable organization could feed the hungry; the group members -revisited the
class to display their gratitude: They presented the class with a decorated

cake with. a "thank you" 1label, pictures were taken, and the principal was

invited as a guest. The leader presented a framed certificate of appreciation
as she commended the class for "invaluable" help with a "humanitarian project."”

A]théﬁgh:mést,ébpiétiétiﬁﬁs were ﬁét,this éXtravagant, any quick"thank
you" or compliment seemed to make the service mcre worthwhile and enjoyable:

Learnjnggthegrealltiesgof service occupations: Students use a vaiiééy of

sk1lls in a great variety of tasks. We saw them perform simple and dull
necessities such as cleaning, and- we saw them successfully meet difficult
demands to produce high-quality production work for an entire school. Students
told us that they had learned a wide range of knowledge and skills nécéSSary to
specific services:

I've done everything you can do. wOrked on presses, worked

on typesetter, did stripping. The one thing I didn't do is
screenprinting, because it's no big deal for me..
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Because fost teachers structiured classes so that students rotated jobs,

they were able to practice a wide range of tasks from different perspectives.
Such first-hand knowledge probably could not be better learned in any other way,

attesting to the educational value of service productions at school.

We sometimes  were amazed that students so willingly performed the

necessary, but extremely:  repetitive, tasks connected_ with _these  services.
Although food service workers spend tedious hours chopping food and cleaning
their restaurant, direct experience with these realities might help students
decide how well-suited they are to similar work. Perhaps the more challenging

and creative aspects of the service outweigh the mundane ones.

When students are given the opportunity to take part in decision making,

they gain advantages of "ownership" in the service and extending their
understanding of management levels. A student highlighted a "thinking" com=
ponent in the food service process.

We started something new this year. - Actually the -students

are coming up with all the ideas for the menus and the plans

and everything else. We writé our ideas down and we submit
the menus to the teacher.
_ Because not all students were given the opportunity to contribute to class

decision making, this student was fortunate. Although teachers usually assigned

tasks so students become well-rounded in various jobs, this rotation was Some-

times confined to the "lowest" levels of task performance. _Certainly these
basic skills are fundamental to comprehensive understanding of a business. opera-
tion, but important knowledge is lost when_service experience does not offer
critical thinking opportunities to _all students. Although personal satisfac-
tion; recognition; and realistic learning experiences are important rewards for

students who provide a service, perhaps these are not enough.

Serving a Master or Master of Self?

. In service of the service? Sometimes a service itself becomes so integral
to a-vocational education program that the task to fulfill its demands becomes a
problematic; but powerful, guiding principle. We found evidence that a well-
known service can become the defining structure for what students do in class.

Students told us,

Most of the time you're cooking and serving people. You do a
Tot of cleaning.

Right now we're into graduation announcements and that's a
busier time. Usually people work on their own projects, plus
things for the production work.

These statements imply that constant demands to meet obligations might

become powerful principles that guide student learning activities. Perhaps
students could better use the time to gain conceptual depth rather than task

practice with repetitive activities.
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____Df course task repetition might be necessary to achieve the essential

ingredient.  All teacﬁers felt it was important that students understand the

meaning of ﬁué]ity in resulting work. A graphic arts teacher was very aware of

what was "good enough " and he taught students to reject poor quality.

One job get baeke& up wrong and one Jeb just wasn't good
enough: We canned it: Now we are redoing any names we think
are bad, aren't good enough to go out. That's what (a stu-

dent) is stripping right now.

o Because;nne student,told,us,that the graphic arts class had-taught him to
put out “quality work," this teacher was apparently Successful. Learning stan-
dards- is part- of any vocation; but- vocational educators might further consider
how:they teach the concept of quality. Do students simply learn to meet stan-
dards_or do they learn how the standards "fit into" the economic, personal, and

ethical aspects of a service occupation?

Unfortunately, expectatinns for a high qual1ty service also potent1ally
lead- to so much teacher direction that students don't get a chance to make
complex decisions. Although we observed- many students- struggling to- figure ocut
problems: on. their own -and contributing ideas for service improvements; we also

saw teachers specifically telling students what to do on specific tasks and when

to do them. Some students expressly desired more opportunity for self-
direction.

I think this class is kind of like a business . . . because
we get jobs from all over the place. -I think it would make
it a lot more fun and make it more 1ike a business if we
could talk to people that want us to werk for them. That

might turn some people away because they are talking to kids,

but I think it would be kind of neat if we would see and talk
to them . . . then figure out how much it is going to cost
and -how much time it's going to take. = That would _be
something 1ike a learning center like in juninr,high and ele-
mentary school. We used to have a business place. One per-

son would be. tﬁe cook, one person would be the cashier, we'd

have a manager, assistant manager, and all this k1nd of
stuff.

A certain amount of technical knowledge and maturity are prérequisite -to
successful "management" d9c131ens. Students might make mistakes, and the time

complete a job.

- Shou]d secondary vocat1ona1 educat1on programs. produce qua11ty services
pr1marily as a result of sk1l1fu1 _teacher management? Or; should students be

!itbhﬁh@ probabjl1ty that a few mistakes will be made because of the1r inex-
per1ence? There is probably a trade-off. We must ask which is most important

at given times throughout a student's duration in vocational education. If we
negiect to do this, students might pass through vocational education with tech-
nical proficiency -and eagerness to serve--but without a sense of the complex
problems and decisions involved in business.
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_ Critical or naive service? Certainly not all students have the ability or

desire to become managers or highly skilied workers in a given situation. But
many-students seem to have the naive idea that certain basic skills comprise-the
total workings of the service. Not only do they sometimes lack a critical

knowledge of the complex processes involved in service, but they rarély,cahfsic}:e:if

the status of the service within the social structure. Let's take the following
statement from a student in business education:

1'11_probably have a good job in 5 years. I'd like to be a

legal secretary . . . not like working in a big office but

1ike having my own office. Working for one guy and typing up

his letters and stuff.
Although the student goes on to say that legal secretarial work will “offer
more" than regular secretarial work, it is interesting how easily she accepts

the idea of serving "one guy:." - While the student obviously hopes for a good

paying career that meets her interests, we must ask if she was explicitly

encouraged to consider the career of legal secretary from varied perspectives.
Was she unintentionally led to believe that typing up someone's letters repre-
sents the Job because this was the technique she most often practiced?. Or_was

she given additional information on responsibilities, drawbacks, and advancement
potentials involved with the specialized skills of her chosen career track?

These questions are impossible to answer from a brief student statement, but
they offer intriguing practical and research challenges to vocational education.

Postscript

I've always perceived a good feeling, because teachers can
usually come down here and get work done. It's pretty good
quality work for students, without having to go out to some

print shop and have it cost a fortune. (Student)
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 CHAPTER XI
GOING ON STAGE WITH LIFE ROLES®

.. When one goes to a 1live performance--whether it is a high school play, a
city orchestra performance;, or a basketball game--there's an air of anticipation

prior _to the curtain going up, the baton being raised, or the players running

onto the court. The air is charged with expectations. Both the audiencé and
performers have anticipations and expectations.

The audience members' expectations seem to vary with the type of perfor-

mance and with their relation to those performing. For example, some might come
hoping to be entertained; others might come thinking they'll gain some insight
or_greater appreciation; and others come expecting that their friends or family

members will demonstrate their talents to others and will experience a personal

sense of accomplishment.

- The performers' expectations vary, also. They might expect to entertain or
enlighten_ audience members; to_reveal and call attention to their talents, to
make their friends and family proud of them, to receive recognition, and/or to
enjoy themselves. These expectations serve as motivators; when met, they pro-
vide rewards.

__.The theme of "going on stage" is used here to capture the essence of some

of the vocational education classes we observed, especially the classes which
involved students in the actual or simulated production of goods and/or services
to_the public. _In these classrooms, not only did we sense the anticipation

prior to performance, but we also observed what went on prior to performance and
what it's like learning to be on stage.

Prior to Performance

- casting the roles. What happens during an early stage of any production is
the casting of actors into specified roles. In a vocational education class,

this involves deciding what roles need filling, who will fill them and for how
long, and if and how roles will be recast.
_ The roles to be filled depend on the goods and. services being produced.
For example, in the food service class, roles included dish washer, server,
waiter/waitress, cook, cashier, and so on. A student in a business education
class itemized the roles in her class. 7

You've got the mail clerk, you've got three statistical

clerks, and then you've got your four typists, and_then

you've got a banker, and you've got two people that work on

designing the newspaper and stuff. You've got your accoun-
tant, and you've got payroll clerk, and you've got file
clerk,

————

*Theme author was Jane Plihal.
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- Teachers seem to want students to have experience at most or all of the

roles.  However, although rotation of roles was the general practice, when a
production. deadline- was pressing or a job- was especially demanding, some

teachers made casting decisions by finding optimum matches between role require-
ments and worker qualifications. A graphic arts teacher said,

If it is a rough printing job, then I will give the job to a

kid that_has had the more experience. -1 try to gear the job

to_the level of the student that I'm giving the job to. If

the job needs to get out and I know it has to get done, I'll

give it to the student that can do it. . . . They can do
problem solving and get it going correctly before having to
come and get me.

And a business ediucation teacher explained,

If they have accounting experience, they tan go and cluse out
the books. If they don't have any accounting,; then I don't
have them do it. If they don't have an accounting background
and they don't know a debit from a credit, it's kind of worth-
iess-to have them close out the books and everything else. I

think it's _kind of a waste of time.. So I always search the

record to see if they have taken accounting in school. They
are the ones that would get first preference.-. . . If they
don't-have any acctounting, they're kind of used-as an accounts
payable clerk or accounts receivable clerk where they- just
put entries in the -book and record those, They wouldn't do
any closing out at the end of the month.

- -Vocational education classrooms don't have understudies or bench warmers,

but sometimes recasting occurs so that voids created by absent students can be
filled and the production can continue. In the food service class where stu-
dents worked- in groups on specified tasks; one -day a- student told the teacher

that of the four servers scheduled for the next day's lunch, only he and another

one would e there. This remark stimulated comments by other students about

problems with certain. groups because some students often. were absent. The
teacher asked the students what they would propose as solutions, and they

decided to recast the groups.

"Stars" weren't especially obvious in-the vecational education classrooms.

They did emerge, however, in two ways. First, as mentioned previously, when

time was short for meeting a deadline and/or expertness in completing a task was
considered important, certain students tended to be assigned certain production
roles. - Second, some. students were given- responsibility -beyond that usually

assigned to-a role. For example, in one of the business education classes, one
of the students was repeatedly asked to undertake tasks (e.g., proofreading let-
ters) which others in the secretarial role weren't asked to assume.

__ Rehearsing the lines, Regardless of the type of work role we assume, we
need to learn the lines for the role--that is, learn how to perform it. Other

sections in this report, especially the sections on applied learning and téch-
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vocational roles. However, because the rehearsing of lines is an integral
aspect of going on stage, it is appropriate to include illustrations of it here.

~ Since we- observed classrooms towards the end of the school year, for the

most part students had gone. through the initial process of developing knowledge

and skills for various work roles. Perhaps with a few exceptions; all of the

students in the production-oriented classes had taken previous courses which

focused on these fundamental understandings and skills. A student recalled,

Well, at first you have to take a year of his class of iike

working on different machines such as typing, the key punch,

the dictaphones. Things. 1ike that. Adding machines and
stuff 1ike that . . . he (the teacher) works with you as the
skills go on. He tries tec get to work with the individual
and then the next year you go on the job and stuff. Get
out of school and go to work.

. The following excerpt from an interview of a student in a business educa-
tion class illustrates what's involved in learning the lines of a head typist:

He hands me all the new correspondence.. I get a folder full

of letters during the week, and I hand them out to each of
the typists. - And we have to type letters to each. company
with _the envelopes and the invoices, put them together, and
we put them in his correspondence. Then he sends them back

to us_ if they're okay, signed, and inen we send them to a
file clerk. If they aren't okay, then we have to correct

them and send them back until they do get okayed.

Not unlike many actual workplaces, students sometimes learn only their own

lines. When this happens and they don't understand what others are doing or how
their part: fits into the whole, sometimes cues are missed and production

problems arise. The graphic arts teacher talked about such a case.

Well, I wasn't here to Jook at the problem, try to solve the
problem. You see the kid didn't _know what the problem was
and obviously he wouldn't know what the problem was. because

he didn't strip it. The stripper didn't know what the

problem was because the pressman . . . thought we were running

the size paper that we stripped for. But what happened is
(the student) gave her the copy that we printed last year and
stripped it up for that sheet size. Well, in effect we were
running it on a Tittle larger sheet of paper which I grabbed

off the shelf. It was paper that I had off the shelf.

‘A student in the food service class emphasized the importance of being

knowledgeable of and attentive to the 1ines of others.

It does not take a lot of teamwork. . . . Like let's say I
have something on the stove and somebody else has something,
and if nobody else would've told me I would just let it burn.
And 1ike if you're on dishwashing and something's hot and
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nobedy tells you, you' re eventua‘l'ly gonna_ burn yﬁﬁrsﬂf And

you just have to have a 1ot of communication going on, team-

work, mostly teamwork. It's 1ike basketball players when

théy re on the court. They need communication and teamwork,
and that's what we need {ir there. . . . Everybody knows

what's got to be done.

Be1ng developed, the maturity of the students, and the desired learning goal all

Birect1ng. The teacher s persona11ty. the part1cu1ar know1edge or skill

affect the teacher s directing style.

~ Sometimes teachers be11eve that 1t is necessary to be a task master so that
all students learn to master (as defined by the teacher) certain tasks.

And cleanliness wh'l'le they work., _ And Eeepiw their area

clean_and Eeeping,their machine clean. You have to teach it.

Many kids don't do that normally. They just don't do it and
you have to teach -it. -You have to work on it. You have to
constantly work with the;kids,to;keea their working -areas
clean.  And good work habits have to be taught. Not all the
kids have good work habits. They have to be taught: You
have to constantly be on them,

Teachers of advanced c1asses tend to adopt a more laissez faire att1tudr
toward directing--an attitude which gives considerable responsibility t- stu-
dents,

1 believe you take it slow and easy. VYou train students to

handle that. stuff. And you give them the responsibility.

And you're an. advisor. You're a teacher. VYou don't do it

for them. Some people feel that you have to do everything
for them. And I've gotten to the point in my developmental
stage thaf 1 teach them. -show _them how to do it, and let them

that point on,

1 see. my. role here is to be_ very laid back and let them make

the choices. These are advanced students, students that have
gone through all the basics. - So in this fourth and fifth

fail on. their own, tet them see . . . if 1t vorks out, hgw
it works out. _Is it satisfactory to their kind of thing?

And also let them fail as well, Indeed, not if it's going to

cause harn to anybody else, but I 1ike to take a secondary
role and let them make the choices.

The Perfbrmance "The Rea1 Th1ng

T1ike "the rea1 th1ng."

It's Tike you're really working in an office. Because, you




kniow, everybody's working and (the teacher) is the boss: I

like_this class better. - You can get up and walk and . do

whatever. . . . I like it because you get the feeling that

you are really working in an office, with all these other
secretaries around you. And they're- doing their job and
you're doing yours. So it's pretty neat.

You have your own job. You can get up and walk around
1 think that this class is one of the most important classes
that we have in our school because whoever wants to be a
secretary could. They could see what it's like being a
secretary. You've got deadlines to meet.

It's just like a printing shop. You do all different sorts

of steps before you put it on the sheet of paper, before you

get the printed copy.

Teachers also think that students experience “the real thing" in their
vocational classes. One teacher said,
I try to . . . let them become independent, doing their

things on._their own and letting them see the results of their

independence, too, as well. Be it good or be it bad. But

giving. them that freedom as if I were an-employer and_would
you get paid for that kind of activity. "What you've done in

the last 2 hours--would an _employer pay you?" And I often ask
them those questions at the end of the hour. . . . I try to

let them realize that an employer is going to expect produc-

tivity.
__ Implicit in students' perceptions of these classrooms as "the real thing"
are certain expectations and beliefs about characteristics of the workplace--of

what it's 1ike to actually be on stage. One expectation is that although there
is-a boss who oversees the operation (interestingly, none of the students in
this study talked about themselves as being the boss), the workers have consider-
able independence, freedom, and respect--the kind which is thought by adoles-
cents to accompany adulthood. Another expectation is that each worker perforims
his or her role in cooperation with others. If students perceived any qualities
of "the real thing" to be negative (for example, exploitation of workers, bore-
dom with- unchallenging- tasks, competition among workers), they didn't mention
them. _ However; our observations  indicate -that students don't experience an

ideal stage. They experience what it's like to get “pelted with tomatoes" as

well as to be "presented with bouquets.” These experiences are part of the per-
formance on stage--part of demonstrating skills before an audience.

. Getting pelted with tomatoes. The "tomatoes" in vocational classrooms are
those experiences which bring disappointment, cause frustration, and create
conflict.
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. . Learning the procedures and expectations associated with-a new work -role
can_be frustrating-=-especially when the expectations aren't clearly explained.
A student in a business education course related such an incident.

Like if we got a sheet of paper or something that explained
the job more so you knew. Like when I switched to billing
clerk, the person that was there before didn't really explain
it that well, so there was a lot of things that, you know,

that I didn't do that I didn't know I was supposed to be

doing. . . . I think I was supposed to put in the date or
something on_the bottom of the green sheets attached tov the
letter; and she never told me nothing about it. I had to do

a bunch of them over,

. Even when it is clear about what he or she is espected to do, sometimes

another person is confused or makes an error which creates additional work as

well as feelings of anger and frustration. 1In a business education class where
studerts were selling pizzas as a money-making project,; the following obser-
vation was made:

Girl burst into room: "I got screwed on the pizzas! 1 went

to deliver the pizzas and I have all cheese--were supposed to

be pepperoni!®

- Learning what it's like to be on stage also involves identifying "crowd

pleasers"--those products which are most popular among one's audience. One not
only learns what is most appealing to the public;, but also one decides how miich
to cater to these popular requests. Students who were in charge of producing a

newsletter for their business education classmates seemed comfortable with their
decision to "give the people what they want."
We just kind of ask what people like to hear. Like they want

a_horoscope and . . . stuff like that. MWe used to have
secretarial articles, but they didn‘t read them. I know I

never read them. So we put in 1ike more personal articles

that relate to us . . . like if they want something on hair
care or something, we can put that in. Or whatever.

Sometimes, as in_the -preceding example, one's own likes and dislikes coincide

with those of the audience. However, what's important to learn in some situ-
ations is that one can't assume that his or her preferences will be the crowd

pleasers. The food service teacher talked about this.

We served hot dish today and it didn't go very well. Never
does. Think-it's because people eat a lot of hot dish at

home. But I won't not put it on the menu because of that

because I want the kids to see that. They also want to put
Jello and pudding on the menu. Well, that's kid food. They

have to learn that adults don't care for that as much.

_ Mistakes in our work are sometimes embarrassing, sometimes costly. The
graphic_arts teacher told his class about the consequences of one mistake made
in a printing shop he knew about.
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Strippers and platemakers screwed this job up. A very, very
simple mistake but in this case thousands of dollars, not

thousands of sheets of paper.

____Interpersonal conflicts are not uncommon when people are dependent on one
another for getting their respective tasks or a mutual task done. The following

excerpt from an observation record illustrates how such conflict can occur:

Betty now at payroll clerk job. She looks up and cails
across to Tami at typewriter: ™"Tami Jones, have the payroll

checks gone out?"

Judy who is still at the mail clerk spot says, "They're not
out because I haven't got to them."

Betty: "Then why don't you get to them so I can get the en-

velopes done and they can go out?"

Judy's voice, controlled and strained: ®Do you want this

job?"
Betty: "I'11 do it if you can't handle it."
Judy: "I can do it if you just hold one.” She gets up with

pile of papers and distributes around to typists, assistant

banker. Face serious and expressionless.

Following this incident, Betty and Judy didn't tz1k to one another for the rest
of the week. After that they resumed their usual friendly behavior toward one

. Sometimes, even though an experience is simulated and students don't have
to suffer consequences in the "real lives," they gain a sense of what could well

occur in l1ife-after school situations.  An agriculture teacher related an inci-
dent in which all the students in his class shared one of these sobering
experiences.

I've got seniors out here who §éy; "Yeah, my grandpa has a

farm, and I'm going to take over and farm it.” 1 say, "Okay.

Let's have the PCA (Production Credit Asseciation) guy come

down here and get close to your records. What do you think
it will take for next year? WNe will have you put together an
application for PCA." And out of the 18 kids in that class,

every single one of them was rejected.

In addition to these types of “tomatoes,” students in the classes observed

experienced other features of "going on stage." They learned to present repeat

performances--doing the same tasks over and over again even after the tasks have
long been mastered. -And they learned that the show must go on at the scheduled
time--regardless of how they felt or who ws: absent. To an outsider, these
experiences don't seem to be necessarily and always negative. Within reason,
disappointments, frustrations, and conflict can help students lose some naivety
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about work situations. Perhaps these tomatoes actually are part of the reason

that students perceived the performance as "the real thing."

___ Being presented with bouquets.  Students in vocational classes also
experience what it's like to be presented with "bouquets." The "bouquets" are

those experiences of feeling recognized, applauded, and rewarded.

- Because vocational education courses usually involve the production of

goods and services--of* i visible to those outside of the classroom, many oppor-
tunities arise in which students receive "bouquets.” Vocational education stu-
dents experience something analagous to artists who sign their work and to actors
who have their names listed on the play program. An obvious illustration of
this public recognition was: presented in the occupational food service class.
The teacher of this class told us,

Well, 1 see it as an opportunity for kids to really show the
work that. they produce. They get immediate gratification
. . . especially now since we've gone a Step further and
changed the serving - technique,; and -so the students are

actually serving, their names are on the menu, they're given
credit Tor a lot of the work and stuff, and so I see a place

where students can really demonstrate their skills to a wide
variety of people. The¥ not only demonstrate to other stu-

dents that come around, they demonstrate it to the staff
that's available in the building, . . . And people often
leave tips. And people will often say to me, "I really
appreciate your spaghetti today," or "It was good." And I

sandwich." . . . That's pretty mature for secondary stu-

dents to let other students know you're doing a good job.
Students of this teacher expressed a similar opinion. When asked what he
thought other teachers in the school thought about the food service class, a
student said,

They like it. . . . And now I think they like it more because

they get waited on and we are learring and it's nice to see

kids our age willing to serve and cook and put our own menus

together and stuff like that.

Another stident in the same class added,

A lot of times you go like after class--after they've been

served and stuff--and you go maybe to a few teachers' classes
and they'll tell you how they really enjoyed it; and they ask
how it's put together and how we 1ike doing it and stuff.

. In some vocational classes, monetary investments and/or returns play a

central role in certain learning activities which simulate experiences one might

have in business or industry. The following dialogue was recorded in thé home
economics corsumer education class:
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Teacher asks: “"How are we going to get the money to finance
our_company?” _ One boy responded;- "Five Jdollars per student

would give us enough to get started."”

Teacher remarks: *I'm not sure if each student can afford
the $5. Besides the school may not let us do that.®

"Sometimes school gets in the way," said one of the boys.
Another boy asked, "What will we do with the money we make?"

*Me will spend it on the class” said the teacher. “Like a
field trip or a party?" asked another boy. The teacher
responded, "Yes."
During the next observation segment in this class, the dialogue concerned the
distribution of rewards among the students.

"How do we decide how to split up the profits if we decide to

go that way? Those who work should keep track of their time.
Should those who work more be paid more? Is that the way

industry works?" said the teacher.

The -students had mixed reactions to these questions. A boy

said; "Those who invest more should earn more."

No. decision was reached but the teacher pointed out that

another option would be to give points toward a class grade
for work on the project.

A counselor stopping in a business education class asked a student what she
thought about the class. The student said she liked it and added, "We even get
paychecks!" Although the "paychecks" were not real, apparently they gave stu-
dents a sense of satisfaction and reward. In the graphic arts class, some of

the rewards actually were translated into dollar and cents. The student who was
responsible for recording orders for graduation announcements, collecting $6,000
to $7,000 for the announcements, and completing all the paperwork related to the
sale of the announcements was given a percentage of the profits from the pro-
ject.

. What we can say, then, about the "bouguets" bestowed upon vocational educa-
tion students is that they come in different varieties, with different aromas,
and in various sizes. However, whether they be public recognition, peer approval
and praise, personal satisfaction, or financial payoffs (simulated or actual),
they are meaningful to students and give them a sense of "the real thing."

Fostscript
I try to . . . let them berome independent, doing their
things on their own and letting them see the results of their
independence; too, as well. Be it good or be it bad. But

giving them that freedom as if I were an employer and would
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you get paid for that kind of activity. “What you've donme in

the last 2 hours--would an anpioyer pay gou?" And I often

ask them those guestions at the end of the hours . . . I try

to let them realize that an employer is going to expect
productivity. (Teacher)
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CHAPTER XII
CHANGING THE PACE AT SCHooOL®

We are all familiar with the story of the city mouse and the country mouse

who each wanted to visit the other's place of residence because they wanted a

change from, what they considered, the routine. Each wanted to do something

different from the usual.  Wanting to experience something different is also
evident in today's society as we see people seeking out experiences which are

different from what is normal. People who work in offices during the week flee

to the country and engage in outdoor activities on the weekend. People who
spend their time working with children find it refreshing to cultivate the minds

of the older generation, for a change. - People seek out and enjoy experiences

which are different--which provide a change of pace. Vocational education

classes appear -to provide this change of pace from other experiences in the
comprehensive high school. According to students and educators, vocational edu-
cation classes have a different structure; provide different learning experien-
ces; provide a 1ink to the outside; and are future-oriented.

,7,,,:; ;,,,,,f

__ According to students enrolled in vocational education classes, these

classes differ from other classes in the comprehensive high school in their
structure and organization. One of the major differences voiced by students in
vocational education classes is the ability students have to move around the
classroom.

. . a student in a home economics class:

You're not always sitting down, in the other classes you're

always sitting. And there is a 1ot of paperwork in other

classes. There is some here but not as -much. And you get to
get more active, you get to_be yourself, you don't have to
put on an impression or something,

. a student in a business and office education class:

Well; this class you get to get up and walk around.- Usually,
you know, most classes 1ike English or history the teacher is
constantly talking. And you've got to sit there and listen.
You-can't move. And in this class (the teacher) doesn't

really talk that _much. He'll talk at the beginning of the
class and then say, "Okay, everybody get to work.” But he

doesn't sit you down and lecture you. 1 1ike this class.
. . . a student in an industrial education class:

Theme author was Linda Ernst.



These responses are typ1ca1 of those we heard from students in vocat1ona1

education classes. Being able to walk around rather than having to sit still
all day is an important way in which vocational education classes provide a
change of pace for students.

and class. Students in .a fam11y 1]fe c]ass sat around k1tchen tables and

usually did not get up from their chairs during the course of an hour. Students

in a business and office education class sat at their desk working on specific
machines for most of a typical class period. Several of the classes had both
1ecture _and_ laboratory time. Students -sat in desks or cha1rs d“ri“9419§§??§5

tory time: In some classes the teacher would beg1n the class with announcements

and instructions and students would sit at desks and work on projects during the
rest of the hour,

 Personal needs are met. Generally speaking students felt the structure of
vocational education classes: provided a change of pace -which was not evident

in_other classes.. This. difference in: structure provided students with an

opportunity to have personal needs met which made the learnirg experience more

positive for students enrolled in such classes. Some students indicated they

experienced a sense of freedom in vocational education classes.

A 1ot more freedom of choice. You can start on whatever you
want. _You don't have someone.  saying, "Do this, .do that; do
this, do that.® You do kind of, but not as bad, that often.

. . . freedom to choose what to do:
You just go do whatever kind of work you want. You're not
all on -one subject at one time. - You can do brakes or lube
jobs, whatever it is you want to do at the time.

. . . and when to do it:

If you don't feel 1ike it you don't work. (The teacher) said
you. can sit through the whole class and not do a thing, but

you just sit then you'l] get a bad grade. In all classes
it's up to j@@ to do what you want. But, I mean in most

classes you get credit for being there. 1In (this class) you
do, but you've got to work for it.

. . . and the pacé at which to do it:

It's kind of work by yourself and you can work at your own

speed, too. _You don't stop after this page or whatever they

tell you in (other classes), Go as far as you want.
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One student said, "You have more freedom here, but more respons: b111ty."

These scenarios have a favorable r1ng to them, students are mak1ng cho1ces,

d1reet1ng their - own learning, and, presumably, developing responsibility.
However, one student said this type of experience did not enhance learning for

him.

You seem to get more done if you're in a class [other than
vocational education).- I don't know. - Sometimes ! just mess

around (in the auto mechanics class) a lot. 'Cause tﬁe teacher

ain't watching me. I know I shouldn't do that but . . .

For most students the opportun1ty to exercise choice is a pos1t1ve aspeet of

vocational education classes.  For a few, however, the structure appears not to
be consistent with their 1earn1ng needs.

Students often expressed a rea1 1nterest in the content of vocational educa-

tion classes. Here are some responses from students describing how vocational

education classes differ from other classes because they are more interesting:

It's more interesting to me because I want to farm (a student
in an agriculture class).

1 do Better in this class because I'm 1nterested in it. And
I think it's an easier class because I'm interested in it (a
student in an agriculture class).

You get more involved in it than other classes. Other class
work you don't get into as much (a student in a home econo-
mics e]ass)

For some students the var1ety o? act1v1t1es wh1ch are evident in vocational

educat1on classes add to the interest students have in the content of the
classes. Here is how an industrial arts student expla1ned it:

I ]ike cheir.: I really like,cha1r I like 51nging a lot:

And that's just one thing., _It's just going in and singing.

But here you've got a variety. You're never deing the same

thing. One day you'll be working on this and the next day
you can go over, when you're finished, and do someth1ng else.

A student in a home economics class said vocat1ona1 education classes are d1f-

ferent because you don't:do the same sort of thing over and over. Another stu-
dent in a distributive education class said, "This class has more activities and

you learn more than in other classes."

Several students sa1d the relat1onsh1ps which develop among -students -and
between students and teachers in vocational education classes resemble the kinds

of relatiOnships one has in a family. This comparison.came primar11y from stu-

dents in a business and office education class. The teacher in this class may

have verbalized this analogy in a way in which students picked up the language.
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Here are examples of the ways these students described the difference between
the business and office education class and other classes:

We are all working at similar jobs and we are like one big
happy family.

In this class you fee1 more like a fam11y. You work

together. In other classes you aren't a family, you get
treated like a kid.

A student in an agricuiture class described the difference which also refiected

seems 11ke."

Other. students also referred to the relat1onsh1ps wh1ch develop 1n,vocat1onal

educat1on classes even though they did not compare these relationships to those
of the fam11y., A student 1n a d1stribut1ve educat1on class sa1d "You get more

e§press ideas and feel1ngs made th1s class different from other classes. The

ability to share feelings and ideas was part of the curriculum for this course.

One student said, "In this class you are a person, in others you are a name and
a grade."

- The structure in vocational education classes is different -from other
classes which allows for students' personal needs to be meet. The result,

according to some students, is that learning is easier and more fun in voca-
tional education classes.

It's the Way You Learn That S D1fferent

educat1on classes. Learnlng is different Eecause you are a]ways do1ng some-

thing, it's often a simulated job, and you work more on your own.

One student in an 1ndustr1aiieducat1on class said this about the difference

between vocat1onal education classes and other classes:

Ya, it 3 the way _you 1earn. It's that exactly. Here you
learn by hands on. In math you can't learn by hands on.

You've got to remember and study.
A home economics teacher shared th1s assessment:

Basical]y. I think we have the same goal--what we want for

kids: Regardless of what area you're teaching you are here

for the benefit of the student and you're here to see that
they get things that they are going to be able to use later

better for them. I see that as being something I would hope
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all teachers share regardless of what you teach. So our dif-
ferences are subject matter and the way we approach it, I
guess.
Teachers in vocational education classes approach things differently and, as a
result; students learn the subject matter in different ways.
_ You're always doing something. Several participants in the study said
vocational education classes are different from other classes becausé you're
always doing something. One administrator explained it this way:

Then, in a 1ot of the vocational courses there is heavier

emphasis on more of a lab activity approach, more of a doing

approach.  So you learn through doing or application as
opposed to_a French class where you're memorizing congrega-
tional_ words and.the emphasis is on words and vocabulary.

Although the emphasis here might be that, you take materials
and do something with them.

There seems to be an appréciation for being able to "do” things on the part of

Students also used the word “experience® as they talked abou® what happens

in vocational education. One student in a business and office education class
said, "It goes really fast, you learn a lot from practicing or experience . . .
you work directly with the machines instead of just hearing about it." One stu-
dent in a business and office class in another school said, "It's experience,

not instruction."
__ When_ students are spending more time doing and experiencing, less time
will be spent on other kinds of learning experiences such as reading and written
assignments. _One -student-in a home economics class said this about how voca-
tional education classes differ from other classes:

1 guess® it's because you get to Jump right in and do this

stuff and that it's not all bookwork or paperwork. Whereas

in all my other classes it's mostly beokwork and paperwark.,

According to some educators; this "doing" and "experiencing” involves the
application of theory. One agriculture teacher explains how he blends the two.
What is unique is that in every class that I teach we try to
teach the theory in the lecture and the classroom. We try to
teach the practice and then develop the skill, if there is a
skill_involved.  So _when we are learning to Jjudge beef
cattle; we learn about it, we read about it, and then we
practice on slides, and then we try to go out there and do it

for real.. In other classes it seems as though the theory is

offered and then the problems are presented and you have to
solve these problems and hand in that assignment. We like to
go one step beyond that, I think,
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A vocational education director also identified this blending as a unique
characteristic of vocational education classes. This administrator said,

vaious]y there has to be some tﬁeory and there has to be

some abstract learning in vocational subjects too. There

can't be just working with your,hands, so to speak. But I

think the uniqueness of it is that it really blends the two
much more so than most other subject areas.

This practice -of providing theory was eévident in classrooms to some- extent,
but was not always linked to the doing to the extent described by the above

educators. Although this varied by class and teacher, we generally saw much

more emphasis on practice than on theory.

~ The learning”experienqes”in vocational education classes are often thought
of as courses with lots of "hands on" activities. - This kind of thinking was
evident in the responses from those participating in our study as well, For
some the predominance of hands on activities made vocational education classes

distinct from other classes which required different skills. One administrator

made this comparison:

1 think vocational classes--part of the greatest difference
is that they tend to more often-have -more hands on experience
for students than does 3 lecture-type class or book-type
class such as English, or social studies, or mathematics.

Another administrator made a similar comparison.

1 don't think there is much difference in it except in the
emphasis- on_the fact that you are doing something with your
hands, where in a math class you have to solve problems. You
solve problems in vocational classes too. You also have to
make practical applications of it.

A counseior suggested that not all students are capable of developing the
hands-on skills which are taught in vocational education classes.

And a let more physieal dexterity is needed (in vaeationa]

education), I think. I think you need people; I mean kids,

that go in there need to have some skills and spatial rela-

tionships. Not everybody has that. Not everybody that's an
academic person has that.

- A principal indicated that the hands-on experiences in vocational education
classes provide additional skills to those experienced in other classes.
I suspect one of the opportunities these kids could get,

again, is that hands-on experience that they don't get to see
in a 1ot of other classes.. Maybe that comes back to the
éﬁbéitﬁﬁity:thit;it,giVES:théﬁ something that has- immediate
and relevant feedback to them. You can take a kid that is

factoring in an Algebra 11 class and really sees no practical
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application for it other than he's probably told when you get

to calculus you're going to have to be able to factor. If

the kid is in a word processing course and he can actually
type a theme into the word processor and watch that printer
give him a clean copy, and go back and edit it or correct it,
that's much more immediate feedback. That's an opportunity I

think kids can get in vocational classes. Our boys in cooking
say--the immediate feedback we get, particularly the boys as
soon as they cook something,- they get to eat it. _That's not
like reading Shakespeare and figuring out what you're going

to do with it. So I think that's an opportunity for kids

that is not present in some of our other departments.

___ Several students also indicated by way of student surveys that the hands-on

experiences were unique to vocational education classes. One student in-a busi-

ness and office class said, "(It) provides hands-on experience for individuals--
a different atmosphere from regular school."

- _Job-simulation. In some classes the learning experiences simulate a job
situation. . This was especially true of the occupational home economics class,

business and distributive education classes, and the industrial education
Classes. The teacher usually takes the role of the boss or coordinator which
would result in differing learning experiences for students which are different

from other classes which are not occupationally oriented. A common expression

in these classes on the part of students is: “It's like I'm really working
on a job." Deadlines are met, conflicts are resoived, and work roles are
established--just 1ike on a real job.

This emphasis on employment and work experience in vocational education is
a.part of what makes vocational education a -change of pace within the comprehen-
sive high school. Here is how one school administrator saw this aspect of voca-
tional education:

I mean if they are dealing with employment, if they -are
dealing with work experience, that is more real to kids than
some of the more ephemeral things of whether a dangling par-

ticiple is going to impact a person's life twenty years from

now, So I think for kids the vocational classes have a more
immediate meaning and reward than do some of the other

claszes.
~ You're on_your own. Some students indicated vocational education classes
are different from other classes because students "do more on your own." A stu-
dent from an industrial arts class said,

In {this class) you learn on your own. It's through

your own experience, He'll help you out if you need it,
but he 1ikes to let you learn how to do it yourself.

A student in a business and office education class said; "You just come; kind of

work on your own, you are-not having people tell you what to do all the time."

A student in an industrial arts class added that being on your own "makes you
125

A




more responsible.” She said if you don't have anything to do it's your respon-
sibility to find something to do and "just keep busy."

Although some students talked about being on their own in vocational educa-

tion classes, others talked about working in groups. This appears to be a

contradiction.  However, it would seem students were talking about working
without constant supervision by the teacher, whether they were working alone or

in_a group. -The teacher was typically available for help and direction,; but
would encourage students to go on their own until they encountered a problem.

Future Oriented

~The courses in vocational education are also different from other courses

in the comprehensive high school because there is an explicit connection made

between what is learned in the class and the student's future. It would be

inappropriate to suggest that other classes in the high school do not address
future needs of students because, of course, they do. However, students can

readily conceptualize-this connection-in vecational education classes; ard indi-
cated it is not as evident in other classes.
Students were asked how the vocational education classes were different frofi

other classes. Many students responded that it was different because this class

had something to do with the "real world" and the future.- Here is an example
of how one student from a business education class viewed the class:

1-think I'm learning more in this class than any of the other

classes; I think the other classes--there's English, we're
reading the book, right, learning things 1ike that economics--
we're learning about way back, economics and things 1ike

that, and I think this job is going to benefit me more in my
future than the other classes.

___We heard this kind of expression from several students. From the students’

perception, other classes wern less relevant because they could not make the
connection between the other classes and what they saw themselves doing in the
near future,

_ Students described the difference between vocational educational classes and
other classes in the high school in that vocational education classes deal with

their career interests. One student in a business and office education class
said this class, "prepares me for the working field that I am interested in." A
student in this same class said, "It teaches me skills and how to act when I am
in the business world." Another student in a home economics class said, "It
Just helps me because that's what I want to get into." One student said,

You actually learn skills you will use on a job. Other
classes, you just learnm and hope you pass a test. This way I

get experience.

_ Other students referred to personal -growth which would be helpful in their

future. One home economics student said, "We learn about ourself and other
people and how to learn about the future." Another student in the same class
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said, "This one gives you a chance to look at oursélves and try to understand
what we want out of life."

___Most of the responses from students referring to the future orientation of

vocational education came from students in business and distributive education
and_home ecunomics education and were expressed to a lesser extent by students

from the other vocational education areas. This study does not provide an
explanation for this behavior on the part of students.

Links to the OQutside

Vocational education classes are different from other classes because there

are_numerous course-related activities which take place outside of the classroom

itself..  Some of these activities are part of the requirements of the class and
contribute to the student's grade for the class such as job placement. Other
examples of activities where participation is typically optional, but strongly

encouraged, - includes selling of products in the school or community, par-

ticipation in youth crganization competition, and attendance at banquets and
other social functions which are class-related. Although it is not gemerally
so, some teachers do include participation in theses activities as part of a stu-
dent's class grade.

~ Students in this study were involved in-a variety of activities in addition

to time spent ir the class. Students in a distributive education class went out
to_breakfast before school started in the morning on a regular basis. These
same students also sold pizzas in the community as part of a class project.

Home economics students made and sold ice cream bars to the student body right
after school. Students in a busSiness education class were involvéd in state
and_national competition as well as having a banquet for their employers from
their job site;

Job placement in the community was a part of several of the classes we

Sﬁgéfiéa;f:Tﬁj§;6§ﬁﬁ6ﬁéﬁi,6?7iﬁé,éiass provides a direct 1ink from the class to

the working community. The teacher often contacted potential employers to deve-
lop a pool of employment possibilities for students. The teacher supervised
students on these job sites by visiting the place of business and getting feed-
back from employers.

. Other classes provided work experience as part of the classroom experience.
The outside world is, in effect, brought into the classroom. For example, a
home economics class operated a restaurant as part of a foods class. In other

ciasses; individual projects provide simulations of s:*tuations which would occur
as part of a job;

_ Students also talked about other activities that take place outside of

the classroom which are social in nature and are unique to vocational education.

We saw evidence of students getting together for picnics and softball after
school and students planninc a special day-long trip with funds from a class
project. - Why do these social events occur more often in _vocational _education

classes- than in other classes? As we observed the development of these activi-

ties, the teacher was usually instrumental in instigating and carrying them out
even though the students participated in planning and carrying out various

aspects of the activity. -
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Tﬁé;stﬁ&ént,drganizatjons argian,impcrtant,pértiof eyperiences for students

other classes. These organgatlons provide students with. opportunities for

membership and 1eadersﬁtp in a group as well as providing opportunities for com-

peting at local, state, and national contests.  For many students this invoive-
is a positive aspect of taking a vocational education class. One student in a
business education class had been involved in the student organization through
competition and holding offices, After graduation  she p]anned -to attend a
co]lege where she could cont1nue her involvement wwth the organiz- .ion,

The numerous opportun1t1es students have to. 11nk the contents of the class

with the outside world helps students think about and prepare for their future.

Vocational education classes appear to be meeting a need these students have to
prepare themselves for leaving school.

Postscript
You get more involved in it than other classes. Other class
work you don't get into as much. (Student)



CHAPTER XIII
PROVIDING AN APPROPRIATE EDUCATION®

~ - The term "appropriate” is often used in a context where special attention
must be given to matching needs with solutions.  You hear the phrases
appropriate - technology (for developing countries) and appropriate force (for
dealing with riots and terrorists). In these contexts, appropriate usually
involves some serious judgments involving value questions often at variance to
accepted principles or laws or ideals. It involves the special tailoring of a
response to unique circumstances--often controversial. Some might refer to it
as using "common sense" or being "practical." The word appropriate can also be
used in_a discriminatory sense to legitimize inequity. With this meaning it is

delicate acceptable language (a nicity) to rationalize doing what might be less
than ideal or best for practical, "you know", it "won't work" reasons. A fre-
quent  message we heard from school adults as to the purposes of vocational

education seemed to resonate with these meanings of appropriate--vocational edu-
cation is appropriate education for some.

.~ This chapter will explore the above message in terms of questions such as
why is vocational education appropriate, why for some and not fur all, who are

the some and who decides who they are? Caught up in this analysis are

questions about the "pecking order" of the worth of variovs areas of knowledge

in the public secondary school.. For example, is the know’zdge taught in_voca-
tional education of less worth than the knowledge taught in a chemistry class?
What are the consequences for students who take a relatively higher proportion
of vocational education? Are they getting a "second class" education? Are the
students and adults in the school aware of and accepting 2f this happening?
Whose perceptions about the worth of various areas of krowledge should be paid
most attention--students, vocational education teachers, other teachers, coun-
selors,  administrators. ,Thes&,éré,proVbcatiVE,aﬁd:séthtiiéﬂdﬁéStiﬁﬁS¢;§éf;
ticularly in the context of public education which outwardly communicates and is
held responsible for providing equity in education yet must serve all students

in a_given gecographic area with a fixed set of resources. In this context, the

concept of appropriate with its several meanings finds its special use.

Vocational Education Is for the Non=College Bound

By far the most frequent response to the guestion, "Who do you think voca-

tional education is serving?"; in the secondary school was that it was those stu-

dents who were not planning to go on to college after high school (because they
don't want to or can't for one reason or another). Typical responses were as

follows:

The students who are not ﬁiénning to go on to college.
(Counselor)

*Theme author was George Copa.
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I think it's for everyone but if I had to pick a grbub,ﬁhat

it's most essential for, I would say that the non-college

type kid definitely needs to explore that area. (Counselor)

To help girls who don't want to go to college have the sKills
to get a job. (Student)

I think for the most part there is a stigma tha vocational
(education) is for the most part for those students who can't
go to college. {Superintendent)

Well, they are the kids that do not have interests primarily
in college for the most part. (Principal)

I think for the most part your kids that are involved in your

vocational classes are not your college bound type kids.
(Vocational Teacher)

A student taking a series in home economics oF a series in

industrial: arts or a series in agriculture more than lixely
is not going to go to college. He may go to some kind of
vocational school, but it is pretty unlikely that they'd go

to.college. And if they do go to college, I think they crimp

themselves in getting into high technical fieids. We try-to

steer kids that have the college goal into college prep pla-
ces that they'l]l have a better chance of success in college.
(Superintendent)

While the above responses represent a common and initial response to the
question of who vocational education is serving, there are many subtle twists,

complexities, and ambiguities when this response is pursiued further.

College requirements are to blame. _One of the subtle dimensions of the

response to who vocational education s serving is that secondary schools are
not-responsible for the place of vocational education in the curriculum. The
fact that non-college bound students predominate these courses is caused by

college entrance reguirements which do not recognize the worth of vocational
education. This rationale and sometimes frustration was communicated as
follows:

When higher education puts 1imits and requirements on college

entrance. requirements that deliberately eliminate vocational

background, that's a limitation (on students -opportunities
when they take a vocational education class). So it seems as
though now students who are going to-go on to college are
being told, and -their parents are being told, and . they
believe this, -that they have to take a foreign language in
high school. Bull! (Vocational Teacher)

Business education is not basically what colieges are that
concerned about in a student's background. If you suddenly
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decide that I'm going to this high quality college and you
have never taken any science beyond grade nine or math beyond
srade nine, never had a foreign language, never studied world

history--they might wonder about that kind of a background.

It could be a limiting factor. . . . If you spend all your
time in vocational courses it could conceivably be a handicap
(to going to college). Now the agriculture teacher wouldn't
say that. —He'd say they are getting a lot of science things

in my courses, - They're getting computers in - my courses:
They're getting speaking things in my courses. His (the stu-

dent's) college counselor can't look and- say; "Well, I see
you've had chemistry with a B and you've had physics with an
A minus:" - You had ag nine. You had ag ten. That doesn't

show and it is not the same. You don't get a systematic

background in physics by taking ag, 1 don't think, although

you get many ag physics concepts. You may be learning about

writing in ag shop. Nothing is clean cut. (Principal
Even vocational education teachers sometimes feel that college bound students
should be encouraged to take other than vocational education courses if a choice
must be made.

The college motivated students are going to take chemistry

and physics first, I would think. And I guess if they came

to me and asked which way to go, I would tell them to go that
way. - Take the chemistry and physics. And, pick up the
(vocational education) maybe a 1ittle later.

_____Commenting further on the relationship of vocational education and college

preparatory courses, a counselor and superintendent seem to rationalize that
existing college requirements should not include vocational education:
The vocational classes are much more oriented toward skill
development. . . . but they still have an intellectual com-
ponent . . . it's a matter of degree. Certainly not as much
as physics and humanities and great literature that are more
abstract,

They're- (vocational education courses) specific. If you take

agriculture, you learn specific. things that you do to be a

better farmer or a better operation of a farm. You learn
specific skills.. If you take college prep physics you learn

concepts. Kids graduating from a high school that has the ag

sequence of courses can probably drop into a farm ~Job,
operate his -own farm; work for a farmer. The student with a

course in physics and chemistry, for example, he really is

not-prepared to do anything except go on to get additional
training to become skilled enough or trained enough in that

technical area to do something. . . . If you're looking for
someone to be a computer programmer or . . . a technician,
you usually don't start with high school physics as the end
training.
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Nothing is clean cut, however college admission requirements are being used - to
rationalize and attribute blame for college bound students not taking nor being
advised to take vocational education courses in any extensive way. _Although

value is seen in the knowledge taught in vocational education for college bound

students, it iS not as highly valued as the knowledge taught in some other cour-

ses because of what colleges value as reflected in their admission requirements
and indicators of student success.

o -—students- a surprise in vocational education. Given the impact of
coilege requirements on the sorting process which goes on in high schools, it is
not difficult to see why it would be surprising to see good students (good in
the way that colleges seem to value) in vocational education classes. As a
superintendent describes,

Because the first thing we do, we see a bright kid and the

first thing we do is say, "Hey, he should be a doctor or an
engineer." No one ever looks at a bright kid and says boy
you'd be a_hell of a plumber. No one looks at a bright kid
and -says, "Wow if he'd go into electrical work or that sort

of thing he would be a dandy.” The thing we'd do with that
kid is say electrical engineer. I don't know how you're

going to change it. . . . This isn't true of whole depart-
ments, but by-in-large, vocational education now Serves stu-
dents who_are in the lower half of the class. And there are
exceptions to that. We've had kids that are number one and
two_ in _the class that will go on and take a vocational course

like machine training or something l1ike that their senior

year; but by-in-large you'll find that either they're not the
most gifted students or they're not motivated enough to
study. They don't have the study habits required for dif-

ficult courses.
Other school adults put it this way:

We don't have kids that are going to college in_ industrial
arts . . . I don't know if you would find one. - A kid who's
taking calculus and French-1V and: physics and chemistry and
stuff doesn't have time to take industrial arts.

. + A 1ot of our top college bound kids don't have room in

ﬁéiffs;ﬁggﬁjéﬁiéfiike,iqme of our vocational courses. . . .
ut we also have some very strong college-bound kids who will

t
B
take a vocational course from time to time.

It is telling in this circumstance that those occasional "very strong

college-bound kids" are noticed by vocational teachers and school administra-
tors. Sometimes it seems as though they are reminiscing as they tell about that
exceptional student they had in class a few years ago or they are using these

exceptions to communicate that vocational programs are "all right" and can add
benefit  to even the good students.  For example, examine these two stories by a
superintendent and vocational teacher, respectively, about exceptional students
in vocational education courses:



through our. mode1 office programs and is now, I forget her

exact title, is in management within four years of gra-

duation. Sheﬁs in management over at Control Data in a word
processing department. She had some AVTI training,- some- word

processing training after -she left- here but her basic

training was right- here. She could have been a success in

anything-she wanted -to do. I think that's an example of an

outstanding student benef1t1ng from vocational education.

Scho1arship winner., She's out east at Tufts,Univer51ty., Is
there a Tufts? That's where- she's studying. It was a
feather in my cap to have her take my course. . . . To like
it and - to talk a lot about it to her parents. Her dad was in
to look around. He was very pleased.

7;WWVVOcatlonaleeducatlon_ls _for_lower ability students,; Given the perceived
corre1at1on between be1ng co11ege bound and academic ‘ability, veeatienal educa-

1 wou1d say it's serving the middle half of the écé&eM1é.

« + « Or the lower, middle to lower. The students who are

not planning to go on to co11ege. (Counse1or)

Right now they're probab1y serving the lower 50th percent11e.
(Vocational Director)

We don' teget the cream of the crop, but they do contribute.

(Vocational Teacher)

The Tow middle as far as class rank and grades. And then so

far-as ability; even though- there is a wide spectrum from the
bottom to the top, it would probably be the middle. Because

I think ability of the kids is a little better than their

rank and their grades. (Vocational Teacher)

As the 1ast response seems to begin to imply; there may be students of d1f—

fering ability, and ability may need to be thought of more reflectively in terms

of aptitudes, achievement and interests. The vocational teacher responding
above went on to say about his students, "They have a different priority. They
have a different priority."

A vocationa1 director begins to unravel the issue further in terms of the
value of knowledge taught in vocational education vérses other courses and the

subsequent value of achievements.

In. tﬁe beginning (of our vocationa1 education programs), they

thought we were grading our students too highly here, because
a student never had gotten more than a D, and it happened
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that they got an A. So.we did a fﬁéroggh”sgrygy gf how we

graded and set up our grading standards and so on and we
satisfied them now. They don't get concerned when an A comes
back. We found out that we are just as tough as anybody
else. - The difference is that a kid for the first time found

something he wanted to do and did it. The ability was there.

That student would not have been rated in the lower 50 per-
cent if somebody had succeeded in getting him motivated. He

might have been in the top quarter of his class. He had the
ability.
A vocational teacher also noted his sensitivity to the worth of knowledge taught
in vocational educatien.
1 feel so strongly about it (basic skills taught in voca-

tional education) that when this school moved to an honors

diploma and made a 1ist of classes in group one and a list in
group two, and students who definitely wanted to get an
honors diploma rather than just a regular graduation- diploma
had to select three classes out of group one and five more

classes out of group two. And none of my (vocational)
classes were involved in that, I challenged that as far as I

could challenge it.
I think there is that feeling on the part of social studies,

the vocational teachers.
~ The idea of various types of ability and relation of interests to these
abilities was noted as focllows:

Everyone has their own career goal and their -own set of uni-
que abilities to give to the world. -1 mean if everybody was
an academic type we couldn't make this world work . . : I am

here to help them fulfill what they see for themselves.

(Counselor)

I don't think we can say at all that their (student taking
vocational education) abilities are less than others. I

very interested in the vocational. (Principal

 The "easy" classification by ability also gets caught up in the relation-
ship between ability and socio-economic status of the students' parents-and the

community in which they 1ive. As a vocational agriculture teacher explains,

I_think that probably this community is agriculture and blue
collar_more than some other communities in our area. So I

think that sometimes these kids probably don't look on educa-
tion as means of earning a 1iving so much because they don't
have as many examples as some of of the others . . . I don't




look upon: vocational education as sort of a dumping grounds
for the kids that aren't so bright, necessarily, but I think
that a 1ot of our kids that go on to the vocational areas are
very bright kids and it gives them the opportunity to learn
about these things.

- rviews and obse is that the ability
level of students in vocational education may vary considerably between - voca-

‘Also apparent from our interviews and observations

tional education fields and among schools in the same field. As a vocational
director noted for his school's vocational programs,

If 1 break our programs down, I'11 say our T and I programs

are serving economically and academically disadvantaged stu-
dents with a smattering of the students that are away from

the mainstream. But our other programs are serving a real
broad cross-section of our students. If I -look- at - our
follow-up data and I look at class rank and stuff 1ike that,
our T & I programs, they are . . . in the lower two quartiles
but if I Took at our business and office program they are in
the upper two quartiles.

This director goes on to note his concern about the quality of the courses in
more basic subjects to which students who take vocational education are typi-
cally enrolled and a concei.. for the impact on a -course when it contains too

high a proportion of mainstreamed special needs students.

(In) machine trades we need a strong math background. We
tell- the counselors that. _They better have it because even

if they get motivated, if they haven't got the basics, they

still can't cut it. VYou can't take it from day one.

Horticulture is one place they had to unload on us (because
of low enrollments) . . . eight kids were pushed in there

that didn't want to take horticulture, that makes for a bad
class, One counselor says . . . that's where the special

education students should go. You can take one or two but if

You start putting them all in one class, it varies.
Further, there are differences in the kinds of "jobs" various vocational educa-
tion courses are focused upon. Particularly noteworthy is the difference in con-
sumer homemaking versus other vocational education fields. As a home economics
teacher explains,

Consumer homemaking is a 1ittle different because you're pre-

paring kids for a job they are going to have. They are all
going to live in this world. They are all going to relate to
people. They are part of a family. They're going to be a
part of maybe another family. So the skills you're giving

them are going to be used, period! That's a career. That's

an occupation that every one of us is going to have. So con-
sumer homemaking is a 1ittle different.

Unfortunately not all of school adults or even the students themselves stop
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éi,jabeiing vocational education as serving the non-college bound or the lower
ability or simply students who are different. Some of the labels are much more
"cutting® and seem to mock an educational context.

Boy I am glad you've got this going, now I've got a place to

send all our eight balls (Vocational director's quote of

superintendent about new vocational programs).

Charles is bad for our image. Charles is the stereotypical
auto mechanic. Can't read very well. But he's handy. He
can take a carburetor out and put it back on in three minu-
tes. But that wasn't the problem, ( iarles. It needs spark

plugs. (Vocational Teacher)

I guess people (who take vocational education) who are mecha-

nically inclined . . . people who are more interested in

using their hands than their minds in an academic sense.

(Counselor)

It's more of a skills class than a mind class. (Sfﬁ&éﬁf)

Boy, I had five eight balls in there last year. I mean they

were eight balls. (Vocational Teacher)
Who Takes Vocational Education Is Not a Secret, But It's Not Openly Discussed
Either

 Students taking vocational education courses openly express their feeling
that most other students and other teachers do not use positive adjectives whén
describing who takes vocational education courses. Some of the students com-
ments were as follows:

Other students? They just look down on it. You're supposed

to take physics or math or something 1ike that:

On weekends you know, 1ike people down here in this wing, in

the job classes, on weekends they -go to -their partying -and

the people upstairs go- t9 their parties. Every school's like

that. It's just how they break out or divide.

I think that they think ft's a waste. That we don't do

anything in here, which is so stupid. They don't know what

goAs on in here.

They figure you must be stupid or a "fry" because you want to

get out of school early, you can

school.
On the other hand, some students did express that other students felt that
vocational education was a good class or real fun. For example, examine these
statements:
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I'm sure they 1ike it. They wish they could be in it . , .

Some people are jealeous that we can leave so early and they
have to stay.

I'm sure they think it's interesting . . . They probably
think it's: kind of messy to. My hands have been inky and I
can't get it all off.

But these comments are much less frequent.

____ Students in vocational education courses register similar views about how

other teachers in the school feel about vocational education. Their comments about
the feeling of other teachers toward the vocational education classes in which they
were enrolled run as follows:

1 feel like some teachers say, "what's that, just an easy A?®

You know, you can go in there and get an easy A. They don't

think you have to really work hard. But you come in here
every day,; especially in the summer -when we don't got air
conditioning in theres: Before we had the fans this fall it
got reaily hot. We'd really sweat and had to work hard,
Teachers say, “Aw, that ain't nothing. That's just food and

anybody can put food together." But you got to know what
you're doing., You can't just sit around and do nothing.
Teachers, because you're on the 0JT don't like you:. They
think you're just a little punk that's getting out of school
early to work.

Some of the teachers have the attitude that it‘s just a blah
class, The kids go there and goof off. _They're not learning
anything. But then some of the teachers think oh, it's a

good class. 1It's good for the kids to learn stuff like that.
Well they think we're just fooling around all day getting
dirty.

I think some of them don't=-like the English teachers--don't
really particularly care for us.

Again, a few students voiced positive feelings by other teachers.:

I siuppose they think it's pretty cool that we're making
things . . . They think we have fun making stuff. I suppose
they think it's all right.

They think it's real good. I hear a lot of teachers; well,
you should take office if you need help on your schedule.
They 1ike the Frosty Bars. . . . No ones really talked about
it or anything.
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__What is evident in these remarks is that students in vocational education
classes are confronted, at best, with very mixed perceptions by other -students
and teachers about the value or worth of participating in vocational education.

At worst, the perceptions are of vocational education being useless, a waste,
blah, and an easy A. And these perceptions are not a secret if you ask students
directly about them--they know what's up. Some students seem to shrug their

shoulders at this evaluation of something they are doing--one wonders what is
going-on in_ their minds about this issue. Other students resist as is evident
in some of the above remarks. They go on quiie vehemently explaining why other

students and teacher's perceptions are in error; some are even willing to_take

notes, ". . . People will say, 'Oh, no, they're in ag' and it's just a big

stereotype and I want to chaige that so bad . . ."

action to change these perceptions. AS one student in an agriculture class

_ What is disheartening is the consistency in the remarks of both other Stii-

dents and other teachers. A student in vocational education might expect
opposing valuations by other students. After all, they are not adults and every-

body 1ikes to think they made the right decisions in selecting their elective
- classes--just like differences of opinion_ over cars, bicycles, records and
clothes, depending on the ones you own or prefer. Students.in vocational educa-

tion are even willing to admit that some of their classmates are wasting time or
are. dumb or seeking an easy way out. Students are probably better able to
resist the valuations of other students because they experience it more fre-
quently and it is among peers. But how do they resist the valuation of other

adults-in the school. More study needs to be made of how students in vocational
education feel about and internally cope with their perceived less than positive
valuation of vocational education by other teachers and the extent to which

these valuations actually exist among other teachers.

Students Are Chosing Vocational Education

. the argument that of being appropriate, both its
positive and negative meanings, is all for not since students themselves chose

_ Then there is the argument that the issue of being a

to participate in vocational education. It is an elective course. Nobody is

"doing them in" if there are negative consequences; they are doing it to them-

selves. These sentiments are echoed in the following comments:

So_yes; there is a particular group (who enroll in vocational
education) but I don't believe I can identify the group eth-

nically, or by sex; or by ability . . . the only thing that

makes them particular is that their choices are this way.
(Associate Superintendent)

Well. there's my counselor and-1 talked to my mom about it
(enrolling in vocational education course) and my dad and
they say, "It's up to you if you want to do it. 1If you do,
that's good. If you don't that's fine." (Student)

There is by the time you get to your junior year, okay, there
is a group of students that have trapped themselves more into
taking more vocational school programs than others. But
that's their decision. That's not us posing decisions upon
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them. It's based upon what their goals are and what they see
their skills are and quite frankly what they perceive as

being the harder courses versus the easier courses which
sometimes surprises them, but still, you know, it's their
perception. (Counselor)

- - Few students expressed a complex and lengthy explanation. for how -they made

their choice to take a vocational education course. When asked who influenced
them to enroll in the course they were in, common student responses were:

brother, sister, friend, student who took course last year, counselor, parents.
And the reasons for earolling were often not very sound educationally.

To get out of school early.

You can get out early from school, that helps alot, helps the
day go by easier too.

I signed up for a different class, but I wasn't able to take
advanced auto-. . - . - because ;j,t 7@5 ?09 ftl11 « So Il had a
choice of taking child care or this class. So I toox this
class. It sourided easier than child care.

Cause I was never very good in gym and this is kind of the

alternative to gym.

Easy credit. . . . Now it's kind of fun because you can make

chow. I didn’'t know we were going to make something like

that. I didn't think we were going to do our own company and
sell things 1ike that.

____Counselors talked of trying to combat the rotion of taking vocational
education because it was perceived as-an easy credit but were only sometimes
successful. In the words of one counselor,

It's not vocational education's fault (that it may limit
opportunities for students), it's the students fault . . . A
student has the perception that vocational edieation programs
are the only one he can pass or she can pass; or who is
saying, hey, I'm going through high school with the easiest

route possible, and then end up going out of school and later
having -some career options that they may want . . .. but

didn't have the advanced math and they took what they though
was the easiest route. But that's not vocational -education's
fault, That's the student's fault . . . Some kids just say
flat out, "Don't put me in anything that I can't pass." And
I'11 say; "I think-you can pass a Tot of things:" "Well, ya,

but I don't think I can. So just put me over here. Where is

the easiest class?" -
A vocational teacher seems to recognize the lack of direction in students they
see when saying,

These classes (vocatfonal agriculture education) are made to
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benefit and hopefully they do. So many kids come in. They

don‘t know what they want to do. They just want to take the

class. And I guess my feeling is that if you can motivate
that kid somewhere along- the 1ine; and -find something he's
interested in along the 1ine, then maybe he's-going to become
a_ better student all over. And that's what I 1loox at.
Trying to find something. And it could be the craziest
thing. It could be maybe wildlife. It will turn one kid on
and that's all he's excited about. And he just goes nuts
over that. And maybe that helps him stick with it (school)

and stay in the program.
What's Appropriate Is In The Eye of the Beholder

. Who is to judge for someone else what is an appropriate education for them?
Who- is "all knowing" as to the motivations and interests and expectations and
consequences that students have for enrolling in a set of high school courses?
Perhaps it is best left up to the "eye of the beholder" to judge what is
appropriate education at a particular time and place for themselves.

~ Some advise not making a "big deal" about who takes vocational education;
they simply see it as "just another class.”
I don't think anyone perceives these classes- (vocational edu-
cation) as being different; you know; vecationally-oriented
as _opposed - to other classes. . Perhaps the auto repair class

might be viewed as vocationally oriented. I'm talking about

perceived as such by the teachers and the students. The

other classes are Jjust part of our regular curriculum and
students don't view them as vocationally oriented. As I
would say even with the auto classes and the occupational
those as part of an elective situation that they can choose
from. (Counselor)

A1 courses receive the same grades; they are not weighted.
If it's an A in vocational programs, it's just as good as an
A in calculus. I have no problem with that and a lot of
people do. (Principal)

You get a few college bound, but the majority of the kids in

the program are what I consider average kids. He's average
ability. They're decent readers. . . . They're fairly decent
on mathematical abilities. They're kids that will get along
with other peer groups. They're not finatics so far as dif-
ferent cliques or groups in the school. -I've got a couple of
heavy metal kids but they're not crazy. (Vocational Teacher).

~ Some voiced the opinion that the expectations for vocational classes are
the same as for any other in the secondary school.
They (other teachers) shouldn't have no negative feelings
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about it because you get your work done. You do your work.
You know, it ain't just 1ike five days a week you come to

school and go in_that class and play games and don't do

nothing. It's a class that's being taught and you learn so

regardless: (Student)

tional program means the kids don't have to -take anything
challenging, either in_vocational or nonvecational  courses,
then it's,?béiﬁg:iﬁ,?ééétiéﬁi1,édﬁéitiﬁﬁ),liﬁifiﬁﬁ their abi-
1ity as human beings and its not preparing them for anything.
But a quality program I don't think is going to 1imit anyone.

(Superintendent)

We'll give them the academics. The academics are going to be
there. We're going to mandate it. We do a heck of a job on

the -academics. Our kids are really well-prepared when they

graduate.  But I think there's some, some could try some of

these other programs (vocational education). It goes back to
getting people to see that it's not less than. That's the
unfortunate part of it. (Counselor)

The quality of professional people we have in our vocational

programs is equal to or exceeds our staff as a whole . . .
1'd say in all our programs, the expectations of kids . . .
either equal or exceed what we might find in the more tradi-
tional disciplines. (Principal)

Others point out that those taking vocational education are not necessarily not

college bound.  Rather they may be taking vocational education so that they can
secure- a job while in college to help pay the necessary expenses. As noted by
a teacher;

A 1ot of them refine their skills so they can work when they

go -through college instead of working at McDonald's or
something. B
~ Looking on_this brighter side, and leaving it to the eye of the beholder,
the words of a superintendent and a counselor make a good summary.
Well, I don't know, if a real bright kid . . . goes into
vocational rather Ihﬁﬁ,gﬁiﬁg,iﬁtﬁ;bECGmiﬁQ a doctor or what-
ever, I'm not sure that that's the greatest tradegy in the

world because we need bright people in all our jobs . . . I

think . . . that's what they're interested in doing and want
to do. They might not be happy trying something else.
(Superintendent?

(Vocational edueation is serving) those that aren't sure of
what they want to-do in l1ife and are willing to admit that

they're unsure: Kids who sometimes do not have a lot of con-

fidence in themselves but gain. To me it's just a miracle
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someiimes. All of the activities just pull them out. They
really look good. Many of them go through this whole process
and end up doing some really spectacular things in their
1ives. {(Counselor)

Students in Vocational Education Are Only Exploring and Wot Making a Lifetine
Commitment

Care must be taken in labeling students as vocational education students:
Many are just exploring their vocational interests through vocational education.
They are not making lifetime commitments to vocational education or the specific
field they are studying. Rather, it's a period of tryout to see if it fits as is

evident in the following comments:

the world of work a "little bit.® They don't really know
what's out there and what they want to do so they kind of

They (students in vocational education) do them to feel out

play around with some of these courses to. see, gee would I be
interested in this. So I'11 take a couple of Ag classes and

I'11 take a shop class and I'11 take some more math and I'1]
take chemistry or something 1ike that and kind of see what
I'm good at. (Counselor)

And we talk to juniors and seniors and they don't know what

gent choices further on down the line. So if we were to have
nothing but college prep types of courses; not-only would we
be doing a great disservice -to those students who are defini-
tely not going to college, but we'd be doing a disservice to
all_the kids in that we wouldn't be able to give them those

opportunities to explore and develop some skills and find out

what the various options are. (Counselor)

of students might be expected in vocational education courses. This happening
was alluded to -earlier and is: evident by the wide range of adjectives used to

describe students in vocational education classes.

- Because students are exploring their vocational interests; a wide variety

We've got a national merit scholar and alternate this year
too plus the valedictorian . ., . and we are still servicing
the students who are in the middle and the lower end of the
spectrum academically, ({(Voeational Director)

Well, I think it's serving a number of kinds of young peopie.

I think it's serving young people who are looking for some

specific kind of training that's going to provide them with
"some income to further education. I think it provides an
opportunity for young people : : . who -have already decided
on an occupational choice in an area that they 1ike and so
it's kind of an entry level opportunity for them.

(Principal)

142

l4g

PR




Providing Vocational Education Is Just Being Practical

One meaning of being practical has to do with making the best of a dif-

ficult situation, particularly not being idealistic. It refers. to resigning

oneself to what is possible and feasible rather than fighting long odds to make
the situation what it should be. The usual phrase is, "Why don't you just be
practical!® _This meaning of practical is very close use of one of the meanings
of "appropriate™ used in the introduction to this chapter.

. Vocational education's role in_a comprehensive high school: 1In review-
ing the notes an

, | observations from this study, we got the impression that
vocational -education was a means by which a secondary school could be

"comprehensive." Comprehensive in the context of the secondary school means

serving all students in a prescribed geographic area (school district) under one
roof or series of roofs and one administration. 1In a comprehensive school,
vocational education is seen by many as a practical solution to serving those
students not going on to college--it is responsive to these students in terms of
needs, interests, and their ability to benefit from secondary education. 1In

this way, vocational education is thought to be practical for the school and for
students. Consider some of the following responses:

.+ . For the most part they're practical classes: A lot of

the students that you find in the class probably aren't real
goal-oriented - studerts - who; when they get out of school

aren't probably going to:-go much further than a vocational

school. If I could get them to go to vocational school, I'd

consider that a success: S0 a 10t of these students aren't
the kind of students that would sit down and take a science

class or_-an -advanced math class or any class 1ike that. But

by taking ag, we can work in some of those kind of things in
a way that maybe he doesn't realize -and yet he'll sit down
and do some of the work and those things with it. . . . I

think we're all1 (all the teachers in the school) trying to do
the same thing . . . turn out a student who can do a good job

in society and not be taken advantage of. (Vocational
Teacher)

It (vocational education) better be serving the kids.
Realistically; I think it also serves schools. It provides a
place_to- put some kids who choose not to function or are

having difficulty functioning in some of our more advanced

courses. . . . Vocational programs provide a structurea

opportunity for kids who aren't college bound to have- some
things that may interest them. That ought not be the basis
for offering the programs; but-it certainly is in the mind of
a lot of schools. (Superintendent)

(It would be) absolutely asinine to take vocational education
out of high schools. . . . Two-thirds of our kid's don't geo
to college, They're not going into any form of higher educa-
tion. I think they need vocational education. I think they
need it very badly. . . . The talk about dropping music and

143
Gl 147



because fbr a 1ot of Rids that's where heir interests are.

It's awfully hard to teach a pure academic program to 100% of

the kids. (Principal)

I don't have any hard data to back this up (but) it (kinds of
students served by vocational education) would be the kids
who tend to be at the lower end of the socio-economic Scale
and also the academic scale. I'm sore that's a generaiiia-
tion, that's not always true. . . I feel some people don't

1ike that but somebody has to. serve those kids. They are

there and they have needs and in some ways it's a plus for us
that we can serve them and help them to learn something.

(Vocationa1 Director)

In a11 of this it seems that secondary schoois are trying to grappie with

oroyiding some sort of appropriate education for all of the students under their

care and responsibility. These students vary widely on a variety of dimensions.

Perhaps it is overly simple, but the curricular planning process was described
very practically by a counselor as follows:

I suppose a lot of it comes down to what schools in general
do provide. We always have to provide certain things: You

have_to provide language arts. You have to provide certain

basic math courses. You have to provide certain basic social
studies classes. After that we seem to provide the elective
that we can handle with the staff we have. We see where sti-
dent interests lie. We always have them {ndicate before we
make up our master schedule where their main_ interests lie so

that -we can add a section of this or drop a section of that

or throw out a subject all together if the interest is no

longer there. More recently we're been looking at trying to

emphasize the more difficult academic things betause of all

this talk about excellence, nation at risk, and all that.
- ﬁatehi;gﬁstudent's probabie destiny and educationai programs . in thefpre-
vious discussion of the role of vocational education in the school's delivery on

the notion of a comprehensive high school, it was apparent that sorting takes

place in high schools, whether it be by the students themselves or the school
adults. There would be no need for a variety of programs if there were not

differences in students. Practically, given the variety of programs and dif-
ferences in students; the next logical steo;to,g&in most effectiveness and best
use of resources is by beginning: to match -students and programs; . Matching

forces the deveiopment of categories of students since most programs take the

form of groups of students rather than individualized programs. Categories seem

to be developed on the basis of students present interests and performance in
school and on probakle destinies in terms of post-high school activities. Here
the secondary school is assuming a very powerful role in the 1ife of students

and society.

several categories of students who make their way into vocationa1 education
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classes. This happening is summarized by a vocational agriculture teacher as
follows:

I believe the vocational classes that are offered in the

< s . 2g department offer students a chance to grow in them-
selves, to develop leadership and to learn some ag. I think

those things serve students who fit into several categories.
One, the pure agriculturalists who absolutely know they want
to be in agriculture some place. Two, the students_whe want
a_challenge, want to grow, and want to go ahead but don't

particularly see that physics and trigonometry will do it for

them. Maybe they are a little shakey on whether they would

succeed in those areas. Three, I have students who don't

want to do anything in the sciences, math and advanced
English areas. They want to work in the shop and plant
trees. That last -group includes students who are being
encouraged - to complete high school by their parents or
whoever. They have to stay in school until they are sixteen.
Some of them have to stay in school until they graduate

because mom and dad said $o.

- Other basis for vocational education being practical. In addition to being
practical by meeting the needs of schools for - many dif
ferences, there were some other bases for being practical that arose in our
discussions with students and school adults.

and1ing students with many dif-

 For example, students sometimes voiced the opinion that they needed to take
vocational education to help their families or themselves right now. Responses
with this "bent" are as follows:

I couldn't handle six hours of school. I can barely handle

three.

She (my mother) says not orly will you learn to cook better

but it will help me help her out when she's cooking and

stuff. (Interviewer: Do you do some cooking at home?) A lot

of it. Because my ma goes into the hospital every now and

then because she just had kidﬁéy surgery. So I'm the oldest

so I'm the one left to do that.
This view was confirmed by the graphics arts instructor.

. . . Some of our kids are from some really very shakey home

1ives right now and it's so necessary for them to be able to

support themselves,
For these students practical has a much more immediate meaning as a way to sur-
vive in the short term.
_ Practical also covers the perspectives communities sometimes have to voca-
tional education. These can take two forms as indicated in the following
responses from school counselors:

145

-~ 49
e ol 143



I think we need more of a balance (in academic and vocational
offerings). Our community doesn't allow that . . . Most of
the people, for the most part, are either managerial or pro-

fessional. . Then we have obviously other groups but these
people in other groups want their kids to go into managerial/

professional ratner than vocational. But that's naive. We
know that therz are kids that are going today that are goirg
to leave the schcol in June that are going right inte the
labor market . . . I think the coop programs do an awful lot
but that's really a small group of kids. . . . I think the

programming is dictated by the community.

. . . This is known as the blue collar community and that's

the way a lot of the people . . . think. Vocational educa-

tion is a big thing for them.
The administration of these two different schools face a different context in
trying to be practical in their curriculum offerings.
___Another dimension of practical which raised<itself several times during-the
study was that vocational education was a practical part of the secondary

school's curriculum because of future job market expectations. As a vocational

director noted, "I think we're probably sending a lot more people through the

college system than the nation needs in terms of its productive capacity.” But
he went on as others often did not to point out another perspective of a college
education.

And I'm a college graduate too so I'm.not saying it's not

good. . . . It's good in and of itself, just to become a more
knowledgeable person, but sometimes it should probably be

divorced from job preparation. We sometimes sell college as

to get a better job. And, that's probably where we're doing
a disservice to the young people. If we promoted it as,

"Yes, college education is a very worthwhile thing.® It will

broaden a person's total understanding of him or hersel f, and

provide just a better education. _And then a]Sbl 7‘?"6@756@6

occupational- preparation either through the high school

system: or through your AVTI system, your technical college

and universities.
In a related way practical can mean the last opportunity to finish school and
gain some specific, marketable job skills for some kids. As a vocational
teacher explains,

We've got a lot of students who aren't going on anywhere.

High school's the last form of formal education they are
going to have. I don't agree with that. I think they should

be going on to a vocational school. But it's not mandatory.
You can't make them do it. -So we've got to_send tﬁhg@éfki@ls

out of here with some saleable skills. If you eliminate the

vocational programs, what would you put in their places.
Another thing I think you have to look at, if you eliminate
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these classes, are you going to put these students into
language classes or more math classes or what are you going
to do with them. VYou eertainly can't give them study halls

because they've got as -many study halls_as they can _make
right now. -1 would think that if you would eliminate the

vocational classes, you'd probably bury these kids. You'd

loose them somewhere along the line. We'd probably loose

5-10 percent of them just through attribution that would drop
out. Because there's nothing there for them. -And these
kids, they have to have a sense that there's something here
for me.

Moving Toward Vocational Education Being Appropriate in the Best Sense of the
or

_____Throughout the notes and observations, there were hints and siuggestions. for

making vocational education's appropriateness a better, more just or fair fit to

student and societal needs. These suggestions tend to push what is appropriate
more toward what is -ideal--what ought to be: . While the list is not totally
inclusive; it does point out ways of improving matters by studying what is=-that
is learning some about what ought to be from what is.

_ Reducing departmentalization. High schools are traditionally divided into

departments which can operate as schools unto themselves with little cross com-
munication and curricular planning. As one vocational director notes, "I think
we're probably departmentalized in our high schools so much, especially in our
larger. high -schools __. . that the math. teacher teaches math, the English
teacher _teaches English, and vocational teachers teach whatever their subject

area without a great deal of interaction in terms of planning for cooperative
kinds of projects or stuff 1ike that." Interaction of this kind would insure

reinforcement of learning from one class to another and show how each program
area-can make an important contribution to learning. = This need for interaction

carries over into more informal settings such as lunch period. As a principal
observed,

Vocational teachers tend to isolate themselves from the staff

and I don't know why. All of the rest of the staff will eat
lunch down here, and these guys are all down here at a 1ittle
table at lunch and they don't intermingle with these people.

And I-don't know whether it's because they feel inferior or

they feel left out or they feel they don't have anything in

common, but everywhere I've gone it's been this way and that
doesn't help anything.
. Clear definition of purpose and curriculum. In order for judging if and
when. = vocational  education is appropriate, it is important to be clear about
vocational education's purpose in the secondary school. As a vocational direc-

tor noted; "I think part of the problem is we aren't focused on anything speci-

fic in_the secondary (programs). It looks like we are promising to be all

things to all people and we are not." This observation is further aggregated by
the frustrations voiced by a school principal.
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for me,to,te]n ihat that teacher is supposed to be dang.
. « « I think we need some kind of uniform curriculum so I
know what they're supposed-to-be doing 2nd that there's some
common agreement on what they're supposed to be. doing. « o s

I think the state ought to make a very firm stand in what's

taught in every damn classroom that they monitor . . . there
should be a guide to those areas.

ihe suggestion is that a clear and specific statement of purpose with more
detailed statewide curriculum guides would be helpful in deciding what is

appropriate.

p Students in vocational education
classesfpointed out that otnerfstudents "Just don't understand" what is hap-
pening in vocational education classes. They reason that better understanding
would lead to more appropriate judgments as to the worth of vocational educa-

tion. As one student put it,

Tﬁéy,aéﬁ-é ieallj ﬁﬁéﬁ about it. Because I didn t know about

it at all.. You don't understand it unless somebody explains
it to be or unless you're in the class and you see what goes
on, you don't really understand it at all.

- Students go on to exp]ain why 1t is that this communication from one class

to the next does- not usually take place, "Because they usually take it in their

senior year and it's usually offered the last semester. . And then you can't tell

anybody about it because everybody's graduating." More information needs to

flow between students taking vocational education and not taking vocational edu-

cation. Several vocational education students volunteered to help in -this
effort. Another group who may be effective is former students of vocational

education.

Helpingscfhensschool_aﬂultseJuuku5¢andf As with students in vocational
education, teachers of vocational education point out the need to help other

adults in the school understand what vocational education is about in the secon-
dary school. As one vocational teacher notes,

I don' t think people understand;what kinds of learning ski]ls

that  are going on. If you take a look out in a shop class

and there's 15 kids running_around, it's pretty difficult.to

walk in on a one day basis and say, "Oh, yes, there's

learning going on here." But if you were to sit in on that

class for an extended period of time, I think then you could
say, "Okay, these students are learning something and getting

something out of it." That's the trouble with trying to eva-

luate our teachers or _any teacher... You know, where you bring

somebody in to evaluate them and the principal ‘or whoever 't
might be comes in to evaluate. And he's there for 45 minu
and he's making a major decision on, is there learning geing

on?
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____ _Hopefully the results of the study being reported here will help in the
process of helping others understand the purpose of vocational education and the

complexities of observing these purposes in practice. As a vocational teacher
comments, “We have to do a better job of being understood within the school."

open the hope and possibility that students can and will go beyond their pro-
bable destinies--beyond their own and the teacher's expectations. This point

was made very cogently by a superintendent in saying,

Expecting more from students. Teachers of vocational education should keep

It probably is true that there are still more of the average

but not as academically oriented xids: _But when this par-

ticular (vocational educational) teacher gets done with them,
they've learned a hell of a lot that goes far beyond the
curriculum. = That's the idea that I have of what a high
school program period ought to be. Where you can take kids

and challenge them and get them involved in things. And they

do things that are far beyond their- own expectations, their

own belief in themself. That's an ideal program.
---In addition to_being open as to expectations, and perhaps to providing the
challenge to move beyond, vocational education teachers must be creative and

demanding of students. As a principal indicated,
I think that vocational education has lost some of its

creativity. The other thing is I don't think they demand in

any case as much out of the kids because they're afraid, like

the Pied Piper . . . (and) want to get the kids back.

-_The concern_about enrollments at this time requires courage on the part of
vocational education teachers to follow through on the -principal's suggestions.
Teachers are a key ingredient to the success of most education processes in the
school. This point was confirmed by a principal in saying,

1 _think it al1 depends on the instructor. If you have a good

instructor. . . . There is always the inevitable comparison

between the "academic" and the "vocational™ classes. I don't
see that as a valid argument or position at all. [ think it
depends on the instructor.

. Another principal goes on to say that vocational teachers need to require
more of students and put "a 1ittle more zip into the thing. . . . And some con-

fidence back in people."

_ Not overly specialized. Repeatedly school adults pointed out that voca-
tional education i1n the secondary school should not be too specialized in terms

of specific job preparation. Secondary school expectations communicated by a
school administrator were,

I think . . . that the voungster would come out of school
with your basic skills and with an exposure to a wide range
of interests. They had tried a lot of things. I guess I
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would probably be against seeing kids, or high schools become
kind of a specialization period. I think it's too young for
kids sixteen, seventeen, eighteen. I think it should be a

time; middle -school - being kind of a forced exploration.

Senior high school being kind of an elective exploration.

- Vocational educators need to sort out the degree of specialization which is
appropriate to provide exploration but not- substantially narrow opportunities.
This won't be an easy task as revealed- by- the: thoughts of a principal in
reviewing the vocational education curriculum in his school;

I have to be careful that we don't get an over balance of

specialization to the point . . . I don't know how much spe-

cialization you should have in a high school because I think

some. . .- . We're after a certain degree of sophistication

but not that much.

___Attract a wider range of students. _Important to vocational education's

image of being appropriate for more than a single category of students defined
as non-college bound or of lower ability is attracting a wide and diverse group
of students. A principal was very direct about this point, "Well, -I think we

should -be trying to attract some other students, a larger-cross-section of the
total student population rather than just dumping people in there because they
either- have low ability or no motivation. Attracting a more diverse. group of

students and the 1issue of vocational education's image were linked by one

superintendent as the means to improving vocational education in this school.
He stated, "We can improve it if we in some way get students with maybe a

broader range of abilities, or if we raise the esteem of a program in the eyes
of everybody--teachers, probably starting with them, and _ students secondly."

Perhaps one of the strategies which could prove successful was described by a
counselor as follows:

Well, I believe that everybody should have some exposure to

vocational types of classes.. For instance, we push typing
real strongly. Everybody should know how to type and that's

the truth. So I think it should have a function in every kid
that comes through high school,; I think, should have some
exposure to vocational kinds of courses. I think that it
should also be left open enough so that some students can
have a 1ot of exposure. Other students can have much less
exposure based on their own goals. That they should not be

1imited or trapped.

A counselor in another school seem to model this approach in his vision of
the ideal high school program and process of assisting students with their own

course planning. Review the following interview transcript:

serving in this school? Which students? How
would you describe them?

Interviewer: MWho do you think that vocational education is



Counselor: 1 guess I would have to have looked at all the

head;- I- think - just about every student in our

school has had some _exposure beyond the ninth

grade, where it becomes strictly elective, has
had some exposure to our vocational courses. So

I guess I would have to answer that in a broad
way, I think it's serving- everybody- . .- .. I']l
show you an example -of just exactly what 1'm

talking about. Here is a student that to me has

Just an excellent program. It represents just
about everything that we offer in our school.

e ;;;,Hé ig é; §5§§|; §,id,aéﬁto, He has accelerated
English. He has his -math, the algebra as opposed

to- general math, geometry, ecology. He's-got
typing. He's got metals. He's got wood shop;
In his eleventh grade year again English,

advanced--algebra, computers, machine. work, went
over to the vocational center for auto mechanics.
And  that year he has English, I think senior

math, chemistry or physics. He was an aide.
He's on our work program. He represents the best

of all worlds. There, again, if he had band or

choir in there, to me he would have total expo-

sure to everything we have to offer.

I don't think they are all of the same king. In ag I _see

probably. a minority of very good students-—-they are very

responsible, very concerned; and interested people who will
be_good farmers, good businessmen. I see others who have not

been good students in other subjects and they are probably
not extremely good students in ag courses either but who
enjoy it and they're getting something from it. I know in
our school I think we have a teacher who is able to take a
student who is pretty nonacademic and still get gquite a bit
of participation from that student. (Principal)
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CHAPTER XIV |
GIVING MEANING TO SCHOOL®

_ . We readily assume that vocational education courses provide students with
basic information and skills. _ But exactly what is "basic" knowledge? As the
teacher maps knowledge into a class experience, and as the students begin acti-

vities upon it, to what degree does basic knowledge retain its shape?

___If we were to look at a map of our country some of us would focus on par-
ticular cities or locations. Others would let their eyes travel along roads of
interest. Still others might concentrate on symbols for terrain or climate. In

an_analogous manner; -we found that students create individual meanings out of

the "basic maps" of class experience.

_ . This meaning often was based on immediate interest in the topic or on the

perception. that. the information will meet current and future needs. Although

certain ideas generated in vocational education courses seem to strike students
as_meaningful, the exact peints where content becomes meaningful differs radi-
cally between students.

__In this chapter; a variety of immediate interests and problems which voca-

tional. education courses help fulfill and solve will be described. We first
will explore the meaning of school from the students' points of view since the
theme arose primarily from their comments. Although -these particular meanings
often elude the teacher's knowledge, we also will_ show how teachers actively

attempt to tap into immediate student interests in order to enliven course con-
tent. - A prominent function of giving meaning to school is student motivation,

will then be addressed.
Fundamental Student Interest

_ We found that initial registration in vocational education subjects often
is_prompted by strong existing interest. When we asked students why they took a
class or how it was meeting their needs, this a priori interest was very evi-
dent.

I've always 1iked playing with motors and stuff, and I got a
car I1.always tinker around with . . . take the motor out and
tear it apart and paint it and do all kinds of fun things to

itc 1 really 1ike doing that stuff.

Because I've always loved office work and (business educa-

tion) is perfect for me.

. _Although it seemed like vocational education specialties were most com-
pelling to students who already had developed related interests, we also found

*Theme author was Marsha Rehm.
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thaf naive‘entrance inta class can spark,and expana new interest: Somet1mes

students who initially enroll "for the credit" unexpectedly discover that a

class offers interesting and relevant ideas. Exploration into a possible career

might even emerge if a student becomes interested in various skills and roles
experienced in vocational education classes.

- _Visible practicality. A striking aspect of finding ﬁeahing in school is
the way- students were able to_meet what they consider to be “"practical" needs:

The following quotation by a counselor reflects a .common opinion that students

see a tangible use for vocational education content:

In; vocational ,edncation there is more practical carryover
into everyday 1ife. You can use -the math for your cooking
budget, or you can usa it in minding your money and looking
at_how much money you're going to make. . . . "What do I
need to know to buy a car or rent a room or raise a family?"

Those are real practical.

. Scmetimés students were able to work on personal projects in vocational
education classes. Students in auto mechanics class were allowed to apply prin-
ciples of repair to their own vehicles: One student indicated appreciation of
this mode of 1éaiﬁiﬁ§;

Now we are ﬁorking by ourse]ves.f Stuff 1ike,that makes it

feel more important too. You can work on stuff yourself.
You can bring anything in. I bring my car in and I work on
it: s s <  You are to yourself sometimes, but you've always
got someone there to help you too.

‘While. cases in wﬁich studentsfcompieted personal pro;ects to fulfill class

reguirements were unique, classroom learning often was transferred into prac-
tical situations outside of school. Many students intended to use the skills to
help out their families and offered some rather interesting variations of this

theme.

and all kinds of junk like that. I'm going fo help my dad
build a cabin and I helped him lay the blue prints.

I nork with my dad on a- race car. I pit for -him during the
summer. But I'd 1ike to learn more about it for later on

when 1 get a car, if something breaks down.

My ‘mom runs 20 acres., 1 want to learn something about

farming and how to use a welder so if something breaks down,
I can fix it

i; ﬁe}ﬁsfﬁé §E ﬁEﬁé §6§373 .« We. just,Bought,a weIder. ugy
we can do our welding instead of taking it into a shop. The

same with the gas engines. Now we can fix them betause my
brothers are taking mechanics up in school. We all three
work together.
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got one. He just got it so he's kind of lost. I just kind
of took the (agriculture) class, so 1 can show him a few
things anmd say "This is how I was taught. Now here's what
you can learn®.

1 want to get the feel of the computer because my grandpa's

My father died when I was a year so I kind of (benefit from
family 1ife class) because I never had a father image to look
up to.
_ Even psychological complexities sometimes become compeliing forces that
make classes relevant,
When 1 first came into ag I joined because my brother was
there and I want to be better than my brother. It's Jjust a

thing in my family since my brother died. My one brother
was Just totally dominant. Everything he does is absolutely
correct, and 1 wanted to finally beat him at something.

.- __While the above situations reflect immediacy of interest and fulfillment
of current concrete or psychological needs, stidents also are filled with anti-
cipations about their futures.

 Link to the future. Future visions were often naive and occasionally
sophisticated, but reTevant 1links were perceived between their present voca-

tional knowledge and future hopes.

I'm going down to California after school. I'm going to live
down there, and I'm going to get a car. And I want it to
look nice, keep it up.

On my program I was making a machinery record file. Every-

body else is either making a record for their Christmas cards
or birthdays. But I feel this machinery record file is use-
ful not only to me, but maybe if I make enough of other kinds

of programs, ] could -sell-a disk. And maybe down the road

somebody else will either have use for it or want to buy it.
s s « That's tangible and has a use, and it's not Just a
game;

(I'm taking agriculture because) I've got our farm. My
brother doesn't want to farm and I'm the only boy left. I
want to learn more about it and stuff when I take over.

___Students connect relevant personal meanings to basic skills, ideas, and
knowledge presented in class. Because they base this _meaning on._ unique

interests; practical needs, and future dreams, the class experience is very uni-
que to the individual. Teachers also consider these immediate and relevant

interests as potential launching points toward learning, but it is difficult to
predict how any one student will utilize class learning.
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Teacher Directedfkelevance

ﬂhﬂe teachers 1nd1cated that prov1d1ng meamng for students was 1mportant
to learning, they varied as to the degree to which they consciously formed their
courses around - immediate student needs. = Some teachers explicitly planned
1ese6ns S0 a’ctmtles ﬁéiﬂd be i"é'levaﬁt to stijdént concerns ; Thé Déi‘téﬂéd Stiii

how material was to be presented* Because of. a unique phllosophy that develop-

ment of self-concept is most important, an auto mechanics teacher structured

class so students could fix their own cars. He believed that relevant tasks to
fix parts of thzir own cars would help students feel successful, feel good about
themselves, and be more eager to study abstract theories explaining concrete

problems.
One of my primary goals in this class is for them to have the

feeling of self-confidence that, hopefully, will spill over

into _everything else they do. You know, they feel good about

themselves, Positive self-image. That's part of it. So I
want to make sure they have successes. . . . If they can say,
"Yes, I know how to tume up a car® and "Wow, I tuned up my
buddy's car,” that's good for their sel f-image, their_feeling

of self identity. It is a vocational course so hopefully

some of them will be mechanics. They get their basics here

in this class. But I'm not concerned about them being mecha-
niecs. I'm more concerned about them feeling successful.
Doing the job I give them a job to do.

shaped the ent1 re course.

. We Saw other teachers present matemal ‘themselves before attempting to eli=
L'H ~student input or-in: other ways make the content relevant. The follovnng

Wl rk term atio on:

ctidents were using an agenda to fill in subpmnts vnth
noters. When she got to the end of effects on different
peof.'e -and- business,; she said, "Well, that's the end.” - She
said __she  had.  covered some 1iiit56i‘tant points and asked if

anyone_ had experience with voluntary or involuntary ter-

mination. Mary volunteered that he: boss "just told me to

ceot th- ______ out of there."

- We saw many simﬂar 1nstances -of teachers questioning students in an effort
te increase- the meaning -of school -for students. - We abserved ‘a distributive edu-

tion in business. After one student indicated he worked at Bakers Square, th1s

teacher further probed about the restaurant's receiving policy when pies were
delivered broken. Other teachers encouraged students to apply class information
to related situations they might find outside of class.
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. Although teachers used a variety of techniques to increase relevance, we
might expect teachers to confront difficulties when they try to appeal to the
wide variety of student interests. A home economics teacher told us students
did not always see important concepts as relevant.

I get kids that come and say, "What am I ever going to use

this for? _I'm never going to need to know this.” I want my

kids to see why they might see some relevance to their lives.

Maybe right now they are going to say, "I don‘t need that,"

but they can see that at some point in time they might need

that. Right now they may not be a parent, but that's

something that's going to happen, so let's at least discuss

it and apply it to where we're at and what we can use it

with;
- . _Although teachers hope and plan to make classes meaningful and relevant,
the above statements reveal that teachers might not always be successful. It
is difficult to tell how congruently the students' an¢ teachers' viewpoints
match. Because the auto mechanics teacher purposively organized his course
around what he considered to be meaningful for students, it provides a perfect

situation with which to explore this question.

Student_and_Teacher Ideas of Relevance

It is difficult to know if students really do gain more self-confidence and

more subject matter understanding by working on their own cars than they might

did; he simultaneously implied that "too much® immediate interest might be
detrimental to academic achievement.

through other activities. While the auto mechanics teacher firmly believed they

Those students who don't bring in their cars and who work on

distracted. - They don't waste all that time trying to. get
that rusty bolt off their car. The shop car comes apart

easily. They stay on task.
. The teacher also. admitted that he sometimes "gave in" and allowed students
to bring,i’n,their vehicles for repair work ﬁﬁ,t,éxp]it;it]j?, required for class.

One one hand, we might suspect that some students would take advantage of the
chance to get their cars fixed--at the expense of overlooking other knowledge.

On the other hand, students overwhelmingly confirmed that they had gained self-
confidenc2 and skill from successfully fixing their cars.

1'm sure (auto mechanics) could come in handy. . . . In case
somsthing- would go wrong with my car later on I just would
probably try figuring it out myself. Fix it up if I could.

car_companies, the repair shops. To teach you how to fix
your o=n car, save money, just general help. So if it ever
breaks down you at least know what to try. It -can help
others too. If they have something wrong and they don't know
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anything, and you're a friend of theirs; they call on you.
Then later on, you're building a house or something and
they're a carpenter, and you call on them.

In_Spanish %e had to identify the parts of the car and I knew

them; - In chemistry you have certain mixtures--gas, fuel; and
air mixtures; carbon monoxides. Things like that I knew.
« » . That's kind of how I passed some of the tests. If I
can hook something up with a car then I'm fine.

___These comments. might remind us of the map analogy presented at the
beginning of this chapter. The teacher explicitly mapped out course material

and experiences With the conviction that:- immediate student meaning would
increase self-confidence; each student seemed to adopt bits and pieces to build

an_individually meaningful map. If teachers actively incorporate meaningful
experiences, they indeed might generate student self-esteem and feelings of suc-
cess.

_Perhaps the impc; : i chat the same content materials are flexible
enough to meet many i« _ of meaning which in turn leads to student moti-
vation. Because this t a1 issue in education, vocational education's

1

contribution to motivat 4 not be underestimated.
:Q::;jv,:;: ,r,l

. We might question whether consuming student interest is always a beneficial
sort of motivation, especially if a powerful interest such as fixing one's car
precludes other class learning. But counselors, principals, directors, and

teachers seem to view it differently. When certain students can "zero in" on a
timely interest, they believe that motivation increases. Students who are
spurred by such motivational forces will subsequently enlarge their education.

A general feeling was that students who see no meaning in school find it to
be an impossible system. However, there is hope that finding meaning in even

one vocational education class will contribute to general motivation in school.

They need the flexibility in my class in order to -survive
the other classes where there isn't a whole lot of Flexibi-
lity. Mainly because we have pretty wild personalities . . .

not wild. _but very out-going, gregarious, congenial, social.

Now if they had to be put in a traditional track where they

couldn't say "boo® all day, they would not function well at

all. They would not have any outstanding areas because
school would not mean anything. To them, it would be like
prisoens, v

A good vocational program, many times, will motivate some of
those kids who may no longer even want to be in school. We
see some kids with very low interest in the structured type
of regular classes but who may well have an- interest in auto
mechanics or ag mechanics or whatever. So, consequently,
they stay in school longer.
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- Vocational -education courses also motivate students to apply theory, basic

math, and English skills because they are needed to solve immediately

interesting problems. This was viewed as "clandestine" motivation because stu-

dents didn't realize that they were integrating the same material they found
dull in other types of presentations. A vocational education director explains
it this way:

There needs to be a way for young people to try out some of

those theories, make some mistakes, and do it in am educa-

tional setting with people that know and care. As they move
along- in their education, - whatever they ‘might do in the

future, then they'11 have both things in their back pocket
« « o a knowledge and a skill that they can apply. I think

that's the role of vocational education. It strengthens your
basics. Once you see a reason for using your mathematical
skills; or whatever it might be, then it becomes more
meaningful,

A principal adds,

Maybe_that comes back to the opportunity that it gives. them
something that has immediate and relevant feedback to them.

You can take a kid that is factoring in an Algebra II class
and really sees no practical application for it other than,
"When you get to calculus you're going to have to able to
factor.® - If the kid -is_ in a word processing course, can
actually type a theme into the word processor, and can watch
that_printer give him a clean copy, and can go back-and edit
it. or correct 1it, that's much more {immediate feedback-:

That's an opportunity I think kids can get in vocational
classes.

_ . Finding. immediate meaning also motivates students to begin planning their
futures. While none of us are able to accurately predict how current experience
will relate to the future of individual students, this general purpose was

clearly perceived as important.
It's a course that they enjoy. They took industrial arts in
the 7th grade and they liked that so they took something
else. Then they take metals in the 10th grade and then all
of a sudden they say, "I'd 1ike to try this machine trade,"
not knowing what it is until they get into it and then they

go, “"Hey, this is a whole industry.® They really don't know

that when they get in there. And I see that a 1ot . . . kids

take our auto mechanics course, they want to fix a car. They
find out that they're good at it and that they like doing
that. It opens up the whole concept of part supplies, auto
dealership, repair and maintenance, just all kinds of things.

.-+ « Taking care of these lease cars, maintaining l1ease cars

is a big occupation now. But you don't know that, you ' go

over there and fix a car. A kid has a beater and he decides
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he wants to take auto mechanics to work on it. Then as a

result; he winds up in a career.

Students tended to identify links to their futures in a direct and concrete
manner, overwhelmingly supporting the perception that vocational education con-
tent stimulates action toward future goals. One student told us,

I ve got nith it The job is really nice because I can leave

school and go to work and have my evenings off and my

weekends off. And I like business. It's gotten me to go

into a major of business in college next year. I think its
interesting typing and everything, so I think it's fun yet
educational.

This student evidently discovered several meaningful ideas about her job

and her business course. She found a career area that offers “fun" education,

and a future goal. This is a unique situation for a unique individval, and

surely other students in this class see it differently. But even though the way
content becomes meaningful and motivating is uniqué to each student, we might
summarize the idea of relevance with some general themes.

We might think of each student as haV1ng a personal map of interests and

n@@dS;,e;A teacher similarly frames a course map and fills it with vocational
education content, content that hopefully overlaps or connects with a portion of
the student's personal agenda. At unpredictable points it provides a "magnetic

core" that attracts and motivates particular students.

Various meanings may take prominence at various poants in time and in Jif-

ferent ways for learners. Some students are drawn to a course 51mp1y on_the

basis  of existing interest and some- "disccver”  meaning during in-class
experience. Others absorb know]edge or skill-gained in class and later apply it

toward meeting home and personal needs. Still others envision ways that current
learnings will be relevant to future 1lives as consumers, family members, or

workers

- Some concerns are concrete such as the need to fix the brakes on one's car.
Others are more intangible such as learning about the work world. What is
meaningful might even be invisible as students “unknowingly" engage in abstract
math or critical reading as they work out salient prabléms. But students become

- Most vocational education teachers try various means to make their courses
meaningful to students. They relate questions to student interests, - design
coursework around _student needs, and suggest possible applications: Although
such techniques often - help- students appreciate the course material, many stu-

dents surprise us in the unique ways they focus or utilize class ideas.
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Postscript

I want my kids to see why they might see some relevance to
their lives. Maybe right now they are going *o say, °I don't
need that,” but they can see that at some. poiiit in time they
night need that. Right now they may not be a parent; but
that's something that's going to happen, so let's at least
discuss it and apply it to where we're at and what we can use

it with. (Teacher)
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CHAPTER XV
CONSIDERING FAIRNESS IN SCHOOL®

Equity is an,abstract concept that is very difficult to get a handle on==

especia]ly when we go into clz=srooms to identify observable instances of it and

when we talk with people in the hope that they can articulate their "equity
experiences.” However, that's what we tried to do, and this chapter presents
some of our findings. This chapter is a condensed version of our considerably
longer monograph, "The Practice of Equity: Access to, Treatment in, and Outcomes
of Vocational Education in the Secondary School." (Plihal, Ernst, & Rehm, 1986).

Eééniiguﬁf,Eﬁﬁiii

major dist1nct1on to draw in a d1scu551on of the meaning of -equity is
that between equality and equity. Basically, the concept of equality refers
to sameness, equalness. Applied to education in its strictest sense, equality

assumes that studer’s - present just about the same _abilities when they enter

school, that they should receive the same or equal educational opportunities or
treatment in school, and, therefore, that they will all achieve the educational

outcomes desired by society

_ The concept of equity refers to justice, fairness. Underlying the notion
of equity in education is the assumption that students are both alike and dif-
ferent. = When they are alike _in educatiomally relevant ways, they should be

treated _equally. When they are different in educat1ona11y relevant ways, they

should be treated unequally. Perhaps the greatest problem in applying equity to

education is to decide which variables are educationally relevant. There seems

to be spoken agreement, backed by federal and state-legislaiion, that sex; race;
ethnicity, age, and handicaps are not educationally-relevant variables. _That

means that regardless of students' sex; race, etcetera, they should have equal

access and opportunity to benefit from educational programs. Where this. posi-

tion falls short--from the equity standpoint--is that in order to realize the

benefits of an educational program, some students might need unequal treatment.

They might need, for example, extra attention from the teacher in order to-learn

déié]éﬁﬁent 6f those Skills. Equal treatment in this case would be 1nequ1tab1e.

Unequal treatment is not only justified but also demanded when it enables stu-

dents to experience their basic human rights and l1iberties and when it moves
them in the direction of living a life of meaning and dign1ty.

6ur ana1y51s ef equ1ty in vocational educat1on is d1v1ded into three major

*Tneme author was Jane Plihal
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parts: access to vocational education; treatment in vocational education
classrooms, and outcomes of vocational education:

Access to Vocational Education

.. - Our concern about access is: Who get into vocational education and why?
We begin our discussion of this by summarizing opinions about the role of voca-
tional education in the public school system. Then we identify forces affecting
enrollment in vocational education and- examine the sorts of students who
actually gain access to vocational education.

Role for Vocational Education in the Public School

- - People who are involved in vocational education believe that it makes an
important contribution to the total school. - Administrators; teachers; coun-
selors, and students all expressed a belief that vocational education plays a
significant roie in the school.

. --Administrators frequently used the word "~omprehensive" to describe a high
school with a rich array of course offerings, and they indicated that the option
to take vocational courses adds vitality to the school and society. In the
words ¥ a principal,

Public education's task is to educate all of the. children

of -all. the people. And, therefore, we offer a variety of

educational - opportunities for students. The vocational

education section of any curriculum is an integral part of
the overall school curriculum. . . . I don't think vocational
education_is any more important or any less important than
any of the other kinds of opportunities we try to provide for
kids because we must meet such a variety of needs.

 Further, administrators said that vocational education broadens students'

experiences, provides challenges in technical and interpersonal dom:ins, intro-
duces students to options and subject matter of which they might otherwise

remain ignorant, meets specialized - interests, provides variety from purely

“academic" courses, and provides students with more immediate feedback than do

other courses. The following excerpt from a counselor's interview highlights
ways in which vocational education enhances students' alternatives:
I think it's 1ike going to a smorgasboard. You have to pick
and choose what you want. I don't think it should be
restricted to any kind of people. . I think kids should_be

able to choose vocational kinds of programs and pre-college,
This_1is_the route that our counseling staff works on. Don't

entangle yourself up into or2 thing. Try a lot of things so

you have when you leave two or three different routes to go.
__ Several students also felt that vocational education contributed to the
whole school. — Some even felt that the particular class in which they were
enrolled should be iequired of all students. A student in an agriculture class
said,
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1 just think (agriculture is) one of the most important
classes anybody could -take. I mean, if I had my way, it

would be mandatory. Because it's important to. learn. about

your environment;- your surroundings. Not just the farm ani=

mals_and_things 1ike that, but where do you get your food?

Why do you get it? How it's made. . . . Everything kind of

relates to ag and if we don't have agriculture in a sense we

really don't have a lot of things.
_ No one we talked with said that vocational education did not have an impor-
tant function to serve in the public secondary school. - But we were more
interested in their views of how those functions actually played out~-and for
whom,

Access: How Free? How Constrained?

. Many of the administrators and counselors equated freedui ¢* choice in
selecting course offerings with equity of opportunity. They said thai those who

need vocational education have it as a choice; those who do not need it will
voluntarily keep their distance. Although this gives the impression that a free

market operates in school, we found that what appears to be free choice by stu-
dents actually is choice steered by some powerful forces.
‘National trends. Several national trends seem to be affecting access to

vocational education at this time. Many of the adults we interviewsd identified

the current reports on_ the quality of schooling as a major influence on voca-
tional education enrollments. Their perception is that the loud cries for
increased academic standards and increased academic course recuirements _are
discouraging enroliment in vocational education classes and changing the alloca-
tion of resources within schools--decreasing the number, variety, anc quality f
vocational educatvion classes a school offers. It isn't that vocationa® educa=
tion has become a curricular ghost yet, but that it is like a ste; sister
getting less favorable treatment and feeling afraid she won't be going to “he

ball for several years: One principal expressed it this way:

With all the emphasis nationwide now on a basic core of sub-

diminishing effect on vocational education: . . . (Interest
of students) is going down genera.iy, I think, as a result

of Nation at Risk and some of those national reports. At one
time we had those national reports coming out that said that
our young people don't have enough vocationcl experience.
.« . . SO it swings.

Another principal said,

More recently we've Eééﬁ,iééﬁiﬁﬁ at trying to emphasize the

more difficult academic things because of all this talk about

excellence, Nation at Risk, and all that. We've incorporated
what we call an academic honors diploma which is based on

taking- so many credits out of specific 1ists of courses.
. « « They've been chosen as the ones you tend to think of as
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college preparatory courses. . . . Basically, vocationally-

oriented people are the ones that question it because they

feel it might be detrimental to their program if students get
the idea that science and language, history, are more impor-
tant than ag, industrial arts. . . . They seem to think,
"What's wrong with my course?”

Some vocational education teachers believe that their courses are as "academic"
as_any others offered in the school and are fighting a stereotype which places
less value on vocational education courses. For example, an agriculture
teacher said,

an_honors diploma and made a 1ist of classes in group one and

a_1ist of classes in group two, and students who definitely
wanted to get an honors diploma rather than just a regular

graduation diploma had to select three classes out of group
one and five more classes out of group two. And none of my
ag classes were involved in that. I challenged that as far

___ Fewer_resources for vocational education, according to administrators and

teachers, means that schools are less able to buy new equipment for vocational
classes and to underwrite teacher inservice.  Without up-to-date aquipment

and teachers, vocational programs are less likely to be attractive to students
who could benefit from vocational programs. For example, one superintendent
saijd,

If we could just ignore the cost, if I could be able to have

unlimited word processing equipment, unlimited computers,
calculators, and so on available for the buciness education
and accounting department, I think that we would do a better
Job here. I think we -would also attract a new group of
students. . . . we would attract some highly skilled stu-
dents.

. Vocational education teachers definitely are feelin~ growing constraints:
A decreased school-age population, increased national attention to academic sub-
Jects, increased academic requirements to graduate, and -special_.incentives to
enroll in academic courses are phenomena that intentionally or unintentionally
screen students out of vocational education. _Further; these phenomena fuel a
strong _and- serious campaign to recruit students back to vocational education.
The competition is not just between what are generally considered the academic
courses and the vocational courses, but also among the vocational courses them-

selves. In practice, access is partially determined by aggressive student
recruitment and hardsell marketing strategies. A counselor told us;

Everything is being cut: And every department in this

building is fighting to maintain enrollments. . . . If you

have fewer kids you're going to have fewer staff and you
don't like to see your colleagues being eliminated. And
we've been in a period of hard times. And it's going to get
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tougher. . . . All of the departments are trying to make

their subject areas attractive and trying to attract kids.

Students are not naive about the raging competition for their presence.

Although our study doesn't tell us much about how teachers actually approach
students and which students are selected for approach, we found suggestions of

teachers promoting their programs by featuring perks which come from related

extracurricular activities. Listen -to this student whose teacher used a

regional student organization competition as a carrot:

regionals and one of my friends signed up for it, registered
for it, and (the teacher and my friend) more or less
attacked me saying, "Oh, yoii've got to do it. . . . When we
go to state it will be so fun downtown at the hotel.® And
I'm going, "I don't want to do it. I don't want to do it."

Mr. —— is trying so hard to get me. I didn't want to go to

As it turned out, this student did perform and "place" at the regional com-

petition, but then was faced with further appeal from her teacher to take an "on
the job" class next year,

Mr.__-said, "Are you gsing on the job next year?® And I
said; "No." And he said, "Why not?® And I said, "Well,

because I'd rather stay in school rather than going to school

for three hours and going on the job." MHe says, “We've got

benefits with this. . . .* And I'm just going, "Mr. s
I don't want to go on the job." And this was about a month
ago. . . . I probably will not take it, but I keep thinking

about it and thinking about the pros and cons, and I don't
know,

__ A1l of us in education must question whether we are recruiting students to

our . programs . because we believe our programs will benefit the students or

because we want to maintain a certain head count and thus our jobs. Is student
welfare at the heart of our recruitment efforts? Are the concepts of "forced
access" and "overaccess" operating in some of our educational practices? If so,
with what effects?

__In addition to these national trends which are affecting aceess to voca-

tional education, there are some influences operating at the local school and
individual student levels.

- Local and individual influences. One of the local influences is the extent
to which the community's norms and values are supportive of vocational educa-

tion. A teacher commented,

I think { ' have) good support from teachers, administration
--very much so. I think they're happy with the program. Ard

even in the community things are going well. That's probabiy
why they're so supportive.
Vocational teachers think that school counselors play a pivotal role in
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deciding who goes where at registration time. Some teachers felt that coun-

selors directly steered students away from vocat1ona! education courses, and

some suspected that counselors merely didn't mention curricular options in

vocational education, A distributive education teacher said,

I think everybody needs to be served in the manner that best
fits them uithtn this- sehooI e o L a]so sincerely_ fee1

and all the ivay down to the low who cou'ld strong'ly benefit

from. a marketing program if they have appropriate career

goals already identified. And a 1ot of them do. But some of
the counselors try and talk kids out of programs.

In contrast, other teachers tb1nk that the counselors in their schools

I fee1 the counse10rs support us and encourage kids that they

feel specially geared towards vocational kinds of programs.

Among the students we surveyed--students actua11y enrolled in._ vocat1ona1

education- classes--the majority remembered counselors giving them encouragement
to- select . vocational courses. Counselors' influence can be powerful--as

illustrated in the following comments by a student:

My counselor told me to take (this course). He explained it
tome ., . . but I wouldn't have known ,,anything _about it
« o o+ He just said it was the most important class that I

a job app1ication saying that I had this training in school.
Although counselors can have some effect on who enrolls in vocational
education classes, even they feel that their influence is sometimes over-
estimated. One counselor told us,

I hear it all the time from our ctaff. "Oh my, that student

was in the top five. Why did b= go to vocational education

when_he left school? Why should he do that? He should be

going to college. W
college?" Good grief, I'm on1y one person here that has

an 1mpr1nt on peop]e.

Students also identified the1r peers as affecting their decision to take a

vocational education class. Advice from friends such as; "Take it. It's fun."

was heeded by some students. Students also cited teachers as being influential
even though they didn't always follow their teachers' words of wisdom.

Students 1nd1cated that their parents' and siblings’ encouragement to take
vocational education classes was persuasive. A student in an occupational
foods class told us,

This 1s what happened My sister took this class and went to
TVI (Technical-Vocational Institute) and graduated from TVI
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two years later. Now she's z supervisor. She went up two
weeks ago to apply for prep cook. They found out what she
did_in- high school -and- they asked her if she wanted to be a
supervisor. So I thought that was kind of neat.

Another student who was in a business and office education class said,
My mom is really glad about my job because I'm going to

nationals for this competition that we were in, and the com-

pany that-I work for has a branch out there. I'm going to

tour  the branch when I'm out there. They asked me. I was

really surprised. So my mom is really glad about that.
- In addition to acknowledging the influence which friends, family, coun-
selors, and teachers play in students' course selections; we also need to point
out that students themselves are part of the formula. They are not merely pawns
on the curriculum gameboard. The student who made the following comment took a

vocational course in spite of her teachers' coaxing:

These (teachers) ganged up on me because they weren't too
happy because I was getting an A and everything. They said,
"You have your whole life to work." - Well, how am I going to
be able to work if I can't get myself through college?
-Given all these factors affecting the 1ikelihood of students enrolling in
vicational education courses, who actually ends up in them?

_ Although high school students who intend to go to college have a choice
of electing vocational classes, generally they don't or they enrull in only one
or_two. Administrators, teachers, and counselors--while acknowledging potential

benefits of vocational education for all students--told us that; with a few
exceptions, vocational education is serving non-college bound -students. These
students seem to be of severai sorts which are not mutually exclusive.

The doers. The largest group of students served by vocational education
according to administrators, counselors, and teachers is a group of middle or
Tow academic ability students who are thought to be more capable of learning
with their hands rather than their minds. A counselor described this group in
the following way:

I would guess that the ones- that take more of the vocational

type courses perhaps would be Tower on the academic aptitude
ladder. .-. . Kids that cannot untangle the advanced algebra
problems in their minds can be very, very skillful with the

shop tools and the metal tools and what not.
A teacher described these students this way:
You'll find kids that are mechanically-oriented who can work
with their hands but they can't work as far as reading or
169
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writing. It's even difficult for them to sit down at a desk

and do something. We see it all the time in mechanics.

A student. said. “It's more of a skills class than a mind class." And running
throughout descriptions of this group of student is the Aristotelian notion that
thinking is better than doing. A vocational director said,

There s a elass system,in our society if we want to admit it

or_not of the thinkers and piannérs versus the doers. And

many people think that there's a higher status of being a

thinker and a planner than there is being a doer. And yet

that's the majority of our society--it's comprised of doers.
So I don't know which is the cause and which is the effect,
but I think somehow we have to come to ;griﬁs,iith that--that
peaple do things in the world for a livelihood and that's

what your occupational and your vocational programs are

anut--teaching people how to do things witk the knowledge
that they've gafned.

The sluff-offs. Another category of students servad by voeational eduea-
tion are those who are considered sluff-offs in the school. These students are
perceived as unmotivated to engage in schooling act1V1t1ef and as wanting to
fulfill _graduation requirements with as little effort as possible. A princimal

described students who were in a particular class which had a reputation for not
requiring much of students.

My suspicion is most of them are non-motivated kids. - -It's
a-nice p]aee ‘to_spend the hour and sit there with your little

ject back and not even have the teacher look at it:

Some students themselves are not pleased that other students take vocational
courses because they think they don't have to work in them. One student who was
in a course that involved leaving the school to work on a 3ob said,

Now. if you haven't notieed there's some people in that

class that just take it to get the heck out of school. They

screw around. I won't mention names. But, ya, ther do it to
get out of class. And to get out of other classes. It's as
simple as that. They want to go sluff.. But I took it

because I'm not going sluff - Ya; It's nice to get out of

77However. sometimes stu&ents' expectations and hopes are not realized. A

thought it would be a "sluff" and he wanted some relief from in his otherwise
rigorous schedule was surprised that he found the class interesting and
worthwhile.

1 actually took it because it was going,to be a senior sluff

class. Lay back. Take it easy. But then once you get into
it . . . it's really getting interesting., Because you learn
so much. You think, "Wow, that's me, and that's not me."
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___From a school's point of view, vocational classes sometimes are viewed as
places to "dump" -students who are unmotivated or who present disciplinary
problems. A superintendent said,

Vocational education better be serving the kids. - Realisti-
cally, I think it also serves schools. It provides_a place
to put some kids who choose not to function or are having

difficulty functioning in some of our more advanced courses.

. « » Vocational programs do provide a structured opportunity

for-kids_who aren't college bound. That ought not to be the
basis for offering the programs but it certainly is on the

mind of a 1ot of schools.

The most damming remark we heard came from a vocational director who said that a
principal told him that vocational classes were "a place to send all our eight

balls."®

_The disciples. In contrast to the sluff-offs, some students enroll in

vocational classes because they are interested in certain vocational areas and

want to learn more about those areas for- either vocational _or avocational
reasons. Within this group are a few students who plan to go to college--

studying in a vocational or other area--and other students who do not plan to go
to college. - For example, agriculture teachers can readily point out which of

their students plan_to_ farm, which plan to go into an agricultural program. of
study at a post-secondary vocational institute, and which plan to study agri-
culture at the University of Minnesota. Teachers in each of the other voca-
tional areas can do the same for their respective fields. These students are
the disciples of vocational education; they are . the content of our success
storfes; they are the source of some of our most important rewards. The

following excerpt from an interview of business education teacher is evidence:

Sometimes you'll get good A students who are very sharp and I
can think of an example here where I had a girl, . «-« She
finished high school. A straight A Student. A and B.
Strong A and B. And she went on to Donaldson's. Worked
there full time; = Then after a year she started going to
s s -« Normandale (Community College) part time. Then after
letting the company pay for a lot of her tuitfon, then she

finished up at . . . St. Cloud (State University) and now is

in marketing and sales. , . . And then I had another fellow.

- « » He!s one of the few boys I had. He wanted to be an

accountant. - -So I got him a _job at the Diary Queen. He was

working 1in-the -accounting department; and today he's a CPA

for General Mills, . . . And then another fellow that I

had--I had him working for an insurance company. And they

had him do a variety of things. He had -a lot of skills.

0ffice skills. And he went on to school and now he's working

for a big insurance company. But he knew what the insurance

business was 1ike. He got that exposure.
.- The_special needs students. - Vocational programs also serve special ‘needs
students--students  whose handicaps and economic and academic disadvantages
create special demands on learning environments.
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Tk~ .hop people and the vocational teuple are very coopera-
tfve in allouing ‘these (special needs) people into their

it uould be a total maze to them, They work them into the

¢s0king classes or sewing or shop classes, or horticulture.

Thax get exposure that they need and is a great benefit to
ther:.

We noticed that some teachers feel overwhelmed by the number and variety of
special needs students who are "mainstreamed" into their programs, and sometimes
they feel taken advantage of. A vocational education director told us,

One concern that I get from some of the teachers is they get

what they consider a rather high proportion of special stu=

dents and only in a few cases do they provide any sort of

, The gender Once students are sorted to vocational education, some further
sort1ng within vocat1onal education: goes. on along gender lines. Although most

vocational educators agree that gender isn't a relevant variable for determining

the vocational skills and interests a person develops, we found that male and

female students tend to enroll in vocational classes traditional for their

gender. According to a vocational director,
Let's face it. I just got- the -evaluations we  had in
February: . -: . Almost universally the -evaluator was

quite a few boys in home economics and in senior high there
just weren't.

1 guess you can complain forever. You can
make it available. You're not going to change what the kids
do.

And a principal said;

You aluays gef into the thing of sex: Do we get enough g1rls

into our agriculture or mechanics type classes? . . . There
is no constraint. Th=y can sign up if they want, and they're

encouraged to do so. We just haven't been very successful,

However, some of the people we interviewed felt that vocationa! eaﬁcétioh

helps promote less sex-stereotyped career exploration and selection. A coun-
selor explained,

ﬁomen and men can do a variety of different tasks, and you

gone on before in terms of stereotyped «-s s Career. types of

experiences. That women c2zn be auto mechanics and men can go

into home economics and find very worthwhile types of
careers. I think vocational education helps promote that.
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Another counselor pointed aut that som? »--gress has been made.

I think the (vicational proc.:se) do a marvelous job of pro-

viding opportunities for all our students. I suppose you
could go into our home ec -sections and foods sections .and
say; "Gee,-there are more girls in here than there are guys.

Why's.that?" But on the other hand, there are guys in there
and there are more guys in there today than there were five
years ago.

If these are the students who actually gain access to vocational educa

tion=-students generally not college-bound who are at the lower and middle ranks
of the academic pecking order, several students who are not motivated to achieve

in school; some students who have identified special interests in vocational
areas, many- of a- school's special needs students; and students who tend to
follow traditional gender-role definitions--what do they experience in - voca-
tional classes? To what extent and in what ways are students treated equitably
in vocational education classes?

Treatment in Vocational Classes

- bur__description of equitable or ineguitable treatment in vocational

classrooms focuses on how students gain access to knowledge provided in these
classrooms, and on the quality of interactions between teachers and students and

among students in these classrooms.

Absence of Discernible Discrimination

~_To begin with; we can say that we observed only one instsyice: 3 behavior of
a_substitute teacher--of what we consider to be discrimin.i: .. Systematic

discrimination against students because of their gender, rac:, ethnicity, han-
dicaps, socioeconomic status; cognitive ability; or any other observable charac-

teristic was not apparent in the classrooms we studied. We found that teachers
varied their behaviors, instructional materials, learning experiences, and eval-
uation of students according to students® learning needs, styles, and interests--
not according to educationally irrelevant variables. We identified six ways
in which vocational classrooms give students a "fair shake" and help them bene-
fit from their schooling experience.

Equitable Treatment: Increasing Opportunities; Decreasing Barriers

- Providing a niche. One thing students told us fairly consistently was that
vocetional classes provide a place where students can "bé yourself."  It's
1ikely that some students who feel they don't fit very well into other classes
feel like they find their niche in vocational classes. One student explained
vocational classes this way:

You're not always sitting down--in other classes you're

always. sitting. And there is a lot of paperwork -in other
classes. There is some here but not was much. And you get
more active. You get to be yourself. You don't have to put
on an impression or something.
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- __Part of an explanation of why some students find vocational classrooms less

alienating than other classrooms might be the egalitarian atmosphere which

seemed characteristic of ail the classrooms we observed. The teachers we

observed rarely lectured; they most often were coaching, facilitating, trouble
shooting, and working alongside students. We saw many instances where students

were asked to make decisions about significant class procedures and projects:
~ Deve GE"iﬁ’g a_sense of teamwark and—a feeling of being needed. We were
struck by the amount of cooperation and teamwork which the students displayed in

these projects. Students were cognizant that the success of their group work--
whether it be a food service class serving 80 meals at lunchtime or a graphics
class producing thousands of graduation announcements--depended on everyone
doing his or her part. And this spirit spilled over to students' relationships
outside of class. For example, a student told us:

At_first I thought that I was going to come in here and I

wasn't going to -get along with anybody because I didn't

really know that many people. And I came in here and I just

started getting along with everybody and, I mean, it kind of
seems 1ike everybody is a big family in here.  When something
happens; you know everybody else knows about it and everybody
else cares; - Even if it's a kid that's not popular.  Like

Joseph when he got his finger stuck in that press. He's not
really popular with a lot of the guys in here. . . . But I

mean everybody cared. Everybody wanted to know what was
going on. And I went up there and saw him after second hour,
and there were two or three other kids up there seeing him.

So you know, people;, everybody sticks together in here

because everybody knows you have to or else nothing's going

to work.
, ,Tilr‘riinj students on. Another way in which vocational classes- enrich
students’ experience in school is by "turning them on." As we mentioned in the
preceeding section, many students in vocational classes are generally unmoti-

vated by school. Vocational education helps erode some of their apathy by pro-

viding varied modes of learning and by offering learning activities which
students perceive as purposeful and relevant to the lives. Listen to this stu-
dent in a graphics class:

I'd describe it as a class where you do a lot of work, but

it's -not hard work. - It's more or less work you want to do.

You know, there's always a purpose to what you're doing.

Either you're putting something out for yourself or you're

putting something out for someone else. So there's always
a purpose to do the best you can.-. . . Not to just look at
certain things but to do the best job overall.

One principal -said that without vocational education some students would lose
interest in school--perhaps drop out--and that vocational education classes have

a carryover into other classes.
I see kids that are taking the vocational track program as
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being motivated for school in gemeral because of those
classes. I see that as essential. I think that they pro-
bably do better in their other classes because of it.

In the words of a student: "It has enthused and encouraged me."

_-__ Meeting individual needs. The structure and atmosphere of most vocational
classrooms allow teachers to get to know their students well.  Vocational educa-

tion teachers spend a great deal of time circulating throughoit the classroom
and working with students one-on-one. Because of the relative informality of

vocational classrooms, students often talk with vocational teachers about

problems they're having in their relations with others and questions they have
about career decisions., A vocational education director described the student-
teacher relationship this way:

Because they have them for longer periods. And they almost

become . counselors--they are with them in extra activity
functions and conferences. You really get to know those kids
very well. . And they come-to you with their problems and you

have an opportunity to be a role model and to guide them.
And you get to know them on a more personal basis. _You get
to meet their pare:ts and pick them up at their homes and go
to picnics with them and so there's more of a guidance func-
tion I think in those programs.

According to a home economics teacher,

We're unique because we can move around the classroom. The
students are not in one desk. You can walk up to a student

privately and hold a conversation about how you've been or
what you see yourself doing in the future and what do you
want to get out of this class.

 Knowirg students well should--and we think does--enable teachers to adapt

their teaching to the individual learning needs of students. This might involve
adjusting - the content; objectives; learning activities, timing, feedback, or

other variables to better match students' individual situations. For the most
part, teachers in our study were seeking to raise both the "floor" and "ceiling"

by matching learning challenges to students' skill levels.

 Developing self-esteem. Vocational education classes also help students

develop self-esteem, One component of self-esteem is the sense of competence

and- confidence that comes from experiences which indicate that one is able to
meet challenges in the environment. The numerous projects and activities which
are an integral part of vocational education provide opportunities for students

to develop this sense of competence and tonfidence. These projects and activi-
ties are usually tangible--something students can see, feel, taste, smell, and
hear--and_ projects- that provide clear and immediate feedback. A student in an
industrial arts class told us about her experience in learning to run the
printing presses.
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At first it's presses and I thought, "No way am I ever going
to run that.” And I kind of put it as a goal to myself to
learn how- to run this thing and to rin Something off myself.

And when 1 did it, I was really happy with myself. The first
time I ran something off I just thought, "Wow!® I brought it

home and showed it to my dad. . . . And he was asking me,
*Did your teacher help you with this? Your teacher must have
helped you with this.® And I said, "No, I did it all by
myself.”
Our observation data set is full of examples of teachers encouragimg students

to accept new challenges and try harder--to discover and build competencies that
they didn't know they had or could develop.

~ Another component of self-esteem is a sense of status--a sense one has that
others perceive him- or her as competent. We saw many instances of teachers

recognizing and praising students' efforts, indicating to them that they per-
ceived them as competent. A teacher in a business and office education class

pointed out the fimportance of helping students develop a feeling of being
valued.

A Tot of people have poor self-image. And I think part of
the idea of the voc ed program (especially for) . . . a lot

of kids in the lower end of the class rank is to include the

idea of self-image and self-worth.  Show that they have
importance and show that they have something to contribute.
Because there are lots of kids academically on the scale that
don't have anything knowledge-wise like that to centribute.
And to show the value of what they have. Because everybody
has to find their niche. A lot of kids don't perferm well in
school because they don't see any value in themselves. - I was

talking to Ron, the big guy's mother yesterday, and She said

the problem that he's always had with all of his teachers--

and it's sad--the boy is told he is dumb, - Or he's not going

to be able to do weil. _Whereas like myself, I never tell a

student they're dumb. I never attack them personaiiy, just

structure the behavior, change the behavior.
_ Teachers praise and recognize students' achievements individually and
privately; they also give and encourage others to give coliective and public
applause. For example, after an occupational food service class had finished
cleaning up after its noon restaurant activity, the teacher announced,

Okay, giys, those dishwashers have cane a trememdous job.

Let's give them a hand!

‘Lest we leave the impression that the tesciers in our study were saints,

we should acknowledge that we observed a few cases of teachers yelling at
students and making -comments to them which wouldn't be helpful to students. For

example; we observed a student taking her project to the teacher and the teacher
snapped, "What are you showing it to me for? You've got two eyeballs."
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. Providing adequate equipment. -Some vocational ediication programs emphasize
the deveTopment of Jjob-relevant skills more than other programs. For those

programs that do place a relative emphasis on developing job skills, the quality
and_quantity of ecquipment for students to use in developing those skiils is a

concern. Is the equipment available for students' use consistent with that
which they're likely to encounter on the job? Is enough equipment available so
that all students can develop the desired skills? To the extent that the equip-
ment is similar to that which students will be expected to use on the job and to
the extent that sufficient equipment is available for all students, educational
opportunities are provided to students.

___ _The classrooms in our study varied in the extent to which the equipment was

job-relevant and sufficient in- Quantity. - Teachers expressed concern for

cbtaining up-to-date equipment and some questioned how resources were distri-
buted in the school. On what basis are resources distributed between vocational

and nonvocational programs -in the school? = _And how are resources distributed
among: vocational programs themselves? We don't have answers to these questions
but think that they need attention as part of any caonsideration about equity in

vocational education.

Outcomes of Vocational Education

‘The central equity question related to outcomes of vocational education is:

To what extent and in what ways does vocational education in the secondary
school actually enhance the .quality of students' lives in_ the long run? More

specifically, we can ask: Does vocational education help students identify and
select careers they find meaningful? Does vocational education enable students
to obtain jobs or gain admittance to further educational programs? _Dees- voc.
tional education help students gain access to the opportunities and wealth tt
others enjoy? 1Is vocational education a 1iberating or enslaving force
students lives?

_ Our study was not designed to collect. evidence a ut actual outcomes of
vocational education. However, as we talked with peopi: associated with voca-

tional education, we obtained evidence of what they anticipated or projected as
outcomes. Our analysis of anticipated outcomes is divided into what students

expect to realize as a result of having taken vocational education and what

teachers, counselors, and administrators say are outcomes.
Expectations of Students

Most students - (about - 80%) seemed to elect vocational education courses

because of a fairly immediate interest in learning some particular content

(ecg:s "to learn about cars and engines"), and most students (again about 80%)
felt that the course they were taking would help them in what they planned to be
doing a year after they left high schooi. For example, they said the course
would help them know.

How to start a farm, how to manage a farm.

How to run a shop plus get along with all the guys.
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____ Although students thought the courses would be helpful to them in _the

future -and although they indicated some ways in -hich they anticipated such
help, students didn't articulate specific and firm links between their voca-
tional - education experiences and their futures.. The generality of responses
could be due to several factors, such as the way the questions were worded,
the limitations of a paper-and-pencil device for eliciting depth of response,
the developmental stage of the students, and, of course, a genuinely vague but
hopeful view that somehow this course would pay off in their futures: Related
to this, we might ask: Do we as vocational educators articulate clear and spe-
cific connections betwzen high school programs and long-term results? - Or are we

also fairly general and nonspecific? Are general and nomspecific responses the
most appropriate and honest? What can we promise, if anything? What 1inks do

we_see betwien wocational —education in the secondary school  and students’
futures? Do 4z {31k about such outcomes only at professional meetings, or do we

discuss thesr - icas with students?

We also asked students what they thought they'd be doing a year after high

school graduation: Contrary to the expectations of teachers, counselors, and
administrators; about 70% of the students said they expected to pursue some form
of educztfsi beyond high school. About 60% of these thought they'd go to a
postsecondary vocational school, and the other 40% expected to go to college.

Approximately 25% said they would seek full-time employment; and 5% intended to
enter the military service.

__._Regardless of whether students continue their formal education beyond high
school; beccme full-time workers; or volunteer for military service, they might
all be able to draw upon their vocational education experiences. Most students

thought they would,

Expectations of Teachers, Counselors, ond Administrators

-~ __Teachers; counselors, and administrators caid that they believe that voca-

tiona] education helps students explore career options, prepare for further
schooling, and develop specific job-related skills. More specifically; these

adults think that vocational education courses serve students in the long term
by laying a foundation for other learning and vocational sxperiences and by
developing students' self-confidence. The following two excerpts from teachers’
interviews illustrate these points, respeztively.

If I can get a student in child development who can use that

for a basis for being an aide in a pre-scht:l or whatever,
that's an opportunity. I would hope that I can give students
that opportunity through those classes. Opportunities in the
food class to go into food service area. "Oh, I've had a

course in Food--1 at least understand this.”  Hopefully

that's going to be an opportunity for that student to help
them. _Yes, I see us as being able tn help students . : .

some voca.ional career opportunities I hope would have an
edge over that student who hasn't taken that kind of course.

Vocational education is filled with a Tot of nutsy boltsy
can-do. The more things that you can do, the better you feel
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about yourself, I think. The ability to fix something, to
unde:rstand something because you've done it because you've

taken it apart. I think that positive self-image, that self-

confidence spills into every other thing they do then. They

may  become a medical doctor, but that self-confidence helps

them in their school, in their interpersonal relationships.

_When asked if vocational education courses limit students' opportunities,

teachers, counselors, and administrators tended to agree that enrollment in

vocational educaticn courses sometimes resulted in an unbalanced curriculum for

students. Sometimes this occurs when students elect double-period vocational
courses and when they take several vocational courses. A counselor told us,
Well, I think some students tend to take more vocational
classes than they should, and, therefore, may be hypassing
some- other skill areas; say furthering their math skills,

continuing math beyond the basics, or science. We have stu-
dents who wiil take a food service class for a couple of

years. And I don‘'t know--because I'm not in the classroom--
how many new skilis they're developing after they've had it
for a _yeer. I think they tend to take; for example, maybe a
lot of shop classes. We nave kids vho maybe will take a wood

shop several semesters ~r & =etai shop. several semesters,
whereas they can maybs “u~*er those skills but I'm not so
sure with, you know, the kindc of machinery we have and
materials that we have, if they‘re really gaining that much

ground by continuing those classes when they could be maybe
taking more variety of things.

~ Because students are given considerable freedom in selecting high school

courses, some cioose vocational education courses for certain reasors only to
find out later that their choices turned out to 1imit or at least complicate

their future opportunities. A counselor descriiec this situation.

Well, ya, but it's not vocational education's fault. it's
the student's fault. . . . A student who _somehow has the ~z=-

ception_that vocational education programs are the only ones
he can pass or she can pass; or who is just saying, "Hey, I'm

going through high schooi .:i:h the easiest route possible.”
And then end up going ou: of school and later having some
cnr2er options that they may want to consider down the road--
w.at they didn't have the advanced math_and they took what

they thought was the easiest route. But that's not voca-

tional education's fault. That's the student's rault.

Unanswered Questions About Fairness

- This chapter has -presented some of our findings about practices which
affect the extent to which vocational education provides equitable educational
experiences for students. _ Our study indicates that within vocational
classrooms--at least within "good" vocational classrooms--resources are distri-

buted equally when students are alike and unequally when students are not alike.
Students who need special attention, help, and encouragement seem to get it.
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__ Where our study raises troublesome questions is in the area of access. One
set of questions is about students who don't take vocational education: Are
some students who could benefit from vocational education not elacting it

because of sterectypes and elitist views about "doers" versus “thinkei:?" Would

some students who avoid vecational education realize that it. provides for
expression_and development of skills which are rewarding--intrinsically if not

extrinsically? Should vocational education become more accessible to more stu-
dents?

.- Another set of questions is about students who dc take vocational educa-
tion: Does vocational education evp=r' nr limit their opportunities in life?
Does vocational education mecely re:r . +: and perpetuate class privileges and
punishments, or does it enable them "~ ,uare in society's riches and experience
"the good 1ife?"

Postscript

I think everybody needs to be served in the manner that best
fits them within this school. (Teacher)
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REFLECTIONS

This chapter is organ1zed into two sections descr1b1ng 7(1) reflect1ons

about the study process, and (2) reflections about the purposes already
discribed for vocational education as practiced in the secondary schools
included in this study. The first section is aimed at making thé reader more
aware of the study process, its strengths and limitations. The second section

focuses on looking across the previously described purpose statements for more
general implications for policy making, practice, and further research.

Reflections About the Study Process

) 89515 . As a research proaect draws to a close 1t is usefu: to th1nk,baek
to the process of the study and think about the ‘positive aspects_as well as

learr ‘rom mistakes which were made. One of our initial concerns was how we, as

researchers, would be received. in the schools; we were outsiders and -the

teachers and administrators would get no direct or immediate henefit as a result

of our intrusion. = Jur concerns were unfounded, however, and we received a warm

welcome into the schools. We were not allowed to observe in some schools we
contacted for legitimate reasons such as work load or schedul1ng difficulties.

The teéachers in the seleeted elasses were. part1cularly helpfu] and coopera-

tive, they answered our questior” willingly and a real sense. of trust seemed to

develop. We scon got to know the teachers well and felt the information they

Jave was aaaarafé— We had 1 sense that what happened in the classes was typical
and real since it woul” have been difficult to mask typical behavior and respe-
ses over a three-week period. Although we felt the same Sensé of cnopei-t
frbm,administrators and counselors,-  the time spent with tiiem was 1%"“7' to our
scheduled inte#view and we did not develop the same relaxed relations: .;.

7777ﬁﬂg7§g115erate1y set out to gather various kinds of data which would help us
understand what is happening in vocational -education classes. We knew that to
focus on just teachers, just students, or just curriculum would,giVé us a one-
dimensional view of the classroom--and we wanted more. Our attempt was to look

at the "whole" of what was happening, even though we knew the task would be
monumental.

7fge observed and took notes on what we saw happening in the classroom in a
systematic way and took observation notes on significant events before and after
class or during times when we were not formally observing. We: formally inter-
viewed students, teachers, administrators, and counselors, and noted relevant
informal conversation.

All students in the classes observed were asked to complete a student sur-

vey which asked them questions about their experience in a vocational education
classroom. We collected printed material such as tests, worksheets, or other
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hardouts which were used in the class as well as school course descriptions and
information about the community. We took photographs of the classrooms and ver-
bally described the surrounding community. Thus, we made an attempt to have the
story told in several ways which helped give us a more accurate picture of what
was taking place.

,,,,, We were not able to re-interview people to verify data or to follow up on

questions. Interviews were scheduled and completed with no time or opportunity
to go back and talk with people again except for teachers. - This would have been

usefu? in filling in some gaps in our data. #We also would have liked to_have
spent more time interviewing students since students seemed more inhibited and
less comfortable in the interview process than adults. We typically spent 15 to
30 miq?tés with each stud>it which was not enough time to develop the desired
rapport.

___ Bnalysis. As we began to analyze the data we realized we had a great deal
of information--we had uncovered more- thaii we -had expected. There was ample

data to.  support the purposes we had -identified, as well as information which
would address research questions not deliniated in this study. For example, we

were. interested to note the behavior of students when there are substitute
teachers in the classroom. The teaching methods used in vocational education

could also be examined by way of our data.

However, the focus of our study #as on purposes of vocational education and

the data provided solid evidence to support the purposes which emerged. In
fact, these purposes would probably have emerged with fewer interviews and
observations.

- .. A-word to the wise. Researchers planning to undertake a project similar to
this might corsider three general recommendatiuns we would maké as a result of
our  mistakes.  First, spend time _ at the beginning of the study training

researchers for the task 3% hand. Skills in recording cbservations and inter-
viewing participants need to be develope” ic a high level of competence. - There
should alsc be a commén understanding Sf %he task which will guide the data
gathering process.

. Second, a research project such as this requires both a short-term and a

Tong=term commitment. Interviewing and observing is exhausting. Gathering and

analyzing data and reporting results, in our case; took two and one-half years.
The researchers must be able to maintain a high degree of commitment during this
time. Analyzing thousands of pages of notes becomes tedious and it is easy to

1ose momentum and let the process bog down.

Third, the research team needs to maintain effective communication

throughout the project. This requires the availability of common meeting times
as_well as a genuine- interest in maintaining a good working relationship. This
effective communication facilitates a common understanding of the processes and

goals of the project during each phase. Time needs to be tzken to work out

unanticipated snags as they occur so as not toc jeopardize the future processes
of the project.
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Limitations. Any conclusions regarding the purposes of vocational educe-

tion In the secondary schools need to be considered in light of the limitations
of the study. Throughout this study we made an effort to identify purposes
of vocational education: . However, it is difficult to. find out. what is in

peoples' heads. For example, we tried to find out why students signed up for

the course--what the purpose of the course was from their perspective. -We can-
not be sure they told us how they truly feel, or that they can conceptualize and

verbalize all of those feelings. Any conclusions we draw in this study comes
from inferences about what we observed and what was verbally stated, and our
inferences may be inaccurate; or at least not complete.

____ The sample for this study was drawn purposefully. We choose “good"

programs where vocational  education is working well. - It was felt that -these
classes would be led by teachers who would be able to share their story with us
and not be inhibited by our presence in the classroom: This means; however,

that we did not have a representative range in quality of vocational education

classes. The sample of classes also _included representation from all the fields
within vocational education. However, there is a wide range of programs even
within each field. Fer example, programs within home economics education may
focus on family 1ife education, consumer education, or occupational home econo-

mics. The classes included in our study did not capture the range of programs

available in secondary vocational education. There were also times when we were

concerned that classes might have taken on a particular character or reflected a
certain set of purposes because of the particular person who was teach wg- the
class; In summary, the sites, classes, and teachers were 1imited, and _aution
nust be taken not to be compelled to generalize to all of vocational education

om the findings in this study but ratkar to use the findings to- try to better

«derstand the purposes of vocgtional education in secondary schools.

. -This study w3s conducted in the spring of the year and data gathering was
completed just prior to the end of the school year. For some students it was
the_end of their senior year in high school. One teacher acknowledged that the
last half of the vear for seniors was difficuit in terms of teaching because
students were so involved in prom, graduation, and employment or education plans
that students had difficulty concentrating on school work. Gathering the data
in the spring of the year may have influenced results to some extent, but we
were not aware of what that influence might be.

___ The magnitude of the study required the use of five researchers to observe

the activity in the classroom and conduct interviews. The use of multiple
observers affects the reliability of the data collected. One of the frustra-
tions we experienced was deciding what to focus on_as _we recorded observations.
Our_guide was to focus on what had relevance in terms of purpose. However, that

became very broad. There may well have been times when our individual lenses
filtered out things which were relevant or perceived things to be relevant which

were not.

A fimal limitation involved our abiiity to communicate what we saw as a
group. There are three ass:mptions which we must make in order to conclude that

our findings are accurate. First; we must conclude that what each of us saw and

recorded, or in the case of interviews, what we probed for, was relevant to the

research question. Second, we must conclude that a summary or compilation of
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our findings.

~ Although anyone reading this report might suggest other 1imit..ions, these
are the ones which we as researchers struggled with and four.d mest troubling.

Refleztions Across Pur,Jses

Different perceptions of students and adults. As we talked with students

and_adults.in the school we realized that the kinds of responses they gave were
usvally different. _One difference seemed to stem from the differing time hori-
zons of student and adult thinking. - Studeri:' responses were more likely to

refer to short-term benefits of vocational education, and adults were more
likely to make references to long-term-benefits. An exaiiple was a student who

said the most important. thing learned in an agriculture class was welding.

Whereas, the student's teacher might indicate that the student was learning a

skill which would be of long-term vocational benefit to that student.

_ Another difference between student and adult responses involved percep-
tions regarding the studenis' destinies. —Students in the vocational education
classes we observed were asked to-complete a survey which included a question

about -their plans for the year after they leave high school.. We found that
70% of the students anticipated going on to some form of education. Of this
70%; approximately 40% planned to go on to college and approximately 60%
planned to go on to some type of vocational school. However, in asking their

teachers how many they erpected to go on to further education, the percentage
was considerably lower. ir 1984 in Minnesota, only 57% of high schoe! grad-
uates who had been out +¥ s¢hool for one year were enrolled in some type of

postsecondary education. ‘rarefore, either the students in our study are
unrealistic about their reicre goals and abilities or they are unwilling to

admit to themselves or others that further education is not part of their
future.

Tﬁééé,,&iﬁéring perceptions on the part of students and adults in -the

Students need -to be encouraged to think about the linkages between what hap-
pens - in_the classroom and the skills and abilities that students need outside
of class and will need in the future. For example, a teacher might explicitly

make reference to the usefulness of management skills in numerous careers, not
only the particular career associated with a vocational education class or
only the -particular task which -is -at -hand that day in the classmnom._ Students

may be at a developmental level which restricts thinking at the more abstract

levels. However, high school students are developmentally moving from concrete
to abstract thinking and, therefore, should be regularly challenyed to make
these 1inkages

_ We also saw a need for dialogue between students and adults in the school
for the purpose of understanding each others' perceptions. Throughout this

report we have described how students get "pumped up" in vocational education;
how learning experiences in vocationil educatior neip make ctudents feel y:od
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about who they are and th= skills they possess; they acquire self-confidence

and_courage: - But can students be "pumped up" too much? Can students become

unrealistic_ about their real skills and abilities? Is this what has happened

when 70% of the students in the vocational education classes we observed
expect. to go on to further education, while teachers have a -quite different
perception of their destinies? Increased opportunities for dialogue would help
identify, if not resolve, inaccurate perceptions on the parts of both students
and adults.

- - Purposes are implicit. At the onset of this study we anticipated finding

evidence of exploration and preparation for work or further education, since

they are historical themes of vocational education. However, what we did not
expect to find was the numerous other purposes which we found recurring in the
classroom. Several of these purposes such as application, competence, and
working relationships would not be evident to the casual observer and would not
be spelled out in a course outline. It took several days of observing as well
as_countless hours of interviews to uncover some of tnese purposes. And yet,

once they were identified we saw them recurring again and again, often in subtle
ways. Teachers differ greatly as to the extent to which they put these- purposes
into practice. Some teachers were very explicit in describing and p:tting pur-
poses into practice and others were more unaware of the - purposes_they were
implementing. However, as we learned more about practices in vocational educa-

tion classrooms, we began to speculate that these implicit or less obvious pur-
poses may be; in fact, the glue which connects all vocational education classes. .

For example, the development of competence, even though implicit, might be more

pervasive than the more obvious purposes we attribute to vocational educations

We suspect that these more implicit purposes are evident in other areas of the
school curriculum as well, and are not unique to vocational education. However,
this study indicates vocational education encompasses a rich array of purposes
which are not typically associated with vocational education.

__ We suggest that some common agreement 2nd ﬁﬁdérétanding of purposes -of

vocational educution would be useful. This commor understanding would facilis
tate policy deveiopment, curriculum writing, and implementation of vocational
education programs. It would also aid in understanding how vocational education
fits into the overall purpose of secondary education as well as how it 1inks to
other curricular areas. However, one also might argue that the fields within
vocational education (i.e.; agriculture, business, home economics) are, indeed,

different, and uniform purposes would be detrimental to the unique qualities and
contribution each field could make. This needs to be sorted out through

discussion and reflection. We can conclude, however. that it is important that
the purpose of each class be made explicit to students, counselors, administra-
tors, and parents: - There should also .e tangible evidence that these purposes

are in fact; being incorporated into the curriculum.

_ Purpo-:s in addition ta technical. The many :urposes which were identified
by our study made it evident that vocational education is not synonymous with
only technical learning, but rather vocational education has multijle purposes.

We have noted that in addition to the technical learning that takes place in the
classroom, many of the purposes have a humanistic dimension to them. For

example change of pace, competence, going on stage, relevance, exploration, and
equity all contribute to the develoomen:t of the self. The focus is on meeting
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the individual student needs in the context of a society which is close at hand.

Therefore, in addition to the technical learning which is taking place ther2 is
also the emphasis on the human dimension.

_ The purposes of vocatianal education, in -ddition to technical learning; do

cortribute to gensrai education. Vocations: educatior aids in preparing the

vlipfent _for _a role in society, preparing ti= student to become a responsible
a-mher of society. In fact, some would s° ~ wcational education is the area
«*hin the comprehensive high school which zontributes most effectively to the
general education of students.

Goodlad (1984), in A Place Called School; describes how parents; students,

and teachers want vocational, intellectual, personal, and social goals to be

important aspects of the school curriculum., As Goodlad says, "We want it all."

Parents are concerned with how ineir children will deal with the world once they
are out on their own--how each individual child fits into society. Our data
indicates vocational education does address those concerns. Vocational educa-

tion contributes significantly to the gereral education of students and, there-
fare, should be viewed as an integral part of the comprehensive high school.

overlapping. As we analyzed the data from

__ Purposes are interacting -and- . As we
this study we made an effort to identify purposes which were “pure" and did not

overlap with other purposes. This task was accomplished after much effort.
However, when we had finished analyzing the data we again began to speculate how
the purposes might be related to each other. We thought about clusters of pur-

poses. For example, there might be two categories of purposes, one being human-

istic in nature and the other. concerned with skill development. These two

categories of purposes would both support the goal of preparing the student for

school or work. Or one could think about a chain effect. For example technical
learning may lead to thinking ?'rough prob? -<, which may lead to building com-
petence, which may help prepa.: » student .r goirg on stage with life roles.
Speculation. about relationships amuong purposes could be endless and at this

time, somewhat premature. It is Zi#7jcult to think about one parpuse, however,

without having thoughts about imp!ications for other purposes.
~ These constructs or purposes were created as we analyzed the data. Further
research m2y reveal other constructs which are more appropriate or provide a
more accurate description of what happens in vocational education classrooms.
Our hope is that these purposes might be useful beginniigs to think about prac-
tice in vocational education classes.

. These purposes do not provide clear-cut prescriptions about policy or
curriculum ceveiopment. Several of these purpose. are difficult to concep-

tualize, and even more difficult to measure because of their abstract nature.:
Thus, we have undoubtedly created both frustration and,; hopefullv, the possibi-
lity of new visions for vocational education. This study was exploratory and it

would seem likely that further research could conceptuaize purposes in other
ways. _ However, as purposes are further refined and agreed upon, they can be

translated into more sensitive .idicators to plan, review and provide public
information about vocational edu~ation.

- Over all good feeling. Vocaticnal education is seen by some as an "off
broadway™ program, and students enrolled in the program are considered “second
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class."  However, students enrolled in the classes we observed generally felt
very good about their involvament even thovgh they were well -aware of how. others
viewed the class. Some students enrolled in the class explained tha* others did

not r2aity understand what went on in vocational education. How have the real
puruses and accomplishments of vocaticna: education becowme such a well kept
sgcvet ?

We, as researchers knowledgeable in the area of vocational education and

education in general, also felt very good about what happened in these Classes.
We saw committed teachers who were concerned about the educational and personal
well-being of each student. - The more time we spent observing the class and
talking with students and adults, the more we understood what was happening. We

1iked what we saw; we appreciated the "richness” of the educational experience
which was provided. We were often heard saying to each other, "I would like my
child to be in that class."

-~ The contradiction between the questioning which 1s presently going on
regarding vocational education and the good feeling we and the students
experienced began to make us feel uncomfortable. Why is there so much neglect
or overi criticism of vocational education when we saw so many good _things

happening?  How do students deal with this inconsistency of feeling good about

the program and knowing others see them as being second class because they -are

enrolled in vocational education? Are members of society and school leaders
imposing a value system on vocational educatfon which is. unjust or _unfair to

those enrolled? Or, is there really a probier with vocational education that
is of a different dimension than was explorei in this study? The members of

the research team have not resolved these issue¢s, but rather, have made an

effort to ask the questiens.

___ Ethics and aesthetics are largely absent. ih=i one corsiders what shoald
be present in vocational education curriculum #: %« _sernndary level, it is
likely that scholars such as Dewey would include &ih

ety and aesthetics. In 1985
the Minnesota Research and_Development Center pubiished a monograph entitled
Purposes of Vocational —Education —in-the -Secondary School. As a result of
reading the works of past and present Teaders in vocational education, it
appeared appropriate to include- ethics and aesthetics in a discussion of pur-
poses of secondary vocational education. - However, as we =at in classrooms and

talked with students and adults in the school, we found that exp icit
discussions about the ethies and aesthetics of work and what they were learning

were_conspicuously absent. There were numercs:s opportunities for addressing

these concepts; however, they were generally not raised up for discussion. For
example, one student made a derogatory remark in class about blacks. The

teacher responded negactively, Tletting the student know the comment was
inappropriate. However, there was no discussicn about the implications of such

comments or how such an attitude might have developed on the part of the stu-
dent; either with the student privately or with the entire class (at least as

far as we know).

The equitable treatment of students in the class also becomes an ethical

concern in vocationai education. Generally, students were treated in a fair
and Just manner in the classes we observed. Stucnts who were special in some

way were given opportunities to excel in spite of limitations. Although this
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treatment was not d1scussed openly, auproprlate behav1or was modeled by adu]ts

and students generally followed that example. Problems of individua! students

were handled in subtle and sensitive ways.

Aesthet1c discussions eou]d ‘have occurred numerous t1mes in the classes

in- our study--when. &2 printing job was completed with precision and expertise

and the final product was truly a work of i¢rt. Or a discussion could have
occurred regard1ng the aesthetic qualities of a satisfying personal rela-

an._ exp11c1t pért of the classroom curriculum. Bne perspect1ve is that if you

need to think about equ1ty in vocational education classes and make the issue

explicit you really don't have equity. 1s this also true of aesthetics and

ethics? Modeling behavior on the part of the teacher and aliowing students t»

personally experience the aesthetic value of products and experiences isay be
sufficient and even superior to -make an issue of such intangible concerns. On

the other hand, students, parents, and: school offie1als -ceuld be aware of and

this 1earning may be examined and evaluated as to its morality, intellectual

soundness, and usefulness.

Status of vocational education--and is it for everyone? These two issues
seem to go together because the status of vocational educatior in our society
has implications for which students will have access to and choose to enroil in
the program. According to some Students and schaol adults, vocational educatien

is._seen as having lower status in relation to other subject areas in _the schoel.

The people we talked with would add that, of course, they didn't feel this way,

but "others" did.. "Others" were different for the various people we inter-
viewed. For students it seemed to be peers and teachers in the academic area.
For teachers "others" sometimes referred to the administration, the school
board; parents; and society in general. The people we interviewed were making
e’forts to try to change this low-status perception. These people were also

feeling frustrated because even with their efforts very cfian the results,

because of factors such as the Nation at Risk report, were diminhishing voca-
tional education programs and no real change in how "others" viewed vocational
education.

 The students who enrolled in vocational education were _sometimes viewed
as sluff-offs, students who were not capable of dealing with the work in other

classes, or. those who weren't going to college. Those "not going to college”

seemed to be viewed as different, and, unfortunately are sometimes not seen as
being as precifous to the school. Students in vocational education classes were
aware of how others saw them, but in the majority of cases would zonclude they
liked the class and felt good about what they were learning. e became aware of

the conflict students must feel; supporting and benefitting from a program which

others saw as inadequate, How does this affect students' attitudes about who

they are and their place in society. The teachers were also affected by this
conflict. They cont'--red to teach in ‘he midst of staff lay-offs and budget
cuts, and tkeir destiny seemed to be controlled by thoseé who did not understand
their goals and purpeses and all the good they were doing.

l"

188

Shd |
W
(=]




Why is vocational education sometimes seen as having lower status in rela-

tion to other programing in the school? Many might say it is due to the recent

trend to return to the basics which has gotten so much press. Most seem to
express a sense of being misunderstood--"If only people could know what we

accomplish in here." There appears to be a real need to educate all of society
as_to the purposes and goals ¢f vocational education. However, the climate for
this education may rot be positive at the prasent time. The motives of those
providing leadership for edizating about vocational education may be viewed by
“others" as suspect and being merely spirited by survival. We wust also watch
for this in ourselves, or what is thought to be educational will become propa-

ganda. But the pendulum may swing and there may be legislative support again in
the future. We have seen this occur in the past.

‘What to do about the image? Educating people about what does happen in

vocational education classes may be a good first step which is a major goal of
this study. But there seems to be a resistance in society regarding the kind

of work students in vocational education classes end up doing which has not
changed  over time. _ Even whan there was legislative support for vocational

education, students enrolled ere seen as lower class. Can that be - changed?
The answer to this question gcas beyond the school. Can members of society
change their attitudes toward the value of various types of work? If not, how

s this to be handled by vocationai educators? By its students?

_ The answer to the question regarding whether vocational education is for

rveryone may. depend on the twe questions posed above. Can we effectively edu-

cate individuals as to the purposes and goals of vocational education? . And,
if we can, will that educational process effectively avercome the view members

of society have regarding the kinds of work students are preparing for in
vocational education classes?- Vocational education will not be seen as accep-

table “or everyone until members of society recognize the value and worth of
all types of work,
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Tine:
Observer; %mMmhmmeWaMmt
School and Class Code: (Tined Obseriation)
MWMW - WMMHWWNM
WnnmmmmMJWMmmuﬁmmummﬂmmMms (Particalarly about
a5 Well as other aspects which seem relevant,) equity and purpose)
-
.
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000005
000006
000007
000008
000009
‘000010
000011
00001
000014
000015
000016
000017
000018

000020
il

__________

000026
000027

 IT30MNG SCRIPT

bate: 3/8/84 i
Tine: 11:20 Observation Transcription for a
Observers P0 - Sogment
thool and Class Code: B (Timed Observations)

i ;:;6i§¢f1bii0n - -

[Ty to addvess dialoee, chardcterdstics of peggle,
setting, and activities as well as other aspects
which seem relevant)

Teacher is. standing over Julie,

3£§;;?§_Caﬂf§;figﬂfe this out°"i -~

Teacher; "What do you want to-do?*

d: "I'want to delete this on the bottom. =
Teacher 1eans over “Just get it down here,' Pushes
return - machine returns.once and then doesn't respond,
Tii "ou're at the bottom
ds says something, pushes another key, The machine gets
to the right-point, - -

T "Now what do-you want t¢ do?" - - o
Ji Gives a Tow inaudiable reply and does something else
- the-deletion is completed, . . .

dana looks-up toward teacher obviously pieased,
"Thank you" - Teacter starts to walk away, "I didn't help
you though, You figured it out yourself,”

Inferences or Questions
(Particularly about
equity and purpose)

Although I couldn't get
all of the dfalogue,
this episode illustrates
a nice example of applied
problen solving,
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Si'\::ﬁj ;,;;;,,;f,,iiéi ;i;;iﬁ: R

’nifirihciggjf

sistant Principal_a elor

*7.

8.
9.
10.
11,

*14,
15,
+16.
17.
18.
+19,
20.
21,

#Most_important to probe for clarificat

How does vocational education fit into the total program of the school?
Perhaps there are ways in which the vocational education program is the same as
other programs fn the school and ways in which it is different. How is voca-

tional education similar to other programs in the school?
How is it different?
What do you think is the most important thing a secondary school can provide a

student ;

In what ways is your school striving to provide this (response to question 4)
for students?

§;;é"jé6§i§mage questioning whether vocational education has a place in the

secondary schocl. What do you think?

Some people think secondary vocational education should help students explore

occupations,_others think it is to train for srecific jobs, others see it as
preparation for further education. What do you see as a priority?

Who do you think vocational education is serving?

Is that who it should serve?

In what ways does vocational edication affect students?

in what ways does vocational education increase oppc cunities for students?

In what ways does it 1imit opportunities?

Now 1'd 1ike o shift to a couple questions about equity. People seem to have
different ideas about what equity means. What does it mean to you?

Then, given that meaning of equity, to what extent do you think vocational edu-

cation programs in this school provide equitable experiences for students?
What difficulties do you find in trying to provide equitable experiences for
students?

Is vocational education relevant to the meeds of the local community?

From this discussion can you summarize for me what you see as the purpose of
vocational education?

What would you like the purpose to be?

In what ways could vocational education be improved in this school?

Dc_you have any written statement or brochures that you might give me that
relate to what we've been talking about?

fon and elaboration.

Heast important to probe; might even be deleted if time runs short
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Vocational Education Director

i.

16.
11.
12.
130
14,
15.
16.
17.
18.

19.

Would-you describe for me, in a couple of minutes, the scope of your voca-
tional education program?

How does vocational education fit into the total program of the school?

Perhaps there are ways in which the vocational education program is the same

as other programs: in the school and ways in which it is different. How do

you see vocational education the same as other programs in the school?

How do you see it differently?

What role do you think vocational education has in the 1ives of the students
in the ’pi-’ogra'm?

What is the most important thing a secondary school can provide a student?
We have been talking about secondary education in general. Now let’s focus
specifically on vocational education. What are you, personally, trying to

offer to students in vocational edication?

Have your views on that (response to duestion 6) changed over the years?

Some people think secondary vocational education should help students explore

occupations, others thinrk it is to train for specific jobs, others see it as
preparation for further education. What do you sze as a priority?
Do you see vocatinnal-education as providing more of one type of learning
experience over o...ers?

Do you think students apply what they are learning from vocational education

to other classes they may be taking?

Do students apply what they learn in other classes to vocational education?
Who do you think vocational edication is serving?

In What ways does vocational education affect students?

In what ways does vocational education increase oppoktﬁhitiés for students?
In what ways does it limit bppb?éﬁﬁitiésé

Is voeéiibhai ééﬁtét%éﬁ relevant to the needs of the local communityf

Now I'd like to shift to a couple questions about equity. People seen to

have different ideas about what equity means. What does it mean to you.
Then, given that meaning of equity, to what extcat do you think vocational
education programs in this school provide equitable experiances for stu-
dents?

*Most important to probe for clarification and elaboration.
+Least important to probe; might even be deleted if time runs short.




Vocational Education Director (Continued)

20. What difficulties do you find in trying to provide equitable experiences for
students?

+21. In what ways could vocational education be improved in this school?

22, Eiémﬁiﬁié,diécussfon,can you summarize for me what you see as the Ehrbﬁse of
vecational education?

23, What would you like that purpose to be?

2. Do you have any written statements or brochures that you might be willing to
let me have that relate to what we've been talking about?

+Least important to probe; might even be deleted if time runs short.

19

230




Teachers
I'm going to ask you some questions that relate to all the teaching you do at this
school, Then I will ask you more specifically about the class we have observed.

In relation to your position as a teacher herz in this school:
1. What do you see as the most important part of your job?
+2. What has experience in teaching taught you about how or what to teach?
45. iﬁfiﬁéﬁéféiiybﬁ teach, how important is wefk éxpéi%éﬁéé for your feécﬁiﬁg
effectiveness?

. How do you decide what to teach?

5. How do you prioritize topics or learning experiences?

3
5

6. Do you feel support from the rest of the school for your programs?

7. Perhaps there are ways in which the vocational education program is the same
as other programs in the school and ways in which it is different. How is

vocational education similar to other classes the school?

. Some_people think secondary vocational education shoild help students explore

occupations, others think it is to train for specific jobs, otners see it as
preparation for further education. What do you see as the priority?

9. Who do you think vocational education is serving?

10. Is that who it should serve?

11. In what ways does vocational education affect students?

12. In what ways does vocational education increase opportunities for students?

13, In what ways does it limit opportunities?

14, Now I'd like to shift to a couple questions about equity. People seem to

have different ideas about what equity means. wWhat does it mean to you?
*15, Then, given that meaning of equity, to what extent do you think vocational
education programs in this school provide equitable experiences for students?
16. What difficulties do you find in trying to provide equitable experiences for

students?

17. Some Beapie,aré:quéstieniﬁg,@h§§ﬁ§§7vaésfi6ﬁai education has a place in the
secondary school. What do you think?

18. From this discussion can you summarize for me whot you see as the purpose of
vocational education?

19. What would you like the purpose to be?

20. Do you have any written statements or brochures that you might be willing to

let me have that relate to what we've been talking about?
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Teachers (continued)

Now iéiiéfiéiiféﬁééific31iyféséﬁf the class which I have been observing.

i.

What role do you see yourself having in the lives of the students in
class?

How do you see this class in relation to other classes in the school?
Do you think students apply what they are learning from this class to

other classes they may be taking?

Do students apply what they learn in other classes in this class?

*Most important to probe for-clarification and elaboration.

+Least important to probe; might even be deleted if time runs short.
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Students

b |

How would you describe this class to someone else?

I've just been in your school a short time and i'm wondering if this (how-
ever_long the observer has been there) is what usually occurs or does it
change?

Why are you taking this class?

Did anyone encourage you to take this class?

Did anyone discourage you?

What kinds of students benefit most from this class?

Are students in this class treated pretty much the same?

In what ways is this class meeting your needs and interests?

In what ways could it better meet your needs and ihééré§£§?

How is this class different from other classes?

4

How is it the same?
Do you see what you Tearn in this class as being useful in other courses
you have been taking. o

Do you see what you learn in other courses you're taking as being useful in
this class?

How do you think other teachers feel about this class?

How about other students in the school?

What is the fiost important thing a high school can provide a student?
What do you think you'll be doing a year after you gréduété§

Five years after you graduate?
Is this class going to help you in what you see yourself doing after gradu-
ation?

From this a?§§ﬁ§§ibﬁ can you summarize for me what you see as the purpaéé

of this class?

*Most important to probe for clarification and elaboration.
+Least important to probe; might even be deleted if time runc short.
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STUDENT SURVEY

Your Age:

2. Your Sex (Circle One): Male  Female

3. Your Grade in School: . . .

4. Please list all the classes you are now taking.

How is this class different from other classes you are now taking?

(4, NN
L ]

7. Why are you taking this class? L

8. What do you think is the purpose of this class? S
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9. What do you think your Final 10. What do you think your grade
grade in this class will be? average for all your classes
will be this year?
(Circle One) (Circle One)

A

| ws N O
m 9O O W X

ﬂ\\

11. Besides going to school, are you now employed? (Circle One) Yes No

If you are employed, how many hours per week are you working? _

What is your job title? . . _ -

12. During the first year after leaving high school, what will you probably do?
(Ybﬁ ﬁay £i11 in more than one. )

Work at (kind of job) . . .

Go to school at (kind of school) S

14. Do you think this course helps prepare you for what you're planning to do

during the year after you leave high school? (Circle One) Yes Mo

If yes, how? o o
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15. Does th1s course he]p prepare you for what you re planning to do zear

after you leave high schoo]’ (E1rc1e One) Yes No

If yes, how?

16. Did anyone encourage you to take th1s c]ass7 (Circle One) VYes No

If yes who?

17. Did anyone discourage you from taking this class? (Circle One) Yes No

If yes, who? o

18. Compared to other classes you are now taking, how much are you learning in
this class? (Check One)
—___ much more in this class
more in this class
about the same as other classes
_____less in this class
much less 1n this c]ass
19, How many of your h1gh school friends are in this class? (Check One)
most of my friends
____ some of my friends
___a few of iy friends

_____none of my frieads

20. What are the two most valuable things you have learned in this class?

(1) _ o

7 — .
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21. What student organizations, sports; clubs, or special events have you

participated in this year at school? I

22, What is the most important thing a hivh school can provide a student?

THANKS FOR SHARING THIS INFORMATION!
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Site Descriptions

Agriculture Education (School 1)*

_ The school is located in a small rural community. Vocational education

programs are provided in the home high school as well as a joint secondary voca-
tional center in cooperation with several other schools. The vocational agri-
culture program is managed and taught by one instructor. C€lass sizes vary from
15 to 30 with students coming from farm and- town locations and consist of almost

even proportions of males and females: _ The agricultural facilities are rela-
tively new and well equipped; they consist of a classroom, office, shop, and

greenhouse. =The atmosphere in the program is informal yet serious in the study
of agriculture. The Future Farmers of America Chapter is very active.

Agriculture Education (School 5)

The community where this program is located is largely rural but located

ﬁiihin easy commuting distance to a large metropolitan area. Many of the resi-

dence of the town commute into the city for work. Students -in -the vocational
agriculture program are almost all male and live on farms. Facilities_consist
of_a_classroom, office, and shop. The facilities, especially the shop, are fur-
nished with older and worn tools and equipment. The Future Farmers of America

Chapter is very active and almost all students participate in one event or
another,

Busiress Education (School 2)

__ _ This_program is housed in a vocational cooperative center which serves

several. school districts in a rural area. ~ The model office program appears to

be a typical office with telephones, typewriters and other office machines being

used by the students.  The students are working in different departments within
this office and discuss both work and personal 1ife as they interact with other

students. The teacher is the "office manager" and spends part of his time
walking around the room untangling snags in the cperation of this teaching
"office."

Business Education (School 3)

- __This class site is located in a high school in the metropolitan area of a

large city which houses both junior and senior high_students. . The school has
newer color-coordinated furnishings as does the business education classroom we
observed. The classroom is set up like a_business office with desks arranged in
clusters with typewriters, calculators, and dictaphone machines on top of each
desk. The noise level in the room raises as the machines get utilized. The

classroom can take on a more -traditional teaching atmosphere as the teacher
stands behind a podium in the front of the room and students sit at the desks
and take notes or participate in a class discussion:

*3chool number refers to Table 1, earlier in this report.
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Distributive Edication (School 7)
__ This classroom site is located in the same building as Site 4 and students
are. bussed to -the school. for the class. The classroom is “"typical" in most

respects having individual desks, bulletin boards, chalkboards, and bookcases.
An English class uses this room the remainder of the day. There is a smaller

room- adjacent to the classroom which is used by the students and is not

available to other departments in the school. = There are cupboards, counters,
and magazine displays. The room is used for DECA (Distributive Education Clubs

of America) meetings as well as storing supplies for campaigns and sales acti-

vities. The two classes observed at this site experience several kinds of

learning activities including lecture, films, tests, and individual and group
activities.

Home Economics Education (Schoel 3)

This school houses junior and senior high students and is located on the

edge of a small rural town. The home economics classes are held in a home eco-
nomics classroom which is equipped with appliances, kitchen tables and chairs,

cupboards, and a computer. The students find this room a comfortable place to
be and often come to class early ar stay after class to talk with the teacher or
visit with friends.

Home Economics Education (School 8)

This classroom site is located in a relatively old residential neighborhood

of a large city. The schaol houses a diverse student population made up of
several racial minorities. The tood service classroom has two areas. The front
area is similar to the front of a restaurant with a coat rack, a counter with a

cash register, and several booths and tables where customers sit.- The back of

the room is the area where food is prepared ; it contains food preparation
equipment--refrigerators, freezers, ranges, mixers; and dishwashers. . On two
days a -week when the-  students serve lunch  to about 80 people, the students’

activities are typical of workers in a restaurant. On days the restaurant is
not open, students study modules, take tests, and prepare food for either spe-
cial orders or lunches to be served the next day.

Industrial Education (School 6)

__This high school is located in a low to middle income, residential area of

a large city. The school population reflects that of the surrounding neigh-

borhoed, being primarily Caucasian, with minimal Black and Oriental represen-

tation. The industrial education area has three separate rooms. The program is

continuing to grow and up-to-date equipment reflects that growth. -The_students

are usually frvolved in individual or group projects in this classroom and the
teacher moves ‘rom student to student to provide supervision. The students have

a great deal of freedom to move around the classroom areas depending upon their
equipment and space needs, and usually are talking with other students as they
do so.



Industrial Education {School 7)

_ . This high school is part of a suburban community adjacent to a large city.

This community is experiencing declining enrollment and is in _the process . of
restructuring high schools. As a result, the majority of the students in the
auto mechanics class are bussed from another high school. The auto mechanics

class uses a well-equipped laboratory area where_students worked on automobiles,
as well as an adjacent classroom area which is used for the lectures, demonstra-
tions, and written work. The students are free to walk around the laboratory
area and work independently on projects and talk with other students and the
teacher as they work.
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