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Progress toward focusing on the cognitive in vocational education — on halping students
think and learn as they solve vocational problems—rather than on the behavior of
students as they do vocational tasks, will do much toward preparing students for the
challenges of the workplace.

Janet F. Laster, Toward Excellence
in Seconaary Vocational Education:
Using Cognitive Psychology in
Curriculum Planning, 1985.
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FOREWORDC

Converging factors point to a need to look for new pathways to vocational education excel-
lence. the public's increased expectations regarding academic outcomes of education, heightened
by a number of national reports, increased graduation requirements and dechining vocational enroll-
ments in many states; the emphasis in the Perkins Act on the need for strengthening academic
foundations, and business and industry requests that entry-level employees have a more thorcugh
knowledge of the basic academics they will need to apply in their vocational fields Those con-
cerned agree that students need to have stronger basic academic skilis as they leave secondary
education programs—stronger academic skills for graduation, for work, and for hfe.

The National Center has sponsored diverse efforts dealing with basic skills 1n vocational educa-
tion, from research to development to dissemination Much has been learned about vocational stu-
dents' basic skills learning problems. In order to make connections between research anc practice,
The National Center has, through synthesis and development, prepared an integrated package for
teacher use, reinforcing this information with practical applications gleaned f.. m teachers’ reper-
toires across the nation The products in the package are aimed toward enabling vocational and
academic teachers to strengthen the academic component of vocational programs through joint
effort.

The BASICS package provides resources in five focus areas research findings, teaching tech-
‘ niques, instructional matenals, instructional strategies. and support roles The resources are organ-
1zed In three looseleaf guidebooks for flexible use. An accompanying videotape provides an orien-
tation to the topic and to the package

The Bridger’'s Guide orients admnistrators, counselors, teachers. and employers to the purpose
and apphcation of BASICS. individual roles are explained, resources identified, and implementation
guidelines and strategies outlined in workshop format Individual components to the yuide are as
follows:

* Implementation Guide describes the philosophy of BASICS and provides guidelines for imple-
menting the program.

e Support Roles for Basic Skills desc.ibes the role of administrators, counselors. employers, and
families in a program for improving basic skills.

s Primer of Exemplary Strategies provides teachers with examples of other teachers’ successful
efforts and diverse approaches.

* Roadsigns from Research (posters and brochures) highlights key research findings of interest
to those involved 1n strengthening basic skills.

Targeted Teaching Techmques provides vocational and academic teachers with assessment,
planning, and management tools to improve students’ basic skills Individual components are as
follows:

© Techmque for Management. Time for Learning lays foundations for more effective basic skills
instruction throngh studying the use of classroom time.




* Techmque for Remediation. Peer Tutoring discusses the planning, implementation, and evalua-
tion of peer tutoring programs to strengthen students’ basic skills.

e Technique for Computer Use. Sctware Evaluation describes a procedure for joint evaluation of
educational software for bacic skills instruction.

* Techmque for Individualization. The Academic Development Plan guides school staff through a
systematic identification of individual student needs and steps to meet those needs.

® Techmques for Joint Etfort: The Vocational-Academic Approach describes teaching tech-
nigues that vocational and academic teachers can use jointly to improve students’ basic skills

Developing an Instructional Program provides teachers with practical and theoretical informa-
tion on the development or selection of appropriate appled basic skills instructional matenals. Indi-
vidual components are as follows:

® [nstructional Materials Development discusses the prerequisites of matenals development,
alternative currniculum types, and guidelines for materials development and review.

* Supplemental Instructional Resources identifies sources of basic skills instructional materials
for use with vocational students.

® [nstructionai Assistance in Specific Basic Skills prepares vocational teachers to help students
gain reading, wnting, oral communication, and math skills

The National Center wishes to ackaowledge the leadership provided to this effort by Dr. Robert
E Taylor, recently retired Executive Director. Appreciation is extended to the following individuals
who served as a panel of experts to assist staff in planning strategy and recommending document
content. Eugzne Bottoms, Consultant to the Southern Association of Colleges and Schools; Michele
Brown, Vocational Supervisor, |daho Falls School District, ID; Alton Crews, Superintendent,
Gwinnett Co.:nty Public Schools, GA; Roger Faulkner, Instructor-Coordinator, Great Oaks Joint
Vocational School District, OH; and Darrell Parks, Director, Division of Vocational and Career Edu-
cation. Appreciation also is extended to Ken Berger, Pioneer Joint Vocational School, Shelby, OH.
Lucille Thrane, Consultant to the Ohio Advisory Council; and Harry Drier of the The National
Center for their critical review of the document.

Special recognition 1s due the following National Center staff who played major individual roles
In the develcprient of the BASICS package' Richard J. Miguel, Associate Director for Applied
Research and Development, and Michael R Crowe, Project Director, for leadership and direction of
the project; Sanc:ia G Pritz, Senior Program Associate, Judith A. Sechlei, Program Associate, and
June Veach, Graduate Research Associate, for synthesizing and developing the documents, and
Deborah Black for word processing the documents. Appreciation s extended to The National Cen-
ter editorial and media services personnel for editorial review, graphics, and production of the
documents.

Chester K. Hansen

Acting Executive Director

The National Center for Research
in Vocational £ducation




EXECUTIVE SUMMARY

An Academic Development Plan (ADP) is an individuahzed plan for a student’'s academic pro-
gress worked out cooperatively by the student and several of those involved with helping the siu-
dent learn. The major thrust of the ADP concept is to respond to the obvious need to help students
strengthen their basic skills and academic achievement. The response strategy is systematic indi-
vidualized planning through the joint ~fforts of vocational and academic teachers who, ulong with
others, can form a team to assess the individual student’s skill levels and combined needs.

The planning efforts can be made concrete by the completion of the ADP form, which is a
vehicle for sharing information, monttoring and updating. The ideal 1s to have the student assume
major responsibility for completion of ine form, which can be viewed as similar to a behavior con-
tract. The ADP process is discussed in this document task by task, with related parts of the form
specified for each task.

The first task for the ADP team 1s to prepare to develop ADPs. They need to consider how to
best gather information about the factors influencing a student’s academic development. The fol-
lowing factors are discussed in the context of this task, with additional tnformation provided in
appendices. academic skill levels, fearning style, sex equity, and special considerations for handi-
capped youth, minority and immigrant youth, gifted and talented youth, and migrart youth.

‘ The actual ADP development begins with gathering data and recording preliminary informa-
tion on the form. This paves the way for shanng the inf ~rmation with the team to use as a basis for
planning.

The next task I1s to analyze the student's needs and design a plan to address them. A facilitator
tnitiates this ‘ask by arranging for an ADP planning meeting. At this meeting, through ioint and
systematic review and discussion, an action plan is formulated The action plan includes ansual
goals. short-term objectives, evaluation procedures and criteria, recommended activities, and
plans for monitoring.

Once the nlan and the pattern of responsibilities have been worked out, the plan is put into
action The individual student knows what to do, and is supported by others on the team who are
aware of the student's goals and who have support roles to play. The student’s progress is moni-
tored to see that the plan is being implemented effectiveiy.

The final task 1s to review and revise the ADP at least annually. Goals and objectives that have
been attained can be used as a foundation for planning continued progress and academiic growth

Overall, this Targeted T.aching Technique focuses attention on the significance and effec-

tiveness of a team working with individual students. A systematic procedure 1s presented for con-
verting this concept from an abstract idea into a concrete program.

Xi




Introduction

What Is an ADP?

An Academ Oevelopment Plan (ADP)* s
an individualized plan fur academic progress
worked out cooperatively by the student and
several of those involved with helping the stu-
dentlearn. The major thrust of the ADP concent
is to respond tc the obvious need to help stu-
dents strengthen basic skills and academic
achievement. The response strategy is system-
aticindividualized planning. The / DP was devel-
oped with vocational students in mind, but it is
suitable for all students, regaratese of their pro-
gram. Some schools have begun by using an
ADP approach with a targeted group of stu-
dents, such as those identified as dropout-
prone.

Because effective applied learning can and
should take place in a variety of settings, the
efforts of several people should gointothe plan.
The ADP is a process by which vocational and
academic teachers, aiong with others, can sit
down with a studentto consider that individual's
combined needs.

The process of developing the plan is the
heart of the ADP’'s benefit, s the ADP depends

on assessing a student’s skill levels anc analyz-
ing the student's needs as a basis for formulat-
ing the plan. Completion of the ADP form then
makes the plan concrete and provides a vehicle
for sharing information, monitoring. and updat-
ing. The ADP form, presented in appendix A,
should now be examined briefly to visualize
what an ADP involves.

This Targeted Technique Guide wiis dis-
cuss the process for o<veloping the plan and
completing the ACP form Educators are urged
to consider the ideas prevented reg. dless of
whether their school s iri a position to fully
implement an ADP prog,/am Importance is
attached to initiating action and moving in the
generaidirecuun of the ADP concept While this
guide can help 1n imtiating action. s« w00l
personnel must work out how to best institu-
tronalize 1t in their own sciool Some schoois
have begun by using arn ADP approach with a
targeted group of students. such as those iden-
tifed as dropout-prone The ADP can probably
be most successful if it 1s woven around current
school p.actices rather than approached as a
new pregram lay-on

Why an ADP?

The rationale for an ADP can perhaps best
be described in terms of its older, proven, rela-
tive, the individualized education program
(IEP).

The legislative provision for the IEP has
been described as the most challenging
educational mandate in recent history
This landmark legislation assures that all

..signed and developed by the authors. copynghtis claimed by The National Center for Research in Vocational Education
1
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handicapned individuals ages 3-21 will
receive a free and appropriate public edu-
cation designed ic meet their individual
and unique education needs. IEPs are the
veincle for establisning an appropriate
educational pregram for each handicapped
learner. The IEP is the basic document
used to design, implemeant, and evaluate
the educational services a child receives.
While the primary {ntent of the IEP is to
promote educationa! planning for handi-
capped learners, many argue that it has
major implications for the design and
delivery of iistruction for all students.
{Phelps and Batchelor 1979, pp. ix, 1)

As with many other challenging mandates,
the IEP does not, in practice, always live up to
the promise. But the challenge is valia because
it makes explicit a sound educai’nnal premise
thatapplies to all students: that each1s unique:..
the combination of his/er goals, interests, abih-
ties, aptitudes, and needs. If a goal of education
1s to make available an appropriate program for
each of these unique individuals, then it maxes
sense that planning take place on anindividual-
1zed basis. It behooves those who are involved
with an individual student to cooperate in plan-
ning a program to meet his/her needs.

Certainly educators try to be aware of their
students’ needs on a continuing basis, but these
needs are not restricted to the one area of a
particul.r educator's involvement. They spring
from a total, integrated person. Furthermore,
the education that students need to function
effectively in the world of today andtomorrowis
an integrated education. It is clear from the bar-
rage of warnings by business, government, and
educational groups in the pastseveral years that
students need, and will increasingly need,
greatly strengthened academic skills along with
an enlarged capacity to apply those skills to
solving vocational problems. A 1986 Lou Harns
poll of adults and top business executives con-
ducted for the Carnegie Forum on Education
and the Economy found the following:

Americans believe that students wil! need
more than basic skills in the years ahead if
the country is to gain a competitive edge
worldwide. Eighty-seven percent of busi-
ness executives and more than 90 percent
of the public polled believe that all stu-

dents, not just those that are college
bound. will need to ‘write and reason well,
really understand math, science and tech-
nology and be able to use what they know,
understand our complex society in order
to be effective citizens, learn how to figure
out what they need to know and how to
find 1t out, and be educated people who
can figure their way creatively through
tough problems.” (Teske 1986)

This is a challenge that requires cooperation,
but the cooperative effort must be focused on
what will work for individual students.

Although it would be possible to formulate a
plan based on consideration of the student's
abilities and needs withoutwriting it down, there
are a number or advantages to having a written
Academic Development Plan (ADP). Since the
student is involved in the formulation of the
ADP. ittakes on the nature of a behavioral con-
tract “v.*h the rollowing benefits (Meyer 1978):

« .ovidesawritten record of the decisions
made and the course of action to follow.

® |t serves as a motivational device.

® Itprovides the student with a sense of pro-
gress, especially if it is broken down into
segments with evaluation after each
segment.

¢ It encourages the student to assume
responsibility for his/her learning.

® It provides a vehicle for pertodic
evaluations.

o It treats the student as a responsible
person.

The details of a model Academic Develop-
ment Plan will be discussed in Tasks 2 and 3.
The basic components should include the
following:

® A statement of the present levels of educa-
tional performance of the student

e A statement of annual goals, including

short-terminstructional objectives for each
student

14
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e Appropriate objective critona and evalua-
‘ tion procedures and scheduies for deter-

mining, atleaston an annual basis, whether
instructional objectives are being achieved

The ADP Process

The objective 1s to develop a conscious plan
for the academic development of each student.
For such an idea to be ‘_asible, a systematic
process mu be in place for a joint effort that
capitalizes on what each person can contribute
without causing an undue burden on anyone.
Oncethe processis underway, an objective isto
have the student assume more and more
responsibility.

Those who can contribute to the ADP
include, in addition to the student, academic
and vocational teachers, school counselors,
parents, and, sometimes, employersand friends.
It is especially helpful if the counselors are
involved because of the nature of their expe-
nence and training, plus previous involvement
with the IEP process. The process dependsona

joint effortto formulate and implement the plan,
and the success of the effort depends on
communication.

The model ADP process to be presented
here requires, as the next task, that those
involved prepare to develop ADPs by consider-
ing the salient factors that influence students'
academic development. information 1s pre-
sented at an overview level in ADP Task 1, and
specific data about assessment, learning styles,
sex enuity, and special populations is located in
the appendices. The task structure for the ADP
process, which is also the outline for this Tar-
geted Technique Guide, is shown in figure 1.
Figure 2 shows how the tasks in the ADP pro-
cess link up with completion of parts ofthe ADP
form.

15




®

ADP Task 1.
Prepare to deveiop ADPs

%

ADP Task 2.
Ottain information for the ADP

Y

ADP Task 3:
Analyze students’ needs and design a plan to address them

¢

ADP Task 4:
Put the plan into action

%

ADP Task 5:
Evaluate student progress

%

ADP Task 6
Revise the ADP

Figure 1. Planning for Academic Development Plan action




ADP Process

ADP Task i:
Prepare to develop ADPs

Y

ADP Form

ADP Task 2:
Obtain information for the ADP

Page One: Personal data, school subject infor-
mation, work history

Page Two: Assessment of needs and special
considerations (as available)

Y

ADP Task 3:
Analyze student needs and
design a plan to address them

Page Two: Assessment of needs and special
considerations (as required)
Page Three: Action plan

Y

ADP Task 4.
Put the plan into action

ADP Task 5:
Evaluate student progress

Page Four Monitoring activities

ADP Task 6:
Revise the ADP

Page Four: ADP update

Figure 2. Linking the ADP process to the ADP form




ADP Task 1:
Prepare to
Develop ADPs

Assess academic skill levels
Determine learning style
Ensure sex equity

Take account of special
considerations

handicapped youth

minority and immigrant youth
gifted and talented youth

- migrant youth

A number of factors influence students’
academic development. The most important of
these need to be considered in preparing to
develop Academic Development Plans. The
objectiveis todraw, foreach individual, a profile
of the student’s current academic status, needs,
interests, abilities, and goals. This profile pro-
vides the necessary backdrop for identification
of activities that win contribute to the student’s
academic development.

Those invclved in developirig ADPs needto
determine what information to gathier forsuch a
profile, and they need to initiate a systematic
processfor gathering thatinformation. The pro-
cess should be efficien (not administratively
burdensome) yet take 1into account the salient

factors affecting the student’s academic pro-
gress. Informati~n already available within the
school should be used, and any process already
in place for gathering information should be
built upon. The following factors should be
considered:

e Academicskill levels—currentand nee.'ed

e Learning stvle

® Sexequity

e Special considerations

Discussion of each of these factors follows.

Assess Academic Skill Levels*

A determination must be made of the stu-
dent's current academic status compared to
what is required for the student’s school pro-
gram. Ideally the assessment of basic skills will
point to specific strengths and weaknesses tobe
targeted for instructional planning.

Diagnostic Tests
Proficiency levels may be determined

through scores on standardized achievement
tests or performance tests given forthe purpose

of problem diagnosis. Care should be taken that
tests used for this purpose are valid, reliable,
and appropriate for both the purpose and the
student. However, what is most feasible in the
beginning for an ADP development program
may be the use of scores on tests already being
given in the school. These scores can be
reviewed relative to the ADP to see how well
they fit the ADP context. This procedure wili
easethe process ofinitiating ADP development.
After the program is well under way, a reas-
sessment of the choice of testing instruments
can be integrated with regular school planning.

*Some of the information in this section is from BASICS' Improving the Basic Skills of Vocational-Technical Students An

Administrator’'s Guide
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Many different testing instruments are
availabie for basic skilis, aithough not all serve
the special purposes of diagnosis. To be useful
for diagnosis, tests must provide scores that can
be related to explicit objectives for targeted
teaching-—notjustgive agrade-level equivalent.

Information from a teacher resource guide
about available tests and selection criteria is
reprinted in appendix B. The information is
offered as an overview that can be helpful when
a selection of diagnostic tests is feasible. The
information is provided as a starting point for a
topic that is complex in nature.

Occupational Area Competency Profiles*

In addition to diagnostictesting results, itis
helpful to have specific information to compare
the student’s basic skills with those considered
important in the targeted occupational area.

Occupations vary in the importance placed
on various types of basic skills. Certain jobs rely
heavily for instance, on listening and speaking.
Others use reading and writing. Similarly,
mathematics requirements vary greatly across
occupations.

Basic academic skills cover a wide range
from reciting the alphabet to the solution of
mathematical equations. The most efficient use
ofresources will beinsured by focusing onlyon
those skills relevant to success in a particular
occupational area or job, and those for which
students show a need for instruction.

Identification of job -related academic skills
is important for a number of purposes, two of
which are assessmentand curriculum develop-
ment. Many teachers will have gone through this
identification process and can build and adapt
from the way their information is already orga-
nized and formatted. Discussion of how to
cross-correlate occupational tasks and aca-
demic skills for purposes of curriculum devel-
opment 1s contained in BASICS' Instructional
Materials Development, and a sample matrix for

‘Much of this section 1s adapted from Dunn (1982. pp 14-15)

organizing the information is provided there
That matrix could be adapted {or use as a stu-
dent academic skills profile as well.

Another sample matrix is presented here as
figure 3 (this sample is completed as a Cross-
correlation of academic skills and occupational
duties for a baker). Here the degree of impor-
tance of an academic skill in the performance of
a job duty is registered. A numerical scale for
degree of importance could also be used. Blan*
matrix forms are included as appendix C. Once
the occupational and academic skills have been
cross-correlated, teachers can rate any student’s
skills on a blank copy of the same mairix.
Teachers may want to involve the student in
these ratings.

The lllinois State Board of Education
(Greenan 1984, 1985) has published a set of
matrices correlating math and communications
skills with occupations in five vocational train-
ing areas. Student self-rating and teacher rating
instruments to assess generalizable math and
communications skills are provided for diagnos-
tic and prescriptive purposes.

Use of the same matrix for planning a
course and reporting student skills ensures
consistency. The particular academic skills used
on the sample matrix are subject to revision
and/or expansion for ariy specific occupation.

The matrix profile of occupational tasks and
basic skills can provide information useful for
reporting student achievement. The profile can
serve as a checklistto record student progress
This can then be summarized on an employabil-
ity form which students can take with them on
job interviews.

In summary, those involved in developing
ADPs should use both the available diagnostic
test information about students’ academic skill
levelsand som=form of competency profile that
relates their academic skills to their occupa-
tional program. This process will enable them to
compare current skills with those needed and
will provide a solid basis fot planning.
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Vocational Area ACaeals @rels MM—/ Compieted by g tic sfhats
Program Course Fooel sdercect Date W ZZ 7
Job Tiie Fadleyy

MATHEMATICS

Anthmetic Computation General Mathematics
Numerical
Whole Relations and S'mple Linear
Job Duties Numbers | Fractions | Decimais | Measurements Equivalents Equations

A-1 Clean premises W
A-6 Handle and store -0'/17
supphies and . ﬂ«,dn,‘d
equipment
repare and bake <
yeast doughs gD Dmpa
8-2 Prepare cookies pie Ly —Za f
crust French pastry B 2 rxpad

C-1 Seleci vanious types
of ftour for mexes

N
N

¢+
-

D-1 Order supplies

D-

n

Recesve store and
disburse supplhes/

. products

ER{E

il Gptint

READING
Informational Criticat
Detect Fallacy
instruc- Inter and Persua-
Job Duties Facts tions Ideas Meaning Generalize sive Intent

A-1 Clean p:emises

A-6 Handle and store
supplies and

equipment

B8-1 Prepare and bake . s ¢
yeast doughs

B8-2 Prepare cookies pie 0 13 ,6
crust French pastry 1

C-1 Select vanious types
of flour for mixes

i

D-1 Order supplies

D-2 Recewe store and
disburse suppiies/
products

MR
%

M
Figure 3: Sample basic skills/job duly forms:
‘ trade and industrial—-Baker.

Adapted from Dunn (1982, pp. 16-21). 9
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ORAL COMMUNICATIONS

Listening Comprenension Language Usage
To Detect
To Comprehend To Inter Meaning Inconsistency
Literal Meaning orto Faltacy or Speaking Speaking Tver
Job Duties ot Message Generahze Persuvasive Intent | Selecting Words Face to Face the Telephone

A-t Clean premises

\Orngorldnrt

i

A6 Hancle and store
supplies and
equipment

=

B-1 Prepare and bake
yeast doughs

BRI

W

B-2 Prepare cookies pie
crust French pasiry

P
E

C-1 Select vanious types
of tiour for mixes

o
*é

D+t Order supplies

Tk
vy
wr
sl

i
i

0 2 Recewe store and
disburse supphes/

i
‘E

products
WRITING
Structure of Wrriten Messages Mechanics Word Setection
Outlines
Key Words Phrases Letter and
and Briet Sentences Other
Notes and fFormal Wete
Job Duties Paragraphs Messages Capitaiize Punctuate Legibly Spelt Alphabe‘i2e Grammar Diction

A1 Cleanpremises

A6 Hangre and store
supphes ang
equipment

81 Prepare and bake
yeast doughs

B 2 Prepare cookies pie
crust French pastry

C t Select various types
ol iour for mixes

D 1 Order supplies

D 2 Receve store and
isburse supplies
products

my
L

Figure 3—Continued
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SCIENCE

Scientific Methoa

State
HyPotheses

Use

sob Duties Equipment

Meas re

Reiate
Panciples
to Vocation

Oraw
Cont lusions

Galher
Dara

A 1 Clean premises

A6 Handle and stoce
supphes ang
equipment

P

B-1 Prepare ang bake
yeast ¢oughs

B 2 Prepare cookies pie
crust French pastry

LY

C 1 Setectvanous lypes
of tiour tor mixes

-1 Order supplies

0 2 Receiwe store and
gisburse supphes
Products

Figure 3—Continued

Determine Learning Style

As teachers have worked toward finding the
most effective instructional methods, they have
consistently been confronted with individual
differences among students—what works to
help one student learn may not work for
another.

Some of these tndividual differences in
cognition have come to be called cognitive
styles. These cognitive styles seem to develop
slowly through experience before becoming
automatic ways of processing information. The
attempt to apply research findings about indi-
vidual differencesin cognition to the question of
effective instructional methods has led to the
concept of learning styles. Keefe (1979)
describes learning styles as ‘“characteristic
cognitive, affective, and physiological behav-
iors that serve as relatively stable indicators of
how learners perceive, interact with, and
respond to the learning environment” (p. 4).

For purposes of helping a student maximize
academic development, it is helpful to have
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some information about that student's learning
style. Appendix D gives information about
teacher diagnosis of learning style and corres-
ponding teaching techniques.

It should also be recognized that, although
the term “learning style” is relatively new, good
teachers have been working to assess itin their
students for a very long time through careful
observatior. Informally gathered learning style
information is often the basis for immediate
adjustment of teaching in the classroom. While
informal observation may yield somewhat less
accurate information than a formal diagnosis, it
is still valid and should not be discounted.

Since teachers may tend to teach the way
they themselves learn, it is helpful for teachers
to be aware of their own learning style. One
reason is that “students and teachers whose
cognitive styles are matched tend to judge each
other (in regard to affect and ability) more
highly than those who are unmatched” (Kirby
1979, p. 42). Awareness of this tendency can
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help teachers try t be conscious of how they
judge students.

If both teachers and students are knowl-
edgeable about their own and each other's
styles, they can try to adapt them so as to
enhance learning. According to Cornett (1983):

Once teachers gain an appreciation of
the variety of learning styles, they can
respect learning style differences and
adapt their teaching styles for different
situations. They may also be alert to situa-
tions in which students’ learning styles
limit their success in academic areas. For
example, with strongly right-brain learners
whc may have difficulty memonizing, the
teacher might suggest alternatives to the
rehearsal method or memorizing, using
visual ifrage mnemonic techniques.

Itwould be unrealistic as well as unde-
sirable, to match learners with teachers,
based on their learning styles, all the time
Rather, we should encourage the "flexing,’
capabilities of both teachers and studen .s.
The process of having students gredually
become more adept at adjusting learning
style to teaching style and task has been
labeled “learning-to-learn.” Once stuuents
learn how to learn, they can transfer this
ability to alllearning situations and become
increasingiy less dependent on a teacher.

Additional information about learning style is
contained 1n BASICS' Learning/Teaching
Styles.

Ensure Sex Equity

Sex equity is an important consideration
when preparing to discuss a young person’s
future plans and how to help him/her achieve
the fullest potential. Occupations and social
roles have long been defined and discussed on
the basis of sex, and these deeply ingrained
patterns are slow to change. The pattern limits
the occupations presented as viable to both
females and males, and this in turn affects aca-
demic choices, goals, and incentives for both
females and males.

In addition, particular subjects have often
been presented as more suitable for either
males or females, and biases have been fostered
about their ability to achieve in these subjects.
For example, a girl' incentive to achieve in
mathematics is damaged if she is told that “girls
don't do as well as boys in math, butit's all nght
because they don't need to.” [Actually, contro-
versy surrounds statistics indicating superior
male achievement in math, which are rarely
adjusted forthe smaller number of math courses

taken by girls—often due to peer or family pres-
sure to discontinue math studies when they
become optional at 10th or 11th grade (Baker
1986).] Similarly, a boy's writing efforts may flag
if he hears that “women just have a way with
words.” This negative effect on individual aca-
demic development is compounded in the
aggregate with many undesirable implications
for society.

All those involved in helping to prepare
ADPs should have a high awareness of sex
equity as an important issue in academic devel-
opment. They should stand ready to counter
biases arid myths as they come upin discussion,
and they should even do what they canto dispel
erroneous ideas that may be left unspoken.
Such ideas continue, at leastimplicitly, in many
of the academic and vocational materials used
inschools. A summary of sex equity principless
provided inappendix E for use by thoseinvolved
in the ADP process.




Take Account of Special Considerations

The previous d'scussicn involved a number
of factors to considerin preparingto develop an
ADP: need to assess the student’s skills levels,
the student’'s learning style and the need tocon-
sider it when ealecting instructional activities,
and the need to ensure sex equity when stu-
dents choose academic courses or occupations
Other special considerations may influence a
student’s academic development. Information
follcws about these considerations: handi-
capped youth, minority youth, immigrant youth,
gifted and talented youth, and migrant youth.
Additional information is contained in BASICS'
Special Populations.

Handicapped Youth

Any of avariety of handicapping conditions
may be present. Public Law 94-142 defines
“handicapped children” as those ages 3 through
21 who are evaluated according to the regula-
tions and who, as a result, are found to be—

¢ mentally retarded,

hard-of-hearing,
e deaf,
e speech-impaired,
e visually handicapped,
e seriously emotionally handicapped,
e orthopedically impaired,
* blind,
e specific learning disabled, or
® other health impaired.

Because of the unique needs of handi-
capped students, a National Center document
designed to assist teachers in meeting therr
needs is reprinted as appendix F. Thisappendix
should be consulted when preparing an IEP for
a handicapped student. The IEP, if comprehen-

sive enough, would preclude the need for an
ADP for these students. The appendix contains
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specific information for each of the handicap-
ping conditions listed above and provides pos-
sible adjustments that may be required in vocza
tional programs

Minority and Immigrant Youth

Although immigrant and minority youth
have some of the same difficulties with school-
ing typical of low SES majority-group youth,
other issues in education are pecuhar to immu-
grant and minonity youth and arise because of
their special circumstances. Among the impor-
tant educational issues are such factors as lan-
guage instruction, underachievement, individ-
ual learning styles, curriculum, tests, the
organization and procedures of schools, and
the training of teachers and administrators In
addition, attention mustbe givento the relation-
ships between school, home, and community,
and the specific role of youth. These factors are
discussed in appendix G.

Gifted and Talented Youth

“Gifted and talented” means children and
where applicable, youth, who are identified
atthe preschool, elementary, or secondary
level as (1) possessing demonstrated or
potential abilities that give evidence of
high performance capability in areas such
asintellectual, creative, specific academic,
or leadership ability or in the performing
and visual arts; and (2) needing differen-
tiated education or services (beyond those
being provided by the regular school sys-
tem to the average student) in ordér o
realize these potentialities. (Federal Regis-
ter May 6 1976, p. 18666)

The 1976 defimition suggests that educators
should individualize programs to accommodate
gifted and talented students in all progiam
areas. This may include differentiated program-
ming. including additional contentin the curric-
ulum. This is critical to the effective insiruction
of gifted and talented students who lose interest
in school when they are forced to work with a
group whose learning style is different, usually
slower, than their own. Pacing is an obvious
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response to the need for individualization,
because itenables students to pursue individual
interesis and compieie assignmentis at their own
rate.

Modification of instruction for gifted and
talented students isultimately the responsibility
of classroom teachers. Teachers can contribute
to gifted and tale.ited student performancz by
such practices as (1) caring about the gifted
student as a whole person., (2) treating the
student more as a peer than as a subordinate,
(3) providing more freedom (less structure) for
gifted and talented students, and {4) being wil-
ling to accommodate students’ interests and
aspirations rather than focusing solely on con-
tent. Additional information about individualiz-
ing and differentiating programs for the gifted
and talented is provided in appendix H.

Migrant Youth

Less uian 1 percent of all migrant youth
registered in school in the United States are

enrolled 1n vocational education programs.
Vocational education is not generally regarded
as dasirabie among minority popuiations,
migrant youth in particular. Minority group par-
ents generally prefer a college preparatory cur-
riculum for their children because they believe
that vocational education is for students of 'ow
ability. The limited number of bilingual voca-
tional education programs is also acknowledged
as a major factor contributing to the lack of
participation by Mexican-American youth, inclui-
ing migrants.

Innovative programs which include the fol-
lowing elements are needed to meet the voca-
tional needs of migrant youth: development of
(1) communication skills, (2) basic skills. (3) a
positive self-concept, and (4) a future-orientated
attitude. The ADP can be the vehicle for provid-
ing these piograms. Further, an element of con-
tinuity in the youth's academic life can be pro-
vided if the youth carries his/her ADP from one
schooling situation to another. Appendix | con-
tains additional information about the needs of
migrant youth.

Summary

It must be obvious at this point that prepara-
tionto develop ADPs involves a significant effort
on the part of all who participate to become
aware of the factors that influence the individual
needs of students. However, the development of
such an awareness has importance for educa-

tors that goes far beyond the development of an
ADP. so the effort is worthwhile in a broader
context. Once the background preparation has
been accomplished, succeeding tasks for
developing the ADP are straightforward.
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Obtain

the ADP

ADP Task 2

Information for

e Gather the data
e Record preliminary information
on the ADP form

The successful formulation and implemen-
tation of the ADP requires cooperative effort.
Several people need to contribute information.
The composite of this information is the basis

for developing the plan. A sample ADP form I1s
presented in appendix A. The form indicates the
information that should be obtained for each
student.

Gather the Data

Those spearheading the ADP program need
to establish how the required data can be
gathered most efficiently. In many schools,
much of this data is already reported in some
way Grades and test scores are available, and
reports of learning style or psychological eval-
uation are in the student’s guidance file. Such
datasimply need to be centralized if they are not
in one place already.

In‘ormation not readily at hand is likely to
be of a1 informal assessment nature—insights
from tea thers and counselors, for example. To
obtain th's information, a preliminary meeting
may be conducted at which those with the great-
est involvement with the student can share
insights. An alternative is to ask for written
comments to be submitted.

In some schools the decision will be made
to reassess the effect.veness for ADP purposes
of the diagnostic tools in current use. A small
group of educators should participate in the
determination including an academic teacher, a
vocational teacher, and a counselor. Counsel-
ors, having a range of sources for standardized

tests, can select instruments or provide helpful
guidelines regarding administration and scor-
ing procedures, norms, reliakihty, and validity.
Teachers are able to judge whether particular
tests adequately reflect achievement in their
content areas.

While the ADP tasks involve a cooperative
effort, one person needs to be designated as the
faciiitator for each ADP. The facilitator is
responsible for—

® checking that existing recorded student
informatior is gathered in one place,

® arranging to obtain additional information
through a preliminary staff meeting or
request for written comments,

® arrar+,ing for recording information on a
draft ADP form, and

® arranging a meeting to analyze student
needs and design a plan to address them.




Record Preliminary Information
on the ADD Form

The ADP Form as a Whole

The ADP form provided as a sample in
appendix A can be duplicated forimmediate use
ifitis suitable for the school’s program or it can
be adapted. For example, if {est information is
already centralized, recording it again on the
ADP form may not be necessary. Furthermore,
as with all written data, conficentiality is very
important. In deciding how the information will
be handled, district practices regarding confi-
dentiality must be followed.

Cne option to consider is duplication of the
form onto a manila folder for each student. The
folder provides a durable record which can be
used to hold ongoing progress reports and sup-
plementary information.

The following sections discuss the various
sections of the form incremental'y.

Page 1: Personal Data, Sck0l Subject
Information, and Work History

The student should be responsible for
recording preliminary information on the first
page of the ‘'orm. Some may need assistance in
filling out the form at the outset, but 1t is impor-
tant that they be given the expernence. First of
all. 1t is suitable for the student benefiting from
the plan to perform the task. This relieves busy
school personnel who would otherwise be called
on n addition, the studer' .sill develop a
needed skill, as the ADP form i1s not greatly dif-
ferent in nature from an employment apphcation

If feasible, an aide trained by a counselor
might initially prcvide help to students who
need it. This process gives the students a brief
orientation and enlists their active and enthusi-
astic cooperation. The ADP process should be

-

explained briefly so the student will know what
to expect.

A sample of page 1 is provided in figure 4.
This part of the form is largely self <planatory.
The student should know the facwual informa-
tion. If nat, most of it would be availahle in
school records. An exception mightbe empl..yer
information. The student can be asked to find
out this information at home, :f necessary.

The interest ite: 1s on school subjects and
jobu will be readily answered by some students.
Others who are less analyticaliy inclined may
need some guidance to work through their
responses. (Determine Needs and Interests of
Students Module B-1 of the Performance-Based
Teacher Education Modules published by The
National Center for Research in Vocational
Education 1977, provides information on this
topic.) Part of the benefit of the response is to
show students that their experiences provide
information helpful for future planning, if they
foilow through on analyzing it. The “best” and
“least” terminology pushes students with few
positive feelings to look for what is relatively
positive in their experience, and it pushes those
with mostly positive feelings to be
discriminating.

Some students, especially those who have
had little exposure to options, may have diffi-
culty answering the last two questions about
courses they would like to take and their job
goals. These questions can motivate them to
seek information about options, which in turn
canbe used as a springboard for counselors and
teachers to offer such information. It 1s also
important to tell students that definite choices
are not required at this time, and that any
choices they do make should be considered
tentative.

DN
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Student's Name: Program:
Grade: Coordinati..g
Birth Date: Teacher(s)
Present Date: Counselor:

School:
Parent/Guardian: Address
City: Zip Phone:

SCHOOL SUBJECT INFORMATION

Favorite school
subject(s)

Schooi subject(s)
most disliked:

School subject(s) in
which you did best:

least well:

School subject(s)
in which you did

WORK HISTORY—List most recent employment first—Use additional sheets If needed

Employer Name and Address

Employed
From- To

Job Held (cite special skills required):

Which of vour past jobs did you like
most? Why?

Which of your past jobs did you like
least? Why?

What job skills do you have?

What academic or vocational courses would you like to take?

What are your job goals after high school?

Figure 4. Academic Development Plan, page 1
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Page 2: Assessment of Needs

Tests already administered and evaluations
already completed can be recorded by the facil-
itator atthis stage of the process. Figure 5 shows
the part of the form used for recording these
data. It would not be expected, however, for
tests or evaluations in all categories to have
been administered, nor would they necessarily
be recommended. This is simply a place to
gather and identify data foir synthesis, within
confidentiality guidelines.

The facilitator should decide whether the
tests and evaluations completed are adequate
for useful planning. If not, the facilitator should
make recommendations for others that will be,
and take the necessary steps to plan for them.
This may mean, for example, simply registering
the student’'s name with the counselor for the
next basic skills test being administered, or
submitting a request to the spee~h therapist for
an evaluation.

When all the tests and evaluations have
been completed, the facilitator can record the
results in the “Summary of test results and their
implications” space shown in figure 6. If the
facilitator is not a counselor or another person
trained intestinterpretation, consultation with a
counselor would be important.

The facihtator should seek information
from academic and vocational teachers for the
“summary of course performance information”
space shown in figure 6. If a preliminary meet-
ing is to oe held, this is the time to obtain the
information. Ctherwise, written information can

be requested The teacher(s) responsible for
generating the cross-correlation of skills for the
student should submit this for incorporation
into the summary. A transcript of the student's
course performance should also be included.

Page 2: Special Considerations

The facilitator shculd record on the left side
of the section, shown in figure 7, any known
information about problems that the student
faces. A health problem or a physical handicap
will sometimes be apparent from the evaluations
performed. Other information may be obtained
from school records. However, some informa-
tion in these categori¢s may not be formally
recorded. Information from long-term observa-
tion should be included here. For example, if a
teacher has noted that a student frequently asks
to be excused from class because of feeling ill,
this should be noted for investigation of a possi-
ble heslth problem. However, it would not be
suitable to include information that is specula-
tion or hearsay.

Information about special programs and
services currently provided to the student can
be recorded on the tight side of the “Program
and Services” area, second column. (Seefigure
7.)This information should already be a matter
of record. Tutoring provided on an informal
basis may not be evidentfromtherecc.d, buta
teacher will usually be aware of it.

The remaining items on page 2 of the ADP
form should be left blank, awaiting the analysis
and planning stages.

ASSSESSMENT OF NEEDS—ADD TRANSCRIPT AND 5KiLLS CROSS—CORRELATION

Tests administered: (list)

[ None [ None

O interest [ interest

[ Achievement 0 Achievement
O Aptitude [ Aptitude

[ Learning Style [ Learning Style
[ Basic Skiils [ Basic Skiils

[ Other (specity) [ Other (specity)

Tests recommended: (list)

Evaluations Completed
Medicel

Psychological

Speech

Hearing

Visual Testing
Orthopedic

Other

Evaluation Data Adequate
Specuy Nesded Data

Figure 5. Assessment of needs
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Summary of test results and their

‘ implications:

Summary of course performance

information:

Figure 6. Summary information

Special Considerations

0O Personal problems

O Health problems

O Physical handicap

O Limited English proficiency
O Other (specify)

PROGRAM & SERVICES

Check if
Currently
Provided

Check if
Needed

comments

Basic Skills Class

Tutoring

Vocationa!l Schoo!

Home School

Transportation

Home Instruction

Speech & Hearnng

LEP Ciass

Other

| Other

Figure 7. Special considerations

19

30




™™

Analyze

Them

ADDP Task 3

Students’ Needs
and Design a
Plan to Address

e Arrange for an ADP planning
meeting
® Formulate the action plan

Once the preliminary information has been
gathered and recorded. the draft of the first two
pages of the form should be shared with the
entire ADP team (again, within confidentiality

guidelines and depending on who the team
members are). The team will then discuss the
student’s needs and design an action plan to
address them.

Arrange for an ADP Planning Meeting

Form ADP Team

The ADP team should include people who
have been directly involved with the student and
can contribute to the stugent's academic devel-
opment. The student should participate person-
ally on the team so as to develop a sense of
ownership of and commitment to the resulting
plan. {(However, depending on the sensitivity of
any information to be discussed at the planning
meeting, the facilhitator may decide to have the
student not be present for the entire meeting )

The facilitator is the team leader, but is also
likely to be the student’s couns2lor or teacher,
and so will play a dual role. The remaining posi-
tions on the team will n2ed to be decided partiy
on the basis of availability, the staffing situation
at the school, and time to be committed to the
ADP program, and partly on the student's situa-
tion. It is highly desirable that a counselor be
involved on the team. Counselors’ expertise in
evaluation, planning, and facilitating is valuable
forthe ADP program. (Further discussion ofthis
point is in the BASICS' introduction to the
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counselor support role, Provide for the Basic
Skills.) However, in a school where the coun-
selor is heavily burdened with a large guidance
caseload of a problematic nature, this may not
be immediately possible. This fact should not
preclude initiating the ADP program but should
indicate the need to begin with what is practical
and work toward the ideal. The counselor may
be able to participate on certain ADP teams,
perhaps those for students with the most clearly
defined basic skill needs or the most significant
barriers to academic achievement. Since the
counselor is likely to be spending an appreci-
able amount of time on bebkalf of those students
anyway, participation on their ADP {eam actu-
ally represents an opportunity to work more
eftectively to meet the student’s needs because
of the joint effort involved

The coordinating teacner in charge of the
student’'s major program is important to the
team. For example, a vocational student in the
Auto Mechanics Program should have the
teacher incharge ofthat program on the team. If
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only one vocational teacheris to be involved, the
teacher in charge would be in the hest position
to solicit input from the other teachers in tkat
program.

Given the academic focus of the ADP pro-
gram, an academic teacher who is involved with
the student should be on the team. The selection
of the academic teacher could be determined
part'y by the nature of the student's vocational
program. Most vocational programs involve a
variety of academic skill areas, soitisimportant
here aiso to solicit input from teachers in all
these areas. Because some programs draw more
heavily on one academic skill areathan another,
it would be suitable to select & teacher from the
area of greatest importance. For example, a
drafting program relies heavily on mathematics
and a secretarial program on Enghsh.

The student’s parents or guardian should
be invited to join the team. Their unique per-
spective on the stugent can be invaluable, and
their participation provides an important oppor-
tunity toinvolve themin the school grogram and
to enhance school-home communication. Since
there is widespread evidence that what is done
at home to support education can greatly
improve student achievement, parents’ under-
standing of the student’s academic goals and
objectives is of consequence.

In certain situations, other individuals may
be able to contribute to the student’s academic
development: special services personnel, an
employer, a community agency representative,
or a close adult friend. A balance should be
maintained between keeping the team a work-
able size and obtaining significant input for the
student. An option i1s to ask for input from some
people who are not included on the team. Fig-
ure 8 shows potential members tc select from
to form the ADP team to plan for the student’s
academic development.

Plan the Meeting

The facilitator should arrange the time and
place for the planning meeting and contact all
the team members. This can be handled within
the school through whatever scheduling and
communication procedures are in place. Figure
9shows a sample letter that can be sent tothose

outside the school, perhaps after an explanatory
phone call. The agenda for the meeting should
be established in advance so that all participants
have a clear understanding of what 1s to take
place and can contribute effectively. Productive
use of time is also a factor. The agenda should
include the following items:

¢ |ntroduction of team members

¢ QOrientation to the concept of the ADP,
including the objectives of the overall pro-
gram and of this meeting

® Guidelines or ground rules for group inter-
action {optional)

e Systematic review and discussion of
information on pages one and two of the
draft ADP

¢ Determination of need for additional tests
or evaluations

® Determination of need to provide addi-
tional support services

e Design of action plan including annual
goals, short-term objectives, and evalua-
tion procedures and criteria

¢ Recommendation of activities to imple-
mentthe plan and assignment of responsi-
bility for carrying out these activities

® Assignment of monitoring responsibilities

The facilitator should prepare to lead the
meeting. The style of the meeting should be
informal and relaxed, and everyone shou!d be
encouraged to contribute. Consensus should
be the decision-making method. A common
thread of agreement should emerge from
democratic discussion and deliberation,and the
facilitator should be sensitive to when consen-
sus has been reached. It may be helpful to
designate a recorder to take notes and to com-
plete the ADP as the plan evolves. The agenda
should be followed carefully, especially with
regard to systematic review and discussion of
information on pages 1 and 2 of the ADP to
determine needs before starting to formulate
the plan.
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Parents, Guardian

A

Adult Vocational
Friend Teacher

Y

Community '
Agency - » Student Academic
Representative(s) < . Teacher
Guidance Spef:lal
Counselor Services
Personnel

Y

Employer

Figure 8. Potential ADP team members

Adapted from McKinney (1985, p. 51).




\?:4‘: o

Copies
Parent
Home School File
Vocational School File

Date:

Dear

A meeting to develop the academic development plan for this school year for
will be conducted as denoted below:

Date-
Time
Place

You are requested and encouraged to attend the meeting. Please inform me if you find that the
date or time or place is inconvenient. We will attempt to help with any problems.
ADP Procedures

1. This wall be an informal meeting.
2. Participants will include

3. Information discussed will be confidential.

Thank you for your assistance in this matter. If you have questions. please feel free to cali me
at

Sincerely,

Academic Development Plan Facilitator

- m ] R G D G DD M MmN S P W R BN SR SR SR N P SR W SR N SR Gm G R AR KR MR WS SR A % - -

PLEASE CUT OFF THIS SLIP AND RETURN IT IN THE ENCLOSED ENVELOPE

I/We will be able to attend I am unable to attend at the above time but
I/We do net wish to attend the meeting. can attend on:
Date Time

I/We are sending information to the teacher/coordinator which |/we wouid like you to consider
in drawing up my daughter's/son’s educational program. (Medical information, home behavior.
special likes or dislikes, etc.)

Student’s Name: Phone:
Address: Date:
Parent/Guardian Signature:

Figure 9. Sample notice of academic development plan meeting
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Formulate the Action Plan

Annual Goals

The beginning point for the Action Plan is
the selection ofannual goals (see figure 10) that
can be established through an analysis of the
following:

e Student needs inventory that specifies
both needs and interests of the student

® Present level of student performance
e Student's career goal, If specified

® Graduation and course requirements of
the school district

The academic goals selected should be dis-
cussed atthe meeting in reiation tothe student's
vocational work so the student can understand
how the goals support his or her overall career
goal. Forexample, if the cross-correlated analy-
sis chart of academic and vocational skills for
Brian in the 12th grade shows him to have an
overall weakness in the math skills that are con-
sidered important for his food service prograrm,
one of his goaiz 57 ould be to develop math skills
to match the entry-level requirements for a job
in food service. Bnan should have an under-
standing of what he needs to accomplish aca-
demically in his last year of high school if he
expects to be hired for a particular job when he
graduates.

For many students, the priority annual goals
canbe stated interms of the goals of the courses
they need to take to meet graduation and pro-
gramrequirements. The focus of the discussion
should be on what those courses will help the
student achieve rather than simply on success-
ful completion of the courses. This helps the
student to understand how the course is rele-
vant to his/her own needs. This deeper under-
standing shouid be a motivating factor.

Short-Term Objectives

It is recommended that short-term behav-
ioral objectives be written for each annual goal
using the critenon-referenced procedures for
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measuring successful performance Behavioral
objectives include the specific behavior that is
expected as well as any conditions that differ
from what would be the norm for that course
The teachers responsible for teaching the con-
tent of these objectives should be involved n
writing them. The objectives should be written
atabout the same level of specificity as the anal-
ysis of data that suggested the need for them.
They should be targeted enough to sddress the
needbutbroad enough to work with easily with-
out requiring detailed and cumbersome course
adjustments. The objectivesshould be written in
the space to the right of the annual goals (see
figure 10).

To follow through with the example, one of
Brian’s math weaknesses may be in handling
and converting fractions as he uses recipes
Rather than have this problem continue to
plague him, the math and food services teachers
might develop a short-terra objective that Brian
will beableto halve and to quarter a series of ten
selected volume recipes. Thus they are isolating
and addressing the problem individually.

Evaluation Procedures and Criteria

Evaluation procedures and cniteria should
be written next to the short-term objectives (see
figure 10).

The critenia for evaluation follow naturally
from the short-term objectives and should cor-
respond with the standards required for the job
In the example, the teachers might want to
require that Brian work at this objective until he
is able to convert the recipes with 1C0%
accuracy.

The evaluation procedures need not be
specified in great detail or in formal language
They are simply intended to clarify how one will
knowwhen the short-term objectives have been
reached. In Brian’'s case, when ten recipes have
been converted 1n two ways with complete
accuracy, the objective will have been met. Cne
niight consider a six or ten-week follow-up on
Brian's skill with fractions to ensure that he
retains the knowiedge and does not require
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ACTION PLAN

Team members
responsible for
monitoring:

Annual Goals Short-Term Objectives

Evaluation Procedures

& Criteria

Figure 10. Action plan

additional assistance. Follow-up might also he
provided by calling on Brian in class to give him
practice with fractions.

Team Members Responsible
for Monitoring

To avoid any confusion as to who will eval-
uate the performance for a given objective, a

person should be designated for each one. It
might be one of the teachers involved in teach-
ing the content. Space is provided to note the
name beside the evaluation procedures (see
figure 10).

Activities Recommended with Responsibilities Identified

If specific activities can be identified that
will help the student meet the objectives, they
should be noted in the space provided (see fig-
ure 11). The team members should not feel itis
their role to work out all the specifics of such
activities. Rather, the form provides a place to
capture ways to help that arise through discus-
sion. For example, a peer tutor might work with
Brian on fractions to help him understand the
math procedures involved. The math teacher
might provide some workbook materials at the
right level for Brian and the food services
teacher might provide recipes to use for prac-
tice. Bnian would need to commit the time and
effort necessary to work with the peer tutor and
practice the skills. If these activities are recorded
on an ADP, they are more likely to happen,
because everyone will have a common under-
standing of whatis to transpire. Or, if one of the
team members knows of available computer
software designed to provide assistance in
using fractions, this might be used. Or some-

one might be asked to review the list of soft-
ware owned by the school to see if something
suitable is available.

Further information about actwities and
strategies that may be helpful can be found in
the following BASICS' Targeted Teaching
Techniques:

® Techmque for Remediation: Peer Tutoring

® Technique for Computer Use: Software
Eval:uation

® Techmque for Managemert: Time for
Learming

The Primer of Exemplary Strategias gives
ideas that other teachers have used success-
fully, and Supplementary Instructional Re-
sources lists materials by skill area.
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Activitles Recomimended

Student Responsibiliiies

Figure 11. Activities

Closing the Meeting

Space s provided at the bottom of appen-
dix A--page 3 to 1dentify the team members
who have cooperated to develop the action
plan (see figure 12) The team facilitator should
give a brief summary of the decisions made
and any assignments or responsibilities identi-
fied The student should be made aware that he
or she 1s the personultimately responsible for
following the action plan and working toward

Name Title

the academic goals and objectives selected
The student should leave the meeting with
new. or renewed. resolve to make academic
progress, bolstered by the knowledge that the
team cared enough to give time and effort to
formulating the plan and that they are support-
Ing himor her as anindividual. That, in itself, is
worth a great deal.

Name Title

School Responsibiilties

Figure 12. Team members
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ADP Task 4:
Put the Plan
into Action

Just as the development of the plan entails
cooperation, its implementationn depends on
continued cooperatiun. The recommendation is
to give the resperiisibility for putting the planinto
action to the student. The studentshould havea
copy of the ADP (at least pages 1 and 3) for
reference and to check off accomplishments.
However, the student's initiative, receptiveness,
and effort need to be combined with the guid-
ance, instruction, and general support of others
on the team, plus some who are not on the team.
Even a plan calling for a great deal of indepen-
dent work, such as might be devised for a
talented student, will involve a teacher to sug-
gest directions for exploration.

The pattern of responsibilities has aireaay
been worked out in the plan. Now each person
needs to follow through on those responsibili-
ties. The facilitator can play an informal coordi-
nation role in the early stages to be sure the
activities are under way. The designated moni-
tor for various objectives will need to check as
well. If special support services have been
selected, the jacilitator should see that they are
initiated.

ideally. the cooperative effort should ex.end

beyond all persons’ carrying out their separate
responsibiities. One of the benefits of the

29

planning process that st,~uld be capitalized on
isthe sense ofteamplay that isengendered The
student has a new understanding of how differ-
ent pieces of an academic program fit together
toformapurposeful and synergistic whole. The
team members also share in this understanding
which shouldenable them to communicate with
each other, as well as with the student, on a
different level. This enhanced communication
should include the parents and other out-of-
school team members as well as school staff.
Indeed. one might expect greater involvement
and encouragement from these out-of-school
members. Overall, there should be a heightened
awareness of the importance of the individual's
academic achievement and of cooperative sup-
port as an elementin that achievement.

Itisrecognizedthat the exact procedure for
putting the plan into action will vary according
tothe schoolor district circumstances and poli-
cies. Schoolimplementation and program issues
are complex and of a magnitude beyond the
scope of this document. Therefore, while a
general overview of an idealized situation is
given here, detail is lacking and needs to be
supplied for each specific setting by those weil
aware ofthe current practicesand constraintsin
that setting.
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MUJr

Monitor

Student
Progress

Task 5:

Systematic monitoring of a student’s prog-
ress is necessary to ensure thatimplementation
of the planis kepton track. Team monitors have
been noted on the ADP form for each of the
goals and objectives of the plan. They are
responsible for evaluating student progress, but
it 1s to be hoped that the student will assume
some responsibility in triggering the evaluation

Page4 ofthe ADP form has space forreport-
ing monitoring activites with the date and the
outcome, as shown in figure 13.

During the monitoring process, each team
member should report the results by simply
entering the information onthe form keptonfile.
This procedure maintains the informationin one
central location. As datas accumulates, a more
accurate picture of the student's academic
situation emerges.

Another purpose of the monitoring is to
ensure future opportunities to continue to i1den-
tify strengths and weaknessesinlearningandin
instruction. Early identifi~ation of problems
allows for timely correction. Receiving feedback
on progress tends to increase student motiva-
tion and achievement.

Any support services put in place for the
student should also be issuing progress reports
through their own processes. For example, ifthe
student is receiving tutoring through an crga-
nized peer tutoring program, regular reports
should be made by the tutor.

The facilitator should review the progress
reports pericdically. The degree to which facil-
itators can regularly address themselves to
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revi2w and follow-up activities will vary with the
staffing of each particular school. In schools
that issue interim reports partway through 4
grading period, it may be possible to fold an
ADP review into that process. in most schools it
is probably practical to review ADP progress at
the beginning or end of each grading period
when it would occur most naturally. This timing
also allows for analysis of the student's grades
in the context of the overall plan.

To the extent that it is possible, further
action should be taken on the basis of the
reports. If progress is being made overall but a
problem in some academic area is not being
ameliorated through the suggested activities,
some adjustments may be in oraer. The facilita-
tor can discuss this situation with the team
member most closely associated with the prob-
lem area, and they may be able to modify the
plan constructively.

If little or no progress is evident in the stu-
dent's academic achievement, steps should be
taken to find out why. The facilitator will want to
talk to those involved with the student and/or
discuss the situation directly with the student.
The facilitator may even feel, in some instances.
that the team should be reconvened to deal with
the problem. The atmosphere of such a session
should notbe judgmental or punitive, butrather
concerned and constructive. Sometimes simply
focusing attention on a problem and letting the
student know that others have noticed and are
concerned can make a difference.

Good academic progress does not lessen

the importance of feedback. The opportunity to
provide positive reinforcement to tt2 student
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MONITORING ACTIVITIES

Activity Date Qutcome

Figure 13. Monitoring activities

should be seized. Reinforcement should be In summary, the purposes of the monitoring
forthcoming for progress rather than only for process are to maintain contact witk the stu-
high grades. The form of reinforcement might dent, to see that the plan is being imptemented
vary from the facilitator's seeking out the stu- effectively, and to make any adjustments or
dent in the hall or sending an informal note to responses necessary.

say "well done,” to the principal’s writing a brief
message on a report card.




ADP

ADP Task 6:
Revise the

The Academic Development Plan should be
reviewed and revised at least annually. If feasi-
ble and desirable, the timing can be worked out
tobecompatible with the school's scheduling of
courses for the following year * ) as to minimize
demands on staff time. The pracedure is much
the same as that fo- Jriginatingthe ADP, except
that the information on the form can be reviewed
and updated rather tnan initiated.

The facilitator should plan a meeting of the
team members. The same team should bere .on-
vened for the sake of contin'ity unless there is a
reason {o do otherwise. For example, a team
member might be changec if the student had
changed programs during the year or ifinterac-
tion had been hindered by personality
differences.

Before the meeting., the student should
review the first page of the ADP form and update
any items for which the responses have changed.
The facilitator should do the same for page 2 of

the form. Any tests or evaluations that have been
completed over the past year should be entered
on the form. If revisions are made, that fact
should be noted in the ADP Update section on
page 4 of the form as shown 1n figure 14. If the
revisions are extensive, a new page can be
attached and indicated in the ADP Update
section.

The rest of the ADP Update section should
be filled out, essentially as page 3 was, during
the re*iew and revision meeting. The team
members should review the entire form. Con-
sideration should be given again to whether the
information available 1s sufficient to form the
basis for modifications to the plan forthe follow-
ing year.

Discussion with the student can center
around which objectives were attainedsuccess-
fully, which were not, and why. Reasons for suc-
cess are justas important as excuses for lack of
progress. The team can focus on the positive
factors and build on them for the future.

ADP UPDATE

Review conference conducted? O yes

O no

Date:

Atte.."ed by

Page 1 Revisions [J yes 0O no

Page 2 Revisions O yes

O no

Modifications to annual goals:

Modi

fications to short-term goals.

Revised Activities

Student Responsibilities

Schoo! Responsibilities

Flgure 14. ADP Update
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If additional space is needed in any cate- At the end of the review and revision meet-
gory on a page of the form, a new page of ths 1ng. the facilitator should ask team members for 9
formcan be substituted. If pages areadded, itis their evaluative comments about the ADP pro-
wise to date each new page of the form at the gram and procedures. These comments can be

upper right to indicate the latest information. compiled for program improvement purposes.
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Conclusion

The Academic Development Plan provides
an effective vehicle for individualizing the stu-
dent’'s academic program. The ADP process
provides for centralizing information on the vari-
ety of factors that influence a student’s aca-
demic progress. The individuals involved with
the student’s academic life form a supportteam
to consider theinformation, using it to plan how
best to help the student. Completion of the ADP
form then concretizes the plan and provides a
vehicle for sharing information, monitoring, and
updating.

How well the ADP process can be imple-
mented ina given time will vary according to the
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school situation, with special regard to statfing
and development of a commitment to joint
eftort. Educators are urged to consider the ideas
presented for individualizing the academic pro-
gram regardless of how fully their school can
implement an ADP program. The salient pur-
pose of this Targeted Teaching Technique isto
focus attention on the significance and effec-
tiveness of working as a team with students as
individuals. The second purpese is to demon-
strate a systematic procedure for converting
this abstract idea into a concrete program.
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Academic Development
Plan Form
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Student’s Name:

® o

ACADEMIC DEVELOPMENT PLAN*

Program:

Grade: Loordinating Teacher(s):
Birth Date: Counselor:
Present Date: School: _
Parent/Guardian: Address:
City: State: Zip: Phone:
SCHOOL SUBJECT INFORMATION
Favorite school School subject(s)
subject(s): most disliked:
School subject(s) in School subject(s) in
which you did best: which you did least well:
WORK HISTORY—List most recent employment first—use additional sheets if needed g”
Employed 3
Employer Name and Address From: To: Job Held (cite special skills required): %
>
A
Which of your past jobs Which of your past jobs What job skills do ycu have?

did you like most? Why?

did you like least? Why?

What academic or vocational
courses would you like to take?

What are your job goals
after high school?

45

*This four-page plan was designed and developed by the authors as an ada
by The National Center for Research in Vocational Education. Permission

ptation of the IEP form found in McKinney and Vreeburg {1985) ; copyright is claimed
to duplicate for educational purposes is hereby granted.
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ASSESSMENT OF NEEDS—ADD TRANSCRIPT AND SKILLS CROSS-CORRELATION

Tests administered: (list) Tests recommended: (list) Evaluations completed
(CINone [INone Medical (JYes [JNone
Olinterest [Jinterest Psychological (JYes  [INone
CJAchievement [JAchievement Speech -~ [JYes [CINone
ClAptitude CJAptitude Hearing (dYes  [JNone
(JLearning Style [JLearning Style Visual Testing _ (JYes [INone
(_JBasic Skills [CIBasic Skills Orthopedic CJYes  [JNone
Other (CJYes {"INone
[C]Other (specify) [JOtner (specify) Evaluation Data Adequate CJYes  [INo
Specify Needed Data:

Summary of test results and their
implications:

& o .
© Summary of course performance information:

Z-v xipuaddy

SPECIAL CONSIDERATIONS

e Personal problems Check if
o Health problems currently | Check if
e Physical handicap Program & Services provided | needed Comments
o Limited English proficiency
e Other (specify) Basic Skills Class
Tutoring:
Vocational School
Home School

Transportation
Home Instruction
Speech & Hearing
LEP Class

Other

Q Other

RC @ e . 43
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ACTION PLAN

Annual Goals

Short-Term Objectives

Evaluation Procedures & Criteria

Team members
responsible for
monitoring:

Activities Recommended

18 4

Student Responsibilities

School Resporisibilities

£-V xipuaddy

Team Members

Name




_MONITORING ACTIVITIES

Activity Date Outcome
ADP UPDATE
N Review conference conducted Cyes Cno Date: Attended by: g;
” Page 1 Revisions  [TJyes (Cno Page 2 Revisions  [Jyes (Cno %
z
Modifications to annual goals: Modifications to short-term goals:

Revised Activities Student Responsibilities School Responsibilities




Appendix B

Diagnostic Testing

e Formal Student Assessment
e |Informal Student Assessment
e Additional Sources of Information
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Formal Student Assessment: Diagnostic Testing*

Formal assessment of a student's basic academic skills involves the use of tests which provide a
profile of the student's strengths and weaknesses ir, specific basic skill areas These tests have
separate sets of items for each of a fairly large number of objectives. A separate score for each
objective or basic skill is usually reported. Therefore, these tests can be used to tell precisely what a
student can and cannot do. Diagnostic tests differ from survey tests which give scores for only a few
broad areas of achievement, such as reading comprehension or problem solving.

Most standardized achievement tests were developed for general survey purposes only, and
are not very useful for planning specific lesson activities. A diagnostic test, however, usually con-
sists of a very large group of very short subtests. Its usefulness for instruction depends on the spe-
cificity with which the basic skills are defined. When the basic skills are identified clearly, specific
lessons to teach them can be planned. In this way diagnostic tests support instructional planning

Criterion-referenced tests (CRTs) and some norm-referenced tests (NRTs) are designed to be
used for diagnosis. One difference between these two types of tests is the type of score they
emphasize. Percent correct or pass-fail are the primary types of scores for CRTs. Comparative
scores such as percentile norms, grade-level equivalents, quartiles, and stanines are normally not
used for CRTs. They are more commonly reported for norm-referenced tests. The distincticn is
like the difference between a runner’s time for a race and the runner's place of finish. The runner’s
time is an abcolute, or criterion-referenced, measure of achievement. The runner’s place is a com-
parative, or norm-referenced, measure of achievement. Criterion-referenced tests give a more
direct index of what a pupil can do. In this sense, cnterion-referenced tests are generally more
useful in competency-based programs.

“The intormation in this and the next section of this appendix 1s reprinied with permission from Dunn Gray and Martini
(1982 pp 1-3 14-21) It represents their opinions
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Criteria jor Seleciing Diagiicstic Tests

Most commercial tests of basic skills, especiaily the more widely nnown and publicized stan-
dardized achievement tests, are not useful for planning \ndividualized instruction. Simply knowing
a student’s "grade level” of achievement is not particularly helpful in planning instruction. You still

don’t kncw what specific basic skills the student has, or does not have.

Selecting the proper test te diagnose a students’ basic « \.ill deficiencies is not easy. some
tests are explicitly advertised as diagnostic; most, however, are not. In erder to help you select
useful diagnostic teste, the following set of criteria for screening tests has been established.

1. Ret ly availability. For maximum usefL'ness, tests need to be available on call. This criterion
excludes "secure” tests, that is, tests that are not readily available to teachers. It also excludes
"fugitive” tests such as those that are printed only in research journals.

2. Appropriateness of grade-level coverage. Only tests covering levels of skill that are remedial
for high school students are vsefui.

3. Adequacy of ihe development nrocess. Only tests which have been field tested and shown to
be reliable should be considered.

4. Planning usefulness. In order for tests to suppo:t educational planning they must be truly
diagnostic To be diagnostic, tests must give scores for a variety of explicit, and teachable,
objectives.

5. Avallability as a “package.” Tests are sold in a variety of forms ranging all the way from brief
survey tests to rollections of many individual test forms. The most useful are tests which can
measure a large number of objectives in a small amount of time.

6. S..tability ior testing groups of students. The most practical tests are those which can be used
with many students at once. At least two of the otherwise suitable diagrostic tests on the
market require one-to-one testing. Such tests require an irordinate amount of your time in
return for scores on small numbers of students.
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Recommended Diagnostic Tests

These screening criteria were applied to a large bocy of tests. Several types of diagnostic tests
met the Ssreening criteria and warrant recommendation. Each type is described below, and those
tests which met the screening criteria are named.

Norm-referenced tests. Norm-referenced tests are typically designed to give scores on a few
broad “kills, such as reading comprehension, in terms that tell where a student rariks relative to
other students rather than individual competence.

The main difference between criterion-referenced and norm-referenced tests is not in the tests
themselves, but in their scores and interpretation. Absolute or competency-based scores are
generally more useful in vocational education, but normative scores can be diagnostic if they are
for specific teachable skills.

Three types of norm-referenced tests of basic skills were reviewed: (1) the most widely used
ones (e.g., Sequential Tests of Education Progress Battery), (2) tests recommended for our review
by other professionals (e.g., Test of Adult Basic Education); and (3) tests whose titles suggested
that they are use.Jl (e.g., Diagnostic Tests in Mathematics). The following tests are recommended
since they met the screening criteria:

From CTB McGraw-Hill
California Achievement Test
Cermprehensive Test of Basic Skills
Test of Adult Basic Education

From Educational Testing Service
ETS Basic Skills Assessment

From Psychological Corporation w
Metropolitan Achievement Tests. Survey Battery
Stanford Achievement Tests
Test of Academic Skills

From Science Research Associates
SRA Achievement Test Series.

The list of acceptable norm-referenced tests is short because few of the publishers make truly
diagnostic scores available. Only a small number of publishers bridge the gap between broac
cornparative scores ar.d instructionally useful scores. They have done this by dividing the total set
of test items into a fairly large number of clusters, then providing separate scores for each of these
clusters. These subscores relate more directly to instructional planning than do total test scot2s,
because they more closely correspond with lessons or instructional activities.

Custom-made tests. A number of commercial publishers will custom make tests in response to
special orders from test users. The pubhsher provides a list of objectives for which it has test items
in stock, and the user chooses from this list the objectives for its made-to-order test.
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The unique advantage of this type of resource 1s its ability to match almost any curriculum
with a test. In contrast, ready-made tests are designed to fit many curricula in a General way, but
no single curriculum very well.

There are two disadvantages to these services. First, the lead-time for acquiring custom-ma“'e
tests is fairly long: eight to ten weeks, or more, from receipt of the order. Second, the cost 1s much
higher than that for ready-made tests, due mainly to the requirement for a sizable mimimum order

Of the six commercial customizing services that were found, three belong to pubhishers whose
parallel ready-made tests are well field tested. These three are: Mastery Custom Tests, by Science
Research Associates; ORBIT, by CTB McGraw-Hill; and SCORE Criterion-Referenced Tests, by
Houghton-Mifflin.

Objectives-based item banks. An item barx is a large collection of test items that can be selec-
tively combined into tests as the user wants. Since *..e items are grouped according to the objec-
tives they measure, the banks are called objectives-based. Three of these banks are for sale to dis-
tricts and schools, thus they are a resource for you to use in making your own tests. Those three
banks, which meet the screening criteria, are: Item Banks Package, by Northwest Evaluation Asso-
ciation: IER Criterion-Referenced Objective and Item Bank, by !nstitute for Educational Research.
and Resource Items for Minimal Compeency Testing, by Education Commission of the States.

These banks cover a wide range of objectives and grades in reading and mathematics. The
first two, which were developed by consortia of school districts, have been Rasch scaled Thus,
tests made from these items give scores which measure instructional objectives and level of
functioning.

Criterion-referenced tests. The term criterion-referenced refers to tests whose items measure
specific objectives, which provide absolute scores for each objective. Items are selected for these
tests mainly on the basis of their consistency with the test’s objectives. The objectives are selected
on the basis of expert judgment and an analysis of instructional materials. Around 60 ¢ 'ch tests of
basic skills are or the market now. Most of them, however, have no evidence of reliability. The fol-
lowing subset of criterion-referenced tests meet the screening criteria:

F[om Cornell Institute for Occugpational Education
¥ Cornell Survey of Basic Skills: Mathematics
Cornell Survey of Basic Skills: Language Arts

From CTB McGraw-Hill
Assessment of Skills in Computation
Diagnostic Mathematics Inventory
Everyday Skills Test in Reading and Mathematics
Performance Assessmentin Reading
Prescriptive Reading Inventory
Tests of Everyday Writing Skills

From Education Commission of the States
NAEP Released Exercises in Reading and Mathematics

From Educational and Industrial Testing Service
Tests of Achievement in Basic Skills {(Mathernatics)

From NCS Education Systems
Wisconsin Design for Reading Skill Development: Study Skills
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From Psychological Corporation
Metropolitan Achievement Tests: Instructional Tests
Stanford Diagnostic Mathematics Test
Stanford Diagnostic Tast.
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Informal Student Assessment

These consist mainly of student’s behavior, permanent records, and information tests.

pointing the specific deficits themselves.

ment is likely to require help from resource persons.

recognized.
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A vajiety oy informal indicators may pcint out students’ needs for instruction in basic skills.

Students’ permanent records may be used for needs assessment. The accumulation of
teachers’ comments, grades, and test scores will give you an indication of both students’ ability
and achievement in the basic skills. They may also give you an indication of whether reinforce-

Scores from non-diagnostic standardized tests will be in most students’ files. Such scores
cause problems because standardized tests do not fit any specific curriculum very closely. As a
method of last resort, however, you can compare a student's scores on standardized tests with
scores of local criterion groups. Rather than pinpointing specific strengths and needs, this method
will serve to confirm your judgment about an individual's overall need for instruction in basic skills.

Information tests can be made readily by most teachers. They have the advantage of being
clearly related to your own classwork. However, their limited generalizability should also be

The advantage of behavioral indicators is that they are readily available and appeal to common
sense. These incliude such clues as avoiding reading, doing reading assignments very slowly, con-
sistently mispronouncing words (not to be confused with having a dialect), trying to get other stu-
dents to do computations, making errors in following writter. or oral directions, and seeming to
have trouble remembering. The latter is often a problem of understanding the original information.
The disadvantage of these indicators is that they may show the need for instruction without pin-




Source Information

Cornell Institute for Occupational Ed. ition
Stone Hall

Cornell University

Ithaca, New York 14853

CBT-McGraw Hill
Del Monte Research Park
Monterey, California 93940

Educational Commission of the States
300 Lincoln Tower

1860 Lincoln Street

Denver, Colorado 80295

Educational and Industrial Testing Service
Box 7243
San Diego, Calfornia 92107

Educational Testing Service
Princeton, New Jersey 08451

Houghton Mifflin Company
One Beacon Street
Boston, Massachusetts 02107

National Assessment of Education Progress
300 Lincoln Tower

1860 Lincoln Street

Denver, Colorado 80295

NCS Interpretive Scoring Systems
4401 West 76th Street
Minneapolis, Minnesota 55435

Psychological Corporation
757 Third Avenue
New York, New York 10017

Science Research Asscciates, Inc.
155 N. Wacker Drive
Chicago, lllinois 60606

Additionai Sources of Information*

Two additional sources of informaticn are:

National Career Development Association

American Association for Counseiing and Development

5999 Stevenson Avenue
Alexandria, VA 22304

U.S. Military Entrance Processing Command

2500 Green Bay Road
WNorth Chicago, IL 60064

The second of these is the source for information about the Armed Services Vocational Apti-
tude Battery (ASVAB), which is provided free of cost to schools. The ASVAB is a multiple aptitude
battery designed for use with students in Grades 11 and 12 and in postsecondary schools. The test
was developed to yield results that are useful to both schools and the military. Schools use ASVAB
test results to provide educational and career counseling for students. The military services use
the results to identify students who potentially qualify for entry into the military and for assignment

to military occupational training programs.

‘See also BASICS' Integration of Academic and Vocational-Techmical Education An Administrator's Guide. pp 54. 61-66.
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Like other multiple factor aptitude batteries, the ASVAB measures deve' yped abilities and pre-
dicts what a person could accomplisin with training or further education. This test is also designed
10 measure potentiiai ior occupations that require formal courses of instruction or on-the-job train-
ing. In addition, it provides measures of general learning ability that are useful for predicting per-
formance in academic areas. The subtests on the ASVAB are as follows:

1. G- eral Science

2. Arithmetic Reasoning

3. Word Knowledge

4. Paragraph Comprehension

5. Numerical Operations

6. Coding Speed

7. Auto and Shog Information

8. Mathematics Knowledge

9 Mechanical Comprehension

10. Electronics Information

Diagnostic tests for students with special needs should be subject to special selection criteria.
For example, real knowledge of the basic skills levels of a student of iimited English proficiency Is
probably obtained only through testing in the native language. Otherwise, the test becomes one of

language assimilation. Tests available for LEP students include:

® Connecticut Vocational-Technical School Basic Skills Inventory (Mathematics and Read-
ing Language Arts) published by Houghton Mifflin, One Beacon Street, Boston, MA

° Bilingual Vocational Oral Proficiency Test (BVOPT) published by Melton Peninsula Press,
161 Pittsburg, Dallas, TX 75207

® Basic English skills test published by the Center for Applie¢ Linguistics, 1118 22nd Street
NW, Washington, DC 20037

® Apticom published by the Vocational Research Institute of J.E.V.S., 1700 Sansom Street,
Philadelpbia, PA 19103
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Aruitoxt provided by Eic:

2z

Vocationat Area

Basic Skiils Analysis Forms

Compieted by __.

Program/Course . . ___ e e e e Date __ __ N
Job Titie g N
READING
Informational Crincatl
! Detect Fallacy
Instruc- Infer and Persua-
loh Duties Facts tuons Ideas Meaning Generanze sive Intent
Vocaliondl Area Completed by
Program Course Date
Jch Tihe
WRITING
Strie* e 0f Written Messages MeCnanics Wora Seiection
Outhnes
Rey WOrds Phrases Letev ana
ac < Bret Sentences Otnee
Notes ang £ormal write
Jot Cutes Paragrapns Messages Capitatize Punciuate Legidty Spen Alphabetize Grammar Diction

ERIC
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Vocational Area e e Completed by
Program Course Dzle
e Tre L L

ORAL COMMUNICATIONS

Listenirg Comprehension Lanquage Usage

To Delect
To Comprehend | To Inter Meaning Inconsistency
teral Meaning orlo Fallacy or Speaking Speaning Over

Job Dunes of Message Generahize Persuasive Injert | Setecting Words Face to Face the Telephone

Vocational Area __

— Completed by

Program/Course —_ Date — . o .
Job Title - ’
MATHEMATICS
Arnthmetic Computation General Mathematics
Numerical
Whole Relations and | Simple Linear
Job Duties Numbers | Fractions | Decimals Measurements Equivatents Equations

56

ERIC .

Aruitoxt provided by Eic:




vocatonal Area ___ .. . e Comoletedby . __ _ _ _ ___.
Program/Course __.. . . _ _______._..... - - Date ... . _ . - . .. - -

Job Ttte __ L . .o _.

SCIENCE

Scientific Method

Relate
State Use Gatner Draw Principles
Job Duties H potheses Equipment Measure Data Conclusions | to Vocation

57
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Cognitive Style, Learning Style, and Teaching Techniques

Many dimensions of cognitive style have been identified through experimental research. Some
of these dimensions seem to control the way individuals receive information, form concepts, retain
information, and process information. According to Kirby (1979),

one of the simplest survey procedures is that developed by Russell French (1975). Its
intended users are primarily instructors interested i1 diagnosing students’ learning

styles (although it could probably be adapted for ol Jer learners to use for themselves).
The instructor looks over a trief description ot selecied learner behaviors on two lists,
then checks off the appropriate category on a behavior matrix, indicating that this behav-
ior has been observed in this learner. The instructor then reviews a set of suggested
learning prescriptions to use with the corresponding learning style (p. 68).

The two lists and the corresponding matrix are shown in figure 15. Using the matrix informa-
tion about the learner’s style, the instructor can identify the techniques (shown in figure 16) that
French recommends to meet the learner’s needs.

Other ways of assessing learning stle are described in a 1982 publication of the National

Association of Secondary Schcol Principals, Student Learning Styles and Brain Behavior: Pro-
grams, Instrumentation, Research (ED 227 565).
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1.

Sensory Intake Characteri.tic

{Perception)

Print-oriented Dependence on reading and writing
Aural A listener; doesn't say much

Oral (interactive) A talker; learns through discussion

Visual Must have many visual stimuli and visual
representations

Tactile Has to touch everything and everyone

Motor Has to move about while learning anvthing

Olfactory Learns through taste and smell

(J
S
g ¢°°
& & &£ g
S ¥ S & o
& & N Q° Q0
(=) ~ Ky () (o)

PRINT-CRIENTED

AURAL
ORAL(Interactive)
VISUAL
TACTILE
MOTOR
OLFACTORY
2.
Concept Formation
Sequential Must percerve orderly relationships
(B follows A)
Logical Uses processes of reasoning to reach
conclusions
Intuitive Perceives truths and facts directly without
benefit of extensive reasoning
Spontaneous Relies on impulse
Open Uses combinations of tne above or
different ones of the above at different
times

Figure 15. French's (1975) learner behaviors lists and
corresponding behavior matrix.

Reprinted from a National Center for Research in Vocational Education publication by Kirby (1979, ‘
p. 69).
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STYLE MOST APPROPRIATE TECHNIQUE
Print-Oriented Reading. writing about, book-based discussion
Aural Lecture, lister o parel discussion. sound film, television,
audiotape
Oral Socratic discussion, panel discussion colloquy, dramatization,
(Interactive) dialogue, interview, debate, T-group. role play, student verbal
presentation, games. student demonstration

‘Olfactory Trips. exhibits. addition of taste and smell experiences to daily
activity

Figure 16. Fre~ch’s (1975) learne: style/teaching technique matches

Reprin: :d from a National Center for Research in Vocational Education publication by Kirby (1979,

Visual Slides, motion picture, filmstrips, telovision, still pictures,
observer of dramatizatior, non-ver-al exercises,
demonstration, trips, exhibits

Motor Role play. games. action mazes, non-verbal exercises, student
demonstration, learning centers

p 70).

|

|
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Summary of Sex Equity Principles
Women on Words and Images has published a list of awareness questions to be used as a
checklist for evaluating materials. This list is reprinted in BASICS' Instructional Materials Devel-
opment. The ideas are applicable for raising awareness about interactive behavior, so they are
summarized briefly here.

Language

During the ADP process many opportunities will be presented to observe sex equity in lan-
guage when talking to both maie and female students. Some principles to remember include:

® Avoid unnecessary focus on terminology that refers to a persons's sex (e.g., the woman
doctor, Dr. Jones and his secretary, the fair sex).

* Avoid sex-stereotypical references when actual gender is unknown (e.g., the carpenter—
he, chairman).

* Avoid presenting femaies in subordinate, dependent, unequal, or marital status terms.

Roles

The way in which occupational and social roles are discussed should be sex-fa r. Roles should
be presented us follows:

* Present all occupations as appropriate to qualified persons of either sex.

® Avoid associating any job automatically with one sex (e.g., secretary—female,
plumber—male)

¢ Avoid linking females o males occupationally with other roles they may assume (e.g.,
housekeeping, parenting, assisting, lawnmowing).

® Avoid portraying either males or females as having sex-linked personality traits that influ-
ence their working abilities (e.g., brusque foreman, emotional secretary), and instead
present a range of emotional traits for both females and males.

Omissions

Sex stereotyping is sometirnes perpetuated by what people do, not say. Opportunities can be
taken to:

® Discuss the increasing movement of both men and women into nontraditional
occupations.
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® Acknowledge achievements of women, past and present.
® Acknowledge limitations placed or viomen in the past (e g., women couldn't attach their
names o tnventions).
Physical Appearance
Sex-fair descriptions should be recognized as promoting sex equity, as follows:

® Avoid describing females only in terms of their physical appearance and males only in
terms of accomplishment or character.

® Avoid presenting women as concerned and men as unconcerned about clothing, hair-
style, and grooming.

® Tryto counter sex-stereotyped ideas as rortrayed on posters, in occupational pamphlets,
or in other materials.
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Appendix F

Extending Horizons:
School and
Community Persons

by

Loreiia A. McKinney
Catherine West
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Extending Horizons: S-hoo! and Community Per-
sons provides basic information for general educators
and other community persons to increase their aware-
necs znd understanding of how to meet the needs of
handicapped youth in the school-to-work transition
General descriptions of capabilities and dysfunctions
associated with selected handicapping conditions as
well as descriptions of effective inst-uctional strategies
are provided for those working with handicapped per-
sons. Matenals adaptations as well as environmental
modifications are bnefly described aiso

\\\\\Q\\

MAINSTREAMING AND VOCATIONAL EDUCATION—
A WORKABLE COMBINATION

The law requires and conscience dictates that handicapped persons ages 3 through 21 be pto-
vided a free public education designed to meet their unique needs and to ead to gainfu' employ-

unemployment and underemployment. 1t is essential that handicapped students have access to
appropnate vocational education to prepare them for successful competition in the labor market
and that they have access to support mechanisms to assist them i1n successfully making the transi-
tion from school to work

Traditionally, handicapped students have been separated from the educational mainstream
early 1n their school careers and tracked into “special” programs. The vocational focus of these
programs has generally been limited to unskilled or semiskilled occupations, and the personnel of
such special education programs have been specificaliy trained to deal with the effects of the var-

ious handicapping conditions of their students but',".ve not been speacifically trained to teach
vocational skills

Tuday. with the development of federal, state. and local legislation designed to protect the
rights of handicapped citizens, and with a generally more enlightened public « titude toward handi-
capped persons than previously, automatic segregation of handicapped individuals in education
and employment is no longer acceptable. As a result, the personnel of regular vocational education
programs, at both the secondary and postsecondary levels, find themselves faced with the di'*mma
of how to accommodate handicapped students in their classrooms and programs without the Lenefit
of special education preparation and knowledge.

Reprinted from McKinney and West (198€, pp. 90-105)
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The Handicapped Student Population

Who are these handicapped students? Attempts to count the handicapped population are
hampered by differences in cefinition and in interpretation The term handicapped has no univer-
sal meaning Relevant legisiat:on does, however, provide a framework within which some estimates
can be made Pubhc Law 94-142 (The Education for All Handicapped Children Act) defines "handi-
capped children” as those ages 3 through 21 who

are evalua‘ed in accordance with procedures specified in the regulations and who, as a
result, are found to be mentally retarded, hard-of-hearing, deaf, speech-impaired, visu-
ally handicapped, seriously emotionally handicapped, orthopedically impaired, deaf-
blind, other health impaired or specific learning disabled, and are in need of special
education or related services. (Excerpted from Training the Handicapped for Productive
Er.ployment by Robert Weisgerber, Peter Dahl, and Judith Appelby by permission of
Aspen Systems Corporation, © 1980, p. 4 )

Using this definition, for the 1977-78 school year, 3,775,926 ch:ldren with the above-listed condi-
tions were repoiied as being served educationally in the United States. The breakdown 1n table 1
(1bid p 4) shows the distribution of this number by handicapping condition Projected estimates
of the numbers of individuals fitting the legal definition of handicapped children range from five to
eight mitlion

TABLE 1

HANDICAPPED STUDENTS IN U.S. SCHOOLS—1977-78

Conditions 1 2 3
Speech Impaired 1,226,957 325 2.39
Learning Disabled 969,368 25.7 1.89
Mentally Retarded 944,909 25,0 1.84
Emotionally Disturbed 288,626 7.6 .56
Other Health Impaired 136,164 3.6 27
Orthor.edically Impaired 88,070 2.3 17
Dezr/Hearing Impaired 87,144 2.3 A7
Visually Handicapped 35,688 09 .07

TOTALS 3,777,106 100.0 7.36
[3,776,926] [99.9]

1= number of handicapped children receiving services
2 = percent of handicapped school-aged children
3 = percent of all school aged children (N = £1,256,655)

SOURCE" Adapted from Progress Toward a Free Appropriate Public Education.'A Report to Congress on the Implement~tion of
Public Law 94-142, The Education for All Handicapped Children Act, U.S Department of Health, Education, and Welfare, Office
of Education, January 1879, pp. 159, 162.
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Participation rates for handicapped students in vocational education programs do not reflect
the actual ratio of handicapped students to the overall student poputation Handicapped students
In 1976 and 1978 represented only 1 8 percent and 2 1 percent. respectively. of the total vocational
enroliments nationwide (1bid , p 65) Given the high unemployment and underempioyment rates
among working-age handicapped persons, it 1s clear that the vocational education needs of this
group are not being met

Mainstreaming Concerns

Legislative and professional efforts to correct this problem have centered in recent years upon
the concept of “mainstreaming.” The National Advisory Council on Education Professions Deve!-
opment defines mainstreaming as follows:

... mainstreaming is the conscientious effort to place handicapped children into the
least restrictive education setting which is approprniate to their needs The primary objec-
tive of this process i1s to provide children with the most appropriate and effective educa-
tional experiences which will enable them to become self-reliant adults. Within this
objective, 1t is thougnt preferable to educate children the least distarce away from the
mainstream of society. Hence there is a heavy emphasis on movement into the regular
classroom whenever possible. (Programs to Combat Stereotyping in Career Choice
1980, p. 158)-

Predictable problems have arisen in implementing the mainstreaming concept. Reqular educa-
tion personnel have not traditionally been prepared to deal with the unique needs of handicapped
students They have had to dea! with unfamiliar classroom sit1ations and with their own concerns
about how best to ensure effective educational experiences tor all their students, handicapped and
nonhandicapped. These corcerns fall into three basic categories:

* Can regular vocational instructors teach both handicapped and nenhandicapped stu-
dents? This concern centers around the fe.. that vocational personnel who have not had
special preparation will not be ab!c i teach handicapped students, reflecting the assump-
tion that handicapped stuJents require radically different and highly individualized
instructional techniques. While handicapped students do require ingividualization of
instruction and modification of traditional methods to varying degrees, in many cases
these requirements can be met successfully by vocational educators in the regular class-
room. Vocational instructors with local administrative leadership can make effective use
of resource personnei- cpecial educa*an teachers, teacher aides, guidance courselors,
parents, peer tutors, community resource persons, and consultants—for assistance in
effectively including handicapped students in vocational education programs.

* What about the time and effort requirzd to adapt the instructional program to the needs of
the handicapped students? The experiences of educators who have already made the
transition to mainstreaming prove that the time and effort required of regular vocational
personnel to make necessary adaptatians in curriculum, maerials, and methods are not
prohibitive. Much work has already been clone in the areas of adapting vocational curric-
ula and teaching methods to meet the needs of students with a variety of handicapping
conditions. The attached bibliography cites a number of excellent resources. Once 27ain,
the vocational instructor should draw on the expertise of available resource personnel for
assistance in effecting the necessary changes.
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¢ How can the psychological welfare and physical safety of the handicapped students be
ensured? This concern is legitimate inasmuch as the students’ safety and comfort are
essential o a successiui iearning exper:ence. Minor modifications of safety procedures
and effective sensitizing of nonhandicapped students have proven, however, to be both
effective and easily accomplished.

Mainstreaming can be abused if handicapped students are placed in regular classrooms with-
out the proper support. In such a case, the mainstreaming experience is a negative one for every-
one concerned. The student feels that he or she has failed, the nonhandicapped students develop
a negative view of handicapped peers, and the irstructor and other educational personnel involved
in the mainstreaming exercise receive a negative impression of the concept. It is essential, there-
fore, that mainstreaming be approached realistically, with sufficient prior planning to identify and
make provision for the special needs of the student(s) involved.

Wh' ~ the types of concerns cited above can be dealt with effectively through the use of avail-
able resources, negative attitudes toward mainstreaming are difficult to change In orcer to ensure
that such attitudes do not prevent the assimilation of handicapped students into reguiar vocational
education programs, the mainstream concept has been formalized as a matter of public policy.
The \egislation mandating mainstreaming also provides financial resources for its
accomphshment

Legisiative Requiremen.- and Resources

The major piece of federal legislation relating to mainstreaming 1s T' ¢ Education for All Handi-
capped Children Act of 1975 (Public Law 94-142). The law requires that ali handicapped children
ages 3 through 21 be provided a free, appropriate public education designed to meet each stu-
dent's unique educational needs It further requires that the educational placement of the handi-
capped student be in the least restrictive environment appropriate for the indwidual. In other
words, if a disabled student can function in a regular classroom when reasonable accommodations
are made, that student should be I1n a regular classroom. The intent of this language in the legisla-
tion is to ensure that handicapped students are not shunted off into “special” classes, which serve
only to isoiate them and retard their educational and personal development.

The act establishes a payment formula to aid states in provicing the services required. This is
the largest single federal fiscal commitment to handicapped children.

Federal grants tc states for vocational rehabilitation services are authorized by the Vocational
Rehabilitation Act of 1973 and its 1974 amendments. Section 504 of the act Is the civil rghts stat-
ute that prohibits discrimination on the basis of handicap and requires that education and human
services facilities be accessible to handicapped persons

The Vocational Education Act of 1963, amended in 196€ and again in 1976, authorizes federal
grants to expand and strengthen vocational programs for handicapped students. The 1976
amendinents require that 10 percent of federal fur.ds allocated to states for vocational education
be spent for handicapped students enrolied.

The funds available through these and other tederal, state, and local laws can be used for a
variety of activities to facilitate compliance with the laws’ requirements. Such activities include cur-
riculum and facilities modification, recruitment and promoticnal efforts, and educational/
suppor'ive services to supp’ “ment regular programs. These funds can also be used to compensate
regular education personnel for the extra time required to effect necessary changes.
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The effectiveness of the mainstreaming effort in vocational education depends to a great
extet on vocational educators. They need to understand the nature of the handicapp!ng condi-
tions represented among their students and the vocational implications of these conditions The
foilowing descriptions of various handicapping conditions are provided as a resource for increas-
ing that understanding

Overview of Handicapping Conditions

Deatness/hearing impairment. The degree to which a student's hearing ts imparred will deter-
mine the extent of modifications required for accommodation in the reguiar classroom. A stident
with only a partial hearing loss can often be accommodated by being assigned a seat near the
frent of the classroom. Hearing aids usually allow these students to participate without great diffi-
culty in classroom activities.

The deaf student, however, requires additional support. There are several possible ways of
communicating with deaf students, and the choice of the appropriate method will depend on the
individual student’s needs and experience. The instrucior should not fee! inhibited about secking
professional advice or discussing witn the student how bast to ensure effective communication.
Some deaf students may be able to speechread (read lips), but vocational personnel must keep in
mind that no one can be expected to speechread all of every conversation. Many deaf persons
communicate using American sign language—a series of hand and arm positions and movemen1s
that represent words and concepts—and fingerspelling, in which hand/finger positions and move-
ment represent letters of the alphabet and numbers. The manual alphabet is easily learned, and
many hearing persons use it to communicate with deaf friends and relatives.

Note takers and/or interpreters can also prove very helpful not only for the deaf student but
also for the instructor. The interpreter uses sign language to translate for the deaf student. The
note taker develops notes from classroom jectures and discussions. Usually, a note taker should
sit next to the deaf student so that the student can glance at the notes periodically in order to facil-
itate participation in class. The instructor must remember that whatever method is used, the deaf
student will aimost always be a few words or sentences behind. Frequent pauses allow the deaf
person to catch up. Particularly when student questions or responses are sought, these pauses will
serve to minimize the isolation that can result from any sensory impairment.

Depending upon the cause of the hearing impairment, the student's sense of balance n W be
adversely affected. In these cases, vocational personnel should help the student focus on occupa-
tions that do not require the maintenance of balance 'n precarious positions. If the student will be
working with machinery that utilizes signals or warning devices, these will need to be modified to
visual signals and warnings to accommodate the hearing-impaired student.

The speech of the deaf/hearing-impaired student may be “different” sounding—flat, nasal,
sturred, misprorounced—due to his or her inability to hear himseif or herself speak. It is important
to remember, and to ensure that nonhandicapped students understand, that such speech problems
do not indicate any intellectual deficiency.

Blindness/visual impairment. Students with visual impairments will obviously recuire certain
modifications in the vocational program or environment to allow them to participate safely and
effectively. As in the case of the hearing-impaired student, the extent of the impairment will deter-
mine the type and extent of modification required. Students with some residual vision may be
accommodated through the use of magnifying devices and large-print materials. For blind stu-
dents, tape recorders, braille materials, and sighted readers can be utilized.
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The blind student will need to be oriented to the classroom area and to the school in general
A *actile map of the area may prove useful in this regard Many blind persons use a cane or a guide
dog to assist them in g2tting around, and an initial orientation to their surroundings will generally
suffice in some cases, it may be Jesirabie to assign a sighted student to serve as a "buddy" to the
visually impaired student This person can also serve as a note taker/reader for the blind student
As mentioned previously, the law provides financial assistance to pay for the services of readers

Equipment that utiizes visual signals or warning devices must be modified if it is to be used by
visually impaired students Tnese signals often may be altered to auditory or tactile devices In
assisting the student with career decision making. vocational personnel should help the student to
make realistic choices based on the requirements of particular occupations Blind adults are
employed in most major fields. but there are certain areas in which modification to accommodate a
visual impairment may not be feasible (e.g . driving an automobile or piloting an airplane)

Mental retardation. The mentally retarded student who can be mainstreamed u-ually falls into
the category of “mildly” retarded There are two major theories about how such students learn.
According to the “developmental” theory, the mildly retarded student's learning process is essen-
tially the same as that of a rorrnal student, but it proceeds at a slower rate. The “difference”
theory. on the other hand, holds that the learning process of mildly retarded students is essentially

different, not just quantitatively but qualitatively as well. There 1s no definitive study proving or

disproving either theory ( The Educable Mentally Retarded Student in the Secondary School 1975,
p. 15).

Learning characteristics of the mildly retarded student may include one or more of the
following:

e Short attention span

® Slow reaction time

e Tendency to forget quickly

® Limited ability to grasp abstractions

® Limited ability to generalize

e Difficulty in recognizing familiar elements in new situations

® Slowness in forming associations between words and 1deas

® |ocal phint of view

e Difficulty in analyzing and solving problems

e Difficulty in thinking cntically and making decisions

® Limited abihity to evaluate materials for relevancy

These characteristics also can occur in other disabilities and w.th “normal’” students




In order to compensate for these shortcomings and to accommodate the mentally retarded
student in regular classes, the vocational instructor stiould

® De as concrete and precise as possible in giving instruction and guidance to the studeat.
® concentrate on positive reinforcement,

¢ provide short learning periods and supervised study sessions, and

® provide flexible time allotments for individual students to complete learning tasks

It1s very important that instructors be aware of the learning characteristics mentioned and
with methods for accommodating these students in the regular classroom. Constant repetition and
reinforcement are essential.

Learning disabilities. There is no single formula for accommodating the learning disabled stu-
dent in the regular vocational classroom, due in large part to the fac. ihat there is no “typical” stu-
dent with whom to work. The term /earning disability means many things to many people, and find-
ing an acceptable definition has proven to be a major problem even for specialists in the field.
Since learning disabilities have now been recognized as a handicapping condition, and govern-
ment funds have been allocated for the education of learning disabled students, the federal defini-
tion provides a framework within which to examine the problem. That definition is as follows:

Specific learning disability means a disorder in one or more of the basic psychological
processes involved in understanding or in using language, spoken or written, which may
manifest itself in an imperfect ability to listen, think, speak, read, write, spell, or to do
mathematical calculations The term includes such conditions as perceptual handicaps,
brain injury, minimal brain dysfunction, dyslexia, and developmental aphasia The term
does not include children who have learning problems which are primanly tt.e result of
visual, hearing or motor handicaps, of mental retardation, of emotional disturbance. or
of environmental, cultural or economic disadvantage (Donald H Johnson and Leah J
Johnson 1978, p. 5),

In practice, learning disahilities usually manifest themselves in a severe discrepancy between
achi~ ‘ement and intellectual ability in such areas as oral and/or written expressior, i:stening com-
prel 2nsion, basic reading skills and/or reading comprehension, and mathematical calculation
and/or reasoning when the student is provided with learning experiences appropriate to the indi-
vidual age and ability level.

Given the broad nature of this definition, it is nearly impossible to identify characteristics
common to learning disabled students in general. Although the most common charactenstic of the
learning disabled population is underachievement, not all students who fail to achieve according
to their ability can be said to be learning disabled. Most learning disabled students are described
as having disorders of attention, us''~lly short attention span and poor concentration. About half of
all learning disabled students exhibit hyperactive behavior (1bid., p. 7).

In dealing with the reading problems of learning disabled students, one-to-one reading activi-
ties have proven 1o be most successful Such activities include the parent and student reading
togetner, the teacher and student reading in unison, or an individual tutor working with the student
on specific skills. Obviously, the instructor will not always have the time to spend on one-to-one
activities with particular students Using teacher aides or other students to work with the learning
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disabled student can overcome this problem. Spelling and writing problems seem to be dealt with
effectively when treated simultaneously with reading problems By approaching the language
probiems of ihe iearning disabied student irom all angles, the instructor can utilize effectively the
elements of visual, auditery, and tactile perception to ennance the student’s language
comprehension

Dealing with the learning disabled student’s anthmetic difficulties 1n the vocational program is
quite troublesome, and research in this area 1s very sparse Simple drili 1s effective but is not a
solution in itself. Other suggestions include p.oviding explicit instructions and learning “tricks,”
having the student orally summarize instructions and concepts, and using practical application of
concepts and processes Students with learning disabilities should be encouraged to use calcula-
tors and technical aids whenever possible.

Itis clear, then, that students with learning disabilities are more different from one another
than they are alike Suggestions for accommodating them in the regular vocational classroom,
such as those provided here, must be very ~=neral in nature, and much of what vocational person-
nel find to be effective with learning disabled students will be the result of individualization on a
case-by-case basis. Generally, structure is important for learning disabled students, as is
consistency.

Orthopedic impairment. Orthopedically impaired students are those with physical impairments
severe enough to limit their educational performance. Such impairments may be congenital in
origin or may be the result of accident, disease, such as polio, or other conditions, such as cere-
bral palsy or amputation. The accommodation problems associated with orthopedically impaired
students usually relate to access and mobility. Accommodating these conditions is usually a mat-
ter of mechanics and common sense, and may be as simple as making aisles wide enough to allow
passage of a wheelchair or lowering a workbench to accommodate a wheelchair-bound student.
Such accommodation may not always be possible. Can a wheelchair-bound student operate a drill
press or use welding equipment? The instructor must consider such questions as these in deter-
mining how accommodations are to be made.

Two of the most commonly encountered causes of orthopedic impairment are cerebral paisy
and multiple sclerosis. Cerebral palsy is not a disease. It 1s a group of medical conditions caused
by damage to the part of the brain that controls and coordinates muscular function and it 1s char-
acterized by nerve and muscle dysfunction. There are five basic classifications of cerebral palsy,
each with similar but distinct symptoms:

¢ Spasticity—Stiff and difficult movement due to loss of voluntary muscle control (50 per-
cent to 60 percent of persons with cerebral palsy experience spasticity)

® Athetosis—Involuntary, uncontrol'able movements, slow, jerky. irregular writhing and
twisting of lmbs (12 to 18 percent of cerebral pa'sy individuals experience this)

* Ataxia—Inability or awkwardness in maintaining balance or coordination (this affects 1 to
10 percent of cerebral palsy persons)

¢ Rigidity—Resistance to almost all movement
¢ Tremors—Rapid repetitive rnovements of the body

More than half of al: persons with cerebral palsy are mentally retarded; fewer than one-third of
them have seizures; about one-half have visual impairments; and many have hearing, speaking,
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and learning problems The physical manifestations of the condition can sometimes be corrected
or mintmized through orthopedic surgery, braces, and/or medication

Muttiple sclerosis. Multiple sclerosis is a neurological diseas » whose cause is not yet dis-
covered The myelin sheath i5 the insulation around nerve fibers in the brain and spinal cord that
carry messages to all parts of the body Multiple sclerosis attacks and destroys myelin, replacing it
with hardered tissu2 This process is called sclerosis. It occurs at various places in the nervous
system (thus the tcrm multiple sclerosis), causing minor interruptions of nerve impulses. The
symptoms may be mild or severe. they may come and go. and they occur in scattered parts 0. .ne
body Symptoms may incluce partial or complete paralysis, numbness or tingling, blurred vision.
sturred speech. loss of coordination, and fatigue

Vocational personnel shoulo be familiar with the common conditions associated with cerebral
palsy and multiple sclerosis, which include slurred speech, loss of coordination, spasticity, and
involuntary movement Individuals with cerebral palsy or multiple sclerosis alsc often become
fatigued more quickly than nonhandicapped individuals. Accommodation of these problems will
require understanding and momitoring on tne part of vocational personnel and sensitizing of non-
handicapped peers It s important to remember that cerebral palsy and multiple sclerosis are not
communicable diseases and that their associated conditions are not generally indicative of intel-
lectual deficiency.

Other health impairments. By federal jefinition, students considered to be “other he.lth
impaired” are those who experience limited strength, vitality, cr alertness because of chionic or
acute health problems, such as heart condition, tuberculosis, rheumatic fever, asthma, sickle cell
anemia, hemophilia, epilepsy, leukemia, or diabetes (Vocational Education for Handicapped,
Limited English Proficiency, and Disadvantaged Persons 1681, p.v). Of these, one of the most
commonly encountered—and one which often carries social stigma—is epilepsy.

Epilepsy is not a disease, but /ather a condition or disorder of the brain Itis not a form of mental
iliness There is no single cause for the disorder. Epilepsy can take many iorms. Grand mal seizures
(convulsions) are usuaily accompanied by loss of consciousness of short duration. Such seizures
are rare today because of modern drugs used to control convulsions. Petit mal seizures are momen-
tary lapses of attention Psychomotor seizures are of very short duration and are marked by blinking
of the eyelids or random, purposeless movement.

After a seizure, a short rest period usually restores the person with epilepsy to normal func-
tioning Seizures are generally infrequent, and between seizures most people with epilepsy are
normal and healthy In many cases, the epileptic person feels a warning “aura” prior to the onset of

a seizure and can solicit assistance and/or go to a secluded place tu rest until the seizure has
passed.

Vocational personnel and other students rieed to know what to do In case of a seizure at
school For petit mal and psychomotor seizures, nothing need to be done other than to explain
what is happening to others who witness it. In the unlikely event of a grand mal seizure, remain
calm, clear the area around the epileptic student, do not try to restrain the individual's movement,
do not force anything bctweer, the teeth, do turn the head to one side and place something under
it. After the seizure, allow the student to rest. It i< best to call in the school nurse. It is not neces-
sary to call a doctor unless the attack is followed by another major seizure or if the seizure lasts
more than 10 minutes.
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Regular vocational education personnel may teach students with a variety of handicapping
conditions 1n addition to te.ching nonhandicapped students in their classrooms anc programs
Regular educators must find ways of accommodating the effects of students’ handi.apr:ng condi-
tiong encountered within the classroom without sacrificing the quality and quantity of learning that
must occur for all students A combh.nation of genceral policies and procedures for modifying the

traditional curriculum along with indiv.cuahzation of instruction to the greatest extent possib'e is
the key to achieving this goal.

Adaptations/Adjustments in the Ragular Vocational Program
Developing Positive Self-Concepts

In many cases handicapred students, because of the isoiation that results from the effects of
their disabilities, .have difficulty developing positive self-concepts. Effots to correc. this problem
can prave beneficial not only for the handicapped students but also for nonhandicarped st ..dents
and for vocational personnel themselves. The following suggested techniques (Peterson 1979) can
be implemented with handicapped students by classroom instructors, guidance counseloss,
placement specialists, and/or cther appropria.2 staff members to pre- de experiences to improve
self-con¢ pts.

s Bibliotherapy—Fict:onal and nonfictional accounts of handicapped indiidvals who have
learned to cope with heir handicap. Ti.ese could include magazine articles. newspaper
clippings. and radio/-elevision broadcasts about successes of individuals

¢ Role models—Handicapped adults (particularly young adults) in the community who are
successful in education, empioyment, homemaking. and civic activities

¢ Role playing—Replay of a famihiar situation and use of refiection and/or analysis of the
~xperiment to help students learn a new response. This can nrovide practice for a future
situation. such as job interviewing

¢ Group guidance—Content-oriented group activities that focus on such areas as job seek-
ing. career information. and orientation to the school butiding

¢ Group counseling—Counseling undertaken with no content agenda and no plannec
sequence of topics. Participants si.are their concerns in an atmosphere In which the
counselor serve. as facih‘ator rather than authont» :gure Participants develop guiceline:
for ronfidentiality and establish commiiment to heiping one ancther

e Extracurricular activities—Music, school newspaper, student council, yearbook, ath:etics,
and student vocational organizations such as FFA, FHA, DECA, VIC+ and so on

These activities provide students with an oppo-tunity to develop a serse o: their identiiy 3s
contributing members o the class and to experience success in areas of personal interest Use of
thase techninues should 1educe the isolation of handicapped students and discourage feelings of
“ditferentness” and inferioirity among them.

Fostering Student Success

While specific techniyues from a specialist may be rcquired to deal with specific handicapping
congiiions, some generl instructional guidelines wil! prove effective with all students.
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® A step-by-step approach to learning should be used. with one concept or task being mas-
tered before the next is introduced. This reduces confusion and frustration of students
and enhances tne vocational educator's ability to monitor student ~rogress.

* Written material should be simple and clear. and matenal should be presented in more
than one form. Simultaneous presentation of matenial in different forms—for example,
tapes, transparencies, filmstrips, handouts, and lectures/discussions—can provide rein-
forcement nf the concepts presented and should ensure that students can benefit from
the presentation regardless of learning problems.

® Verbalinstruction should be simple and specific, wit" opportunities afforded for students
to ask questions or seek clarification

¢ information shoulo be presented in small amounts, with lessons and tasks broken down
into logical, sequential steps.

¢ instruction shou!d focus on concrete ideas rather than abstract concepts In explaining
abstractions, the v. cational educator will find it helpful to relate the concept being pre-
sented to the students’ own experiences. Use of concrete examples, models. and demon-
stratione will facihitzate learning of the concept. Repetition and rewording will provide addi-
tiona! reinforcement, and practical application of concepts will facilitate understanding.

® ‘Jocational personnel should ex.mine their own attitudes and behavior toward s.udents to
ensure that their behaviors are conducive to successful learning experiences.

¢ Students should be expent~d to work just beyond their current level of achievement, and
all achievements should t ' praised.

Minimizing Failure

A corcllary to fostering success is minimizing fadure. In order to reduce the hkeiihood of stu-
dent failure, various tec.nniques can be employed.

¢ Additional time may be required for mastery or completion of matenal and assignments,
as well as adaptations of materials for varying reading levels

¢ Students with spe ific learning problems should not be forced into situations before peers
where failure is inevitable, such as spelling or reading aloud or writing on the board.

¢ Allowing students to work in small groups or with partners and giving them choices
among a variety cf approaches in performing tasks/assignments should incrzzse the
prot ability of their success.

¢ Distracting, external stimuli should be reduced to the extent possible.

® Inevajuating the abilities of students, vocational educators need to take care to ensure
tr * whatis evaluated is the students’ knowledge and understanding . the material rather
than their ability to read, write, or spell. Reading, wniting, and spelling can be influencad
adversely by some disabilities. It 1s important also that the periormance of disabled stu-
dents be measured against their own potential and capabiiities ruther than against that of
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their classniates in most cases, assuming that the students are sincerely making a
genuine effort and that the work is fitted to the students’ capabilities, they should be able
to succeed.

Adapting Testing Techniques

In some cases modification of testing methods may be required to foster student success The
following are possible types of adaptations that may be needed.

® For sighted and heanng students with reading problems, test instructions and the test
itself can bz given orally. Oral test adminisiration should oe clear, simple, and slowly
stated. Test questions can be read aloud before tte exam begins, allowing students to jot
down brief aniswers so that a second ~zading will bi: less difficuit. The instructor may also
wish to make use ~f oral exams, with the answers given directly to the instructor, tape
recorded, or dictated to another student.

* Ifthe problem is one of attention span, a series of short quizzes may be more effective
than a long exam.

® f the student has a writing problem, multiple choice or true-false formats may be prefer-
able to essay questions.

individualizing Instruction

In addition to the general guidelines for adaptation just discussed, vocational educators will
find that individualization of instruction is most effective in accemmodating the unique needs of
handicapped students. Public Law 94-142 requi :s that every handicapped student have an indi-
vidualized education program (1EP) developed.

This program is developed jointly by appropriate educators, rehabilitation pers- nnel, parents,
and the student. It describes the student ir. terms of capabilities and functioning levels, estabiishes
short-term and long-term educational goals, and identifies the steps necessary for goa! achieve-
ment and the appropriate persons to be involved in each step. Vocational personnel can use the
IEP and expand on it to individualize the handicapped student’s vocational prorram to the extent
necessary to prom.ote successful completion of the program.

Individualization of instruction does not requiire the vocational educator to invent a new pro-
gram of study for each student. The materials to be covered and the skills to be developed remain
constant, but instructional strategies are modified to meet the unique needs of individual students.
in orc'sr to accomplish such modification successfully, vocational educators need to assess the
tunctional capabilities, interests, and le 'rning stvles of the student in question. The IEP is a useful
«. linthis process, since it contains the results of any such assessments already made during the
student’s educational career. By using this information and conducting further assessment in spe-
cific vocational and related areas, the vocational educator can, in conjunction with the student,
establish goals—desired outcomes of the student’s participation in the vocational program--
toward which instruction should be directed.

82

85




1
Once these goals have been established, the knowledge and skills that the student must
acqdire in order to achieve the goals can be identified. Individualization i1s then a matter of choos-
ing instructional techniques that will best facilitate the student's acquisition of such knowledge

and skiiis based on the assessment of the student’s currert functioning level and capabilities.

A wealth of reseaich rraterizl exists in the areas of curriculum modification and individualiza-

tion The bibliography lists ceve:al excellent resources that should prove useful to vocational edu-

cators in successfully performing these tasks. The appendix lists sources for curricuium materials
and special aids
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FROM EDUCATION TO EMPLOYMENT—
FACILITATING SUCCESSFUL TRANSITION

The purpose of vocational education s to provide students w'th knowledge and skills that will
enable them to become gainfully employed To accomplish this purpose, vocational students need
to be provided with training not only in the technical aspects of their chosen area but also in
general entry-level skills in orcer for them to ccmpete successfully in the labor market Handi-
capped students have these same needs as well as special needs imposed by their conditions

Making the transition from school to work is an adjustment process during which students
need to have access to ongoing support of various types. This support should begin before the
student completes the vocational program and should continue into the initial period of employ-
ment. Vocational educators play an important role in providing this support to handicapped
students.

Orientation to the world of work Is an important part of any vocational curriculum. Students
need to become skilled in writing a resume, 1dentifying potential employers, apply..ag for jobs.
interviewing, and anticipating employer expectations. For handicapped students these sk:lis must
be taught with an eye to the unique needs of the particular student.

What transportation needs does the ctudent or employee experience in getting to and from
interviews or to and from a job? How can he ¢ she deal etfectively with employer biases encoun-
tered during job interviews? If work site accommodations are required, the student should be pre-
pared to help the employer find reasonable ways of accomplishing such modifications.

These are areas in which vocational educators can be ver, helpful tc handicapped students in
pref2ring for employment. Classroom practice in writing resumes and filling out apphcations, as
well ac role playing of interview situations, give students an opportunity to explore various
methods and discover where their strengths and weaknesses lie. They can use practice sessions to
develop confidence in their ability to carry out job search activities and to become famihar with the
mechanics of locating and obtaining the right job.

Vocational educators face the task of accommodating handicapped students in their class-
rooms and prograi..s Itis notan easy task, but it can be a rewarding one if viewed as a challeng-
Ing opportunity to improve the vocational education program. Vocational personnel are not alone
in accomplishing the task Parents, counselors, therapists, spec al education personnel, and hand-
icapped students themselves are excellent resources upc~ which educators can and shou'c, draw
for assistance and quidance The potential rewards—economic, social, personal, and
professtonal—oi helping handicapped students become productive m.e mbers of society far out-
weigh tne cosiinvoived in terms of time. effort, and finances There ar2 no acceptable aiterratives
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SOURCES OF CURRICULUM MATERIALS AND SPECIAL AIDS

Assistive Aide and Devices for the
Handicapped 7
Ohio Resource Center
470 East Glenmont Avenue
Columbus, CH 43214

Educationat Design, Inc 8
47 W 13th Street
New York. NY 1001

Electronic Aids for the Severely
Handicapped
Prentke Romich Co. 9
RD 2 Box 191
Shreve, OH 44676

Human Resources Libraries
EDN Corp 10
Jenkintown, PA 19043

Janus Book Publishers

2501 Industrial Ferkway West
Dept B

Hayward, CA 94545

Hh|
Learning Tree Filmstrips
7108 S Alton Way
P O Box 3009. Depr 85
Englewood, CO 80155
12
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Mafex Associates. Inc
90 Cherry Street

Box 519

Johnstown. PA 15907

Pre-Vocational Training Center
EBSCO Curriculum Matenrals
Civ EBSCO Industries. Inc
Box 11521

Birmingham, AL 35202

Programs for Basic Living Skills
Interpretive Education

2306 Winters Dr

Kalamazoo, M1 49002

Technology Expanding Opportunities
for People with Disabilities

Telesensory Systems, Inc

3408 Hillview Avenue

P O. Box 10099

Palo Alto, CA 94304

Vocational Kit

CANHC Literature Center

645 Odin DOr

Pleasant Hill, CA 94523 s

Vocat:onal Program Modules
Ingham Intermediate School District
Capital Area Career Center

611 Hagadorn Road

Meson. M1 48854
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Minority and immigrant Youth*

Language. The prov'sion of fluency in the English language is a major goal of the educaticnal
system as it attempts to educate immigrant and minority youth. The difficulty in achieving the goal
varies along several dimensions. Influence is exerted by the age and previous linguisti ~d educa-
tional experience of the children, the racial-ethnic mix of eac’s school. and the size of the
community.

The pruvision of extensive bilingual instruction throughout the curniculum (including voca-
tional education classes) combined with cultural maintenance, has been endorsed for immigrant
and minority youth. Bilingual instruction in vocational education classes can provide students with
the opportunity to learn technical skills in their native language and basic employment vocabulary
in English. Bilingual materiais for use in training students for new technologies may be lacking,
however. The ger :ral education of individuals also must be taken into account, along with
regional dialects, :.nd the possibilities of offering sim:'Itaneous instruction to those students from
related language groups should be considered. It is i, portant for instructors to emphasize
vocation-specific English in these ciasses.

Low achievement and alternative learning sty’es. Achieving fluency in English, as important as
it i, does not in and of itself ensure that all immigrant and minority youth will reach the average
level of academic performance. Even after allowance is made for differences in composition
according to such factors as family income, SES, sex, place of residence. and parental education,
some immigrant and minority yo ith groups show a poorer school performance than the majority
group or othes immigrant or mi ¢ rity groups.

Adverse effects of low teacher expectations on upil performance and, conversely, positive
advances in performance from raised expectations agoea- to be tairly well established. In fact,
some plack American educators have asserted that, giver: appropriate teacher expectations,
neither curriculum ner teaching methods need to be altered for minority youth.

Researchers maintain that an assessment of learning styles reveals dist.nctive patterns among
individuals and among groups. To the extent that individual youth from immigrant or nmiinority
groups are identified as having learning styles at variance with the styles demanded by schools,
expansicn of teaching methods may be desirable. One theory suggests that poor black students
are visually and manually (tactile-kinest! etically) ather than verbally inclined.

Recent research on the majority population suggests that a great many children do not learn
weil in the traditional, verbal style. A new field known as visual literacy has emerged to meet the
needs of these youth, many of whom do not come from minority or poor backgrounds. Because as
much as one-half of the population may fall into this category, it cannot be designated a minority-
group handicap In a technocratic, verbal civilization, however, it becomes disabling, and u follows
that individual learning styles should be considered in devising curriculum and teaching methods
for all students, but particularly for immigrant and minority youth. Fortunately, visual and tactile-
kinesthetic modes of instructior: are weil suited to vocational education.

‘This entire appendix 1s excerpted from a publication of The National Center for Research in Vocational Educ 1on by
Reubens (1983. pp 13-25) Documentation for the statements m ade can be found in the Reubens work
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Curriculum. Bicultural or multicultural education programs have been least successful when
they involved minority youth only, challenged no majority-group assumptions, or lacked social
interaction among culturally diverse youth groups. Where multicultural education has not been
implemented, "assimiiation” schooling has failed to retain some minority status in the larger
society. Vocational education classrooms can provide a setting where group interaction and reso-
lution of the resulting intergroup tensions occur. Training in group problem-solving su ategies,
such as the qual ty circles movement offers, is extremely useful for this purpose.

Otrer curriculum issues in the education of immigrant and minority children, particularly
those youth of low SES or from the u.iderclass, concern the pertinence of subject matter to their
current circumstances and future prospects, taking into account the socioeconomic structure and
the interaction of ethnicity, race, and gender with class. Such an approach may make school more
“real” and relevant and decrease truancy and early leaving. In vocational education, a realistic
appraisal of present occupational ‘ereotyping and segregation must be balanced by the fostering
of self-confidence in immigrant and minority students and the encouragement of attempts to over-
come obstacles.

Tests. The use of standardized tests, examinations, and other procedures in the schools has,
attimes, been seen as misleading or discriminatory with regard to the performance of immigrant
and minornity youth The criticism that tests are culture-bound has been partially met by the creation
of second-langage or "culture-free” versions. or by competency-based and criterion-re.erenced
tests

Training of teachers and administrators. Teachers and admi ‘strators must understand and
accept students who are di‘ferent from the majority culture, the variety of racial and ethnic groups
represented, and the resu'ting special needs of immigrant and minority children. At a minimum,
administrators and teachers shou!d have envugh awareness of cultural differences to enable them
to avoid misdiagnosing immigrant and minority youth as educationally or intellectually deficient or
developmentally disabled.

Home, community, and school. Because immigrant and rinority parents are sometimes intim-
idated by schools, they are considerably less likely than the parents of other children to visit
schools, to attend scheduled school events, or to participate in parent-teacher associations. it is
helpful to take measures to increase immigrant and minority parental participation in school.
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Gifted and Talented Youth*
Gifted and talented youth tend to need programming that is individualized and differentiated

Individualization. Some programs in vocational education have been individ:'2lized to meet the
needs of high-achieving gifted and talented students. In defin'ng gifted and talented in order to
determine eligibility for these programs, the inclusion of additional characteristics in the definition
becomes necessary. Concerns for creativity, productivity, and high levels of motor-skill ability
should be part of the definition when programs utilizing such traits are available.

One mode of individualization allows gifted and talented students to move in and out of spe-
cial programs, thereby providing for their individual learning styles and making those programs
available to greater numbers of students. Students receive experience-based program assignments o
for a designated p2riod of time. At the end of that time, other students are assigned to the pru-
gram. This approach has apparent potential for individualizing programs for gifted and talented
students tn vocational education.

Another accepted means of providing for the individual learning styles of gifted and talented
students has been called relevant enrichment. This method has been used widely and succ ssfully.
Gifted and talented students are often enrolled in vocational education programs in addition to
academic courses for enrichment.

Acceieration has also lung been used to provide for the incividual learning styles of gifted and
talented students. This approach shortens the number of years gifted and talented students spend
in school. The purpose of acceleration is to move them rapidly to the end of their apprenticeship
and launch them into careers.

The learning styles of gifted and talented students - ‘e elaborated on by Griggs and Price
(1979). Gifted and talented students—

® are less teacher-moti* ated than other students,
® are more persistent than other students.
® are more self-directed and independent than other students,
® like some sound in their learn’=- ~~vironmeat when studying or concentrating, and
® do not like to learn from lec . auditorially).
It is apparent from the work of Grnig¢ d r'nce that gifted and talented students’ learning

style characteristics cre largely related to the emotional element—centering around motivation and
persistence.

*This entire section 1s excerpted from a publication of The National Center for Research in Vocational Education by Milne
(1982. pp 11-22) Documentation for the statements made can be found in the Milne work
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Differentiation. Just as research into learning styles justifies individualization of instruction, a
Fractice wideiy used in vocational education, this research provides a rationale for differentiated
programming. Pacing to provide for individual differences includes differentiation of programming.
Thus, conient not found in the regular vocational education curriculum is added to the learning
experiences of gifted and talented students to provide for their interests and needs and to enhance
their employability.

Three techniques are as follows:

® Exposure—information, materials, and experiences are provided that are new, outside of
the usual curncufum, and unusual for the students’ grades and ages

© Extension—additional time is provided for investigation of an area of interest, including
time for student-initiated activities

¢ Development—more in-depth investigation of concepts and skills presented in the regular
curnculium is encouraged

Programs for gifted and talenied students need to provide a balance betwaen ind2pendert
activities and interaction with resources, both in and out of school. One often overlooked consid-
eration in differentiating learning programs for gifted and talented students is that sch:ool may or
may not be the test place for them to learn. Community rescurces may offer richer learning
experiences,
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Migrant Youth*

Recent estimates indicate that there are approximately 800,00 migrant children in the United
States. as many as 300,000 of these youth are *hought to be working. Approximately 80-90 percent
of alt migrant youth leave school before graduating with 60 percent leaving before the ninth Grade.

Poverty. The extreme poverty faced by migrant families profoundly affects their housing, nutri-
tion, and health care. These life-style factors, in turr., impinge negatively upon the vccational and
academic development of migrant youth. Because many migrant youth experience failures in the
traditional school setting, they tend to view the classroom as a hostile environment. The absence
of immediate rewards in their initial encounters with schools soon results in a lack of interest in
academic achievement.

Health problems are important to take into consideration when attempting to understand the
limited educational and vocational achievements of migre nt ye sth. In the rural environment of the
migrant child, medical facilities and health services are generally inadequate. A migratory life-style
further contributes to inadequate health care.

Malnurtrition among migrant children is an exceedingly difficult problem; and its correction
may be more complicated than a simple diet alteration. General maln.ourishment and the effects of
poor living and work environments may expiain, in part, the high rate of mental retardation among
migrant youth.

Geographical mobility. Short-term geographical mcbility patterns, which characterize the
work activities of migrant families, are se2n as having disastrous effects on educational achieve-
ment among migrant youth. Self-concept, school achievement, and parental involvement in school
are alt adversely influenced by serial movement from district to district.

Migrant youth are easily identified in harvest communities and schools and are not well
accepted. Stigmatized because of their parents’ socioeconomic status, they are viewed as a tem-
porary problem that will depart within four to eight weeks. Such prejudicial and discriminatory
practices affect the achievement of all migrant youth, Caucasian as well as ethnic and racial minor-
ity youth. But when bilingual educational services are not available, the schooi environment
becomes even more hostile to Soanish-speaking yo ith.

Childhood socialization factors and occupational choices. Social research on the career
achievement process has demonstrated the critical role that significant others play in a youth's
development—in the forming of educationa! values and in the mz..:ng of decisions related to career
shoice. The range of occupationa! role modeis to which these youth are exposed 1s virtually non-
existent, except for models found in field hand apprenticeship activities. Career exploration for
migrant youth is limited to agriculture-related labor actities. It is apparent that self-concept for-
mation in migrant youth is predicated primarily on negative and inadequate socialization.

*This entire section 1s excerpted from a publication of The National Center fcr Research in Vocational Education by Picou
(1982. pp 11-23) Documentation for the statements made can be found In the Picou work
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Types of pt sgrams needed. It is often exceedingly difficult to gain the trust and cooperation of
migrant children; therefore, educators must attempt to develop communication strategies to effec-
tively transmit information to them. To achieve this goal, teachers must have knowledge of the
unique communication problems that exist among migrant youth.

The [migrant] child has restrictea experiences and often limited conversational oppor-
tunities for language development. He may not comprehend what he sees or hears.
Models of good sentence structure and vocabulary are not readily available to him. He
speaks and listens ‘n his dialect or own language, not understanding what is going on in
class. For example, i arithmetic, “to carry” has no meaning to him, but “to tote” does.
Thus man, times he is overpowered by middle class vocabulary. (New York State
Bureau of Elementary Curriculum Development 1968, p. 13)

The two- to three-year lag of migrant youth behind comparable middle-class youth in aca-
demic achievement is a critical factor in exp'aining their high dropout rate. Although vocational
education has traditionally focused on teach.ny job skills, it is apparent that basic skills should be
included in vocational education programs designed for migrant youth. The development of read-
ing, writing, and mathematics skills would enhance vocational training and would provide a basis
for more specialized training in technical occupations.

Improvements in academic achievement and communication skills can contribute to helping
migrant youth overcome negative self-concepts. For instance, improved communication skills are
tool~ that can help migrant youth better cope with their personal problems through the expression
of personal attitudes and values. In the case of the vast majority of migrant youth, developing
improved coi.” ~unication skills also means increasing the level of bilingual education offered.

o

-
~
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: (payable to the National Center for Research in Telephone Number
I Vocational Education) * Ar,.eeing to pay the sum, set forth to the bank whichissued the
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|
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|
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| |
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|
: City State Zip City State Zip
I Order OFFICE
| Authorized by USE ONLY Date
I Signature Date
I Authorization
|
| Order No. Title Unit Quantity Extended
! Price Ordered Price
|
| SP300A The Bridger's Guide (includes) $ 75.00
I SP300AA Impiamentation Guide 10.95
| SP300AB Primer of Exemplary Strategies 11.95
: Improving the Basic Skills of Vocationai-Technical Students: ";:&;;;%V%
An Administrator's Guide 12.00 SRR
I 'ﬂ\\\ﬂ.‘r“m’s‘h
| Integration of Academic and Vocational-Technical Education
: An Administrator's Guide 1400
i SP300AC Provide for Basic Skills 7.95
: SP300AD Roadsigns from Research {black-line masters) 14.95
| SP300B Introduction to Basics (videocassette—VHS) 25.00
: SP300C Roadsigns from Research (set of 4 posters) ) 20.07
| SP300D Instructionat Program Development (inciudes) 50.00
I SP300DA instructional Matenals Development 1395
|
| | SP30008B Supplemental Instructional Resources 795
: Assist Students in Achieving Basic Reading Skills 500 L o ?M’k%"‘ﬁf?%
: Assist Students in Developing Technical Reading Skills 750 ) T ’ B
| Assist Students in Improviag Their Wniting Skills 400 - ; ' &
: Assist Students in Improving Their Oral Communication Skills 5.50 i o *
I Assist Students in Improving Their Math Skills ) 6 50 v
: SP300E Targeted Teaching Techniques (includes) 50 CO
| SP300EA Techniques for Joint Effort. The Vocationai-Academic
| Approach (with audiocassette) 1395
l SP300E8B Techmque for Management: Time for Learning 750
: SP300EC Technique for Remediation: Peer Tutoring (with audiocassette) 13.95
S°300ED Technique for Computer Use: Software Evaluation 750
SP300EE Technique for Individuahzation: .
The Academic Development Plan 995
| SP300 BASICS: Bridging Vocational and Academic Skills (complete set
| at 10% discount) 198.00
!
: «Obtain additional copies by contacting Amencan Association for Vocational Sub Total $
C o Instructional Materials (AAVIM), 120 Dnftmier Engineenng Center. Athens. (less % discount,
V. GA30602 as applicable)  Minus
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