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ABS;;ACT ¢
The Adult Basic Skills (ABS) ‘1isting is a catalogue of
epproximately 1000 skills which has been eompiled to defipe
the functional tasks in daily iiving that competent adults '
in Alberta normally perform in theirdvarious social roles.
The purpose of the study reported in this thesis was to
determine the possible implioationspof ipoorporatiug all the
uathematically related Adult ’ Basio 'Skills ‘into  the
mathematics program . in the Adepartmeht .of Adult Basic
Educ%;ion (ABE) at the Alberta Vocational Centre in
Edmonton, Alberta. AA further purpose of the study was to

provide feedback to the continuing development of the ABS

“listing. _ . E

The major sources of data for the study were semi- etructured
1nterv1e;s held with each of the seven full time mathepatlcs
. instructors in ‘the ABE mathematics program;‘*; Durlng the
interview meetinge, the instructors also performed a multi-
steépped card sort procedure designed. to. determlne the extent
to which each of the mathematical Adult Basic Sklllsgwas
already being taught in the ABE program.: 'The ;Eard sort
procedure and_the interviews were designed on the beSis or-
an examihation of ABE course texts and course descrlptlons,

as well as discussions with the dlrectors of both the ABE

mathematics program and the Adult\Basio Skillsrproject.

o B n

iv



The results of the study shéwed that the mathematical Adult
Basic Sﬁfils we;e, in general, already included in the ABE
‘pfogram,-bdt that only the traditional, "three-R's" types of
skills were consistently embhasized in instruction.
Functional 'mathematics skills, for example "Manage Family
Finances", tended to be included ih the .curriculum, but
taught ﬁo a much ‘lesser degree. Although instrucfors
evidenced - enthusiasm for incorporating functional
mathematics skills.in their éoursés, and showed a history of
some attemp%s to do so, pragmatic ‘restrictions in the
pﬁrpose and .goals of the ABE department tend to inhibit such
attempts. In its present‘ structure, thg department must

serve academic upgrading requirements; also, student needs,

desires and abilities vary.

Instructors :proposed three possible options‘ for '
incorporating the méthematical Adult Basic" Skills. The
intent of each of the options "was to. provide enough
flexibility for needed individualized instruction, and to
avoid requiring chaqges in the fundamental goals of the ABE

department.

The study -resulted 1in a "~ general wvalidation of the
mathematical Adult Basic Skills, however instructors
indicated some skills which, although perhaps necessary for

adult Albertans, were considered as not relevant or too »



complex for some ABEI students to  attain. Instructors
recohmenaed activities to define whlch Adult Ba51c Skills
~ghould and should not be taught in the ABE program.

Given various options for incorporating the mathematical
Adult Basic Skills, the fact that many were already taught
to some degree, "and the.fact that some others might not be
appropriate for insﬁrdétion}, it was concluded that
incorporation of the mathematical Adult Basic‘Skills might
Vbe feasible without chanéingbthe presént structure of the

ABE program.

vi
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CHAPTER ON&Y

Introduction

\

\
A
\
5\

Curriculgm development'forQCompetency Based Education (Cé@)
can often be a relatively lengthy and expensive proces;\
One system which can be wused in a systematic way to
construct a CBE curriculum 1is the Competency Analysis
Profile (CAP) system of Deane and Manuel (1977). The CAP
system is a five stage process. The first two stages
involve 'identification of competency areas and the
validation of those areas. This results in a profile of
competencies which is usually arranged in a chart form. The

last three stages may involve months of intensive work by

curriculum specialists.

In July 1981, the Alberta Department of Advanced Education
and Manpdwer let a contract for the development of a CAP to
identify the "functional tasks in daily 1living that

competent adults normally perform in their various roles as

members of Alberta's society." The CAP chart was to be the -

first stép toward defining the basic skills required in any
prggram\of Adult Basic Education (ABE) within the system-of
Alberta Vocational Centres (AVC's) operated by the
Department of Advanced Educatiqn and Mangower.

A
i

\
A\



As a result of the€contract, a CAP containing 104 skills was -
produced and validated by a survey of 550 Alberta adults.
The validation process resulted in changes in the profile

and a second draft was produced.

It was felt that the skills in the CAP were not yet specific
enough to allow the'creation of instructiQnal objectives for.
curriéq}um ‘design. Thus, in a third phase of the project, a
series of short profiling sessions was held whereiﬁ each of
the basic skills in the second draft profile was used as the
basis for a new profile of skills. This process, and the
resulting _analysis that followed, resultéd in a bank. of
apprbximately 1000 basic skills needed'by'adult Albertans to
funttion in society. This skills 1listing has been "termed
the Adult Basic Skills (ABS) listing, and has been
distributed to the AVC's in the form of a cétaldgue of
skills (Collett, Deane, Kendal & Brooks, 1983).

The long term objectives of the activities of the Alberfa
Vocationgl Centres are to produce-curriculum changes based
vdn the ﬁbasic skills which ha&e- been identified and,
ultimatel?) to create an Adult Basic Education cerﬁification

for the Province of Alberta (Alberta, 1980):

o



Purpose of the Study

Thé purpose of this study was to provide an evaluation of
some aspects of the relationship between the ABS listing and
the existing ABE program at AVC Edmonton. Specificaliy, the
study was designed to provide an indication of the degréé of
change which might be required 1in the .existing ABE
Mathemgtics curriculum if the maihematically oriented skills
from the ABS 1listing were to be incorporated into the

curriculum,

An auxiliary purpose of this sﬁﬁdy was  to offer an
opportunity'fér‘ABE instructors ﬁoNprovide feedback, in a
systematic way,. to the continuing process of the development
of the ABS listing. Further, since the study was designed
to provide an indication of how a portion of the ABS listing
compared to the corresponding course offerings in ‘the ABE
program at the AVC in Edmonton, it was hoped that the study
might thus.lay some bésis for future comparisoné concerning
other portidns of the ABS listing énd other ABE offerings in

Edmonton and elsewhere.
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Statement of the Problem
. ) El . \\

In order to meet 1its intended purpose, the study sought

_answers to the following questions:

1. "To what extent are each of f Ehe various
mathematicaliy‘ oriented skills in the ABS listing
being taught in the Adult Basic Education department
at the AVC in Bdmonéon?" |

2. ‘"What would be the implicationé if the mathematicélly
oriented Adult Basic Skills were to be incorporated
‘into the Mathematics program?"

3. "tht would be some possible methods to accomplish
the incorporation of the skills?"

4. "what are the concerné and suggestions of the ABE
‘mathematics Iinstructorsv with respect to the ABé

1isting and the curriculum development process?"

The 24 - 3asic Skills listing contain; mathématics skills
in two First, it contains some skills which are
directly weﬁatical, for example, "Write numbers".
Secord, tre 'stiag contai.s skills in which mathematics is
onlv one as:._ >f .e skill, for example, "Uﬁderstand Cash
Transactions’ Both type 5f mathematics skills were

included irn the¢ st 4y, and are referred to here as the "ABS

mathematically oric '2d sk ils“, or, in short, as the "ABS



mathematics skills". The study did not presume to which of
these two categories each skill belonged, but rather
included in the data collection instruments a procedure for

determining the category for each skill.

Need for the Study

W

Systems used for developing a curriculum invariably involve,
at an early stage, development of program\ goal. and
objectives (Tyler, 1949; McNeil, 1977).. If the objectives
are being designed to replace 'an existing curriculum, there
should, at some point, be a systematic comparison between
the éxisting curriculum and the cbntemplated changes. Such
a comparison provides useful feedback for the devélopmeﬁt
process, and it is apparent that the earlier in the process

that comparative information exists, the better.

Curriculum evaluation should be an integral part of the
curriculum development process. Lewy (1977), after
discussing the evaluation needs in the planning stage of
curriculum development stated:
Thorough examination of various aspects of the
program at this early stage can highly
increase its efficiency and can reduce costly

trial and error in the later stages of its
existence. (p. 17)



Yet, as stated by English (1978):
Data is rarely gathered to carefully examine
an existing configuration instead of assuming
that...the curriculum should be changed by
developing new guidelines. (p. 26)
Since the information contained in the ABS listing may be
the foundation for the expenditure of considerable long term
financial and manpower resources, and since the ABS'lisﬁing
may. ultimately cause significant changes in ABE programs i:
the AVC's, some investigation of the content of the ABS
listing as compared to the existing ABE cu:riculum would
seem to be appropriate. Any indication as\‘to how much
change 1is likely to occur in AVC programs should help when
choices are made about methods to be used for curriculum

development, and it should help when estimates ‘are made

coﬁcerning resources needed to effect the change.

This study used thé ABS skills listing information to
compare the existing curriculum to the ‘ contemp{ated
curriculum changes. In thi$ way, 1t was hoped tol provide
feedback to the curriculum dévelopmenﬂap;ocess at an early

-

stage in that process.

Previous diséussions with those ‘responsible for - £he
development q£ fhe ABS 1listing had -shown that they .were
concerned about the adequacy of the mathematics skills in
~the liSting.v The informatioﬁ gained in this evaluation was

thus also aimed at serving this previously expressed issue.



Assumptions

In the design of this study, the following basic assumptions

were made: ’ : ' -

In looking for implications resulting from the potential
'incérporation of the 'ABS Mathematicé ékills into the ABE
Mathematics curriculum, it was -assumed that incorporation
would occur without causing any fundamental changes“in the
program structure of the ABE department at AVC. More
specifically, it was assumed that the Mathematics program
. itself would not be eliminatéd by any general.incorporatioq

S
NN

of the Adult Basic Skills.

»

It was assumed that no biases were introduced by the
interviewer during the interview process which would affect
the interview process in such a manner -as to affect ‘the

reliability of the interview results.

In the design of the study instruments it was also assumed
that the AV  instructors would all interpret -the méaning of

the ABS skill statements in fundamentally the same way.



Delimitations and Limitations.
. . 1

Delimitations

This study was delimited to the Adult Basic  Education

mathematics program at the. AVC in Edmoﬁton. Although there

\

are also ABE mathematics programs exisﬁ@ng at the other

three AVC's (Calgary, Grouard, Lac La be@e)l and' at the

CVC's (Community Vocational’ Centres) in t\é Slave Lake
AN

region, and although all of these institution re a part of

the same system, each facility designs its ownéﬁ;ogram, and’

‘there are thus variations in programs throughout the system.

The portion of the Adult Basic Skills fis;ing used in this

study was delimited to include only the mathematics skills.

The study sought to establish which ABS mathematics skills
were inc}uded in the“ABE_program, but was not designéd to
find whiéh ABE program skills were inclqded or not included'
in the ABS listing. It thus did néév seek to fihd the

overall degree of overlap between the two seté_of skills.

,,,,, ‘\_\\ .
This sgﬁdy is Timiied by its reliance on the opinions and

[

pereceptions of the paf?}eigints. It is also limited by the
\ .

small nuﬁBér\gf such participan involved in the study.

N \ . | :  \ o
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Method of the Study

»

The folléwing is a brief description of the manner in which

the study was carried out.

In order to determine tﬁe ﬁost éppropriate infofmaéion to
researcﬁ, aﬁd the most appfopriate methoés to dbtain' the
infdfmation, meetings were heid Qith both AVC supervisory
staff, and the directors of the Adult Basic Skills project.
The AVC meetings produced a description of the ABE
‘méthematics prbgray, and a list of skills currently taught

. . . g
1n 1ts curriculum.

Thé ABS listings were inspected by the .researcher and all
mathematically oriented skills, a total of 68,‘were selected -
from the listings; A card sorting.proéedupé/'based on the
Q-methodology of Sﬁéphensbn (1953), was devéloped to
detérmine the extent -;é which the ABS mathematics skills
were being taught By AVC instr@ctofglin'the ABE program.

The'card sorting procedure Qasuused as an integral part of a
- semi-structured interview held with each mathematics
instructor, -The interviews‘éought the instructors' opinions
on the éccuracy'of the ABS mathematics skills, how‘those
skills compared to the; ekisting ABEH program, a5d~ the

possible ‘implications of ‘incorporating -the ABS skills into

the, ABE program.



CHAPTER TWO

REVIEW OF RELATED LIT'RATURE\

This chapter inclt >S two sections. First, in order to
provide- a ednceptual framework fof//ﬁhe structure of the
study, a remiew of literature pertaining to educational
eveluation was »pefformed. Second, in, o%der to provide
backgreund‘ informafion on ‘the fdpics Qk iAdult 53asic
Education, a review of the literature-wgs made in this area
with emphasis on studies .or writings“ pertaining to
"fumctional skillsf, life‘skills"f "Competency Based Adult
Educatien", “and simiiar conceptsT “This. section also
includes' a discussion of fhe\ ways in which mathematics
competencies are. presented in adu1£ functional compeeency

|
: |
programs.

Educational Evaluation

The field of educational evaluation ' has expanded rapidly -

during‘the/past-fifteen to twenty years. It is often stated
that thls/expan51on was a result of the needj in the Unlted
States, for evaluatlon .of the large numbers of educational
i programs begun"in the early 1960's (MacKay and’ Maguire,
1971; Cronbach ‘et al, 1980). The c&mmunit¥ of educational
researchers has had to work qguickly to try/to keep up with

~

the demand for useful, accurate and reliable evaluations.

10. .

<
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As a result evaluators have borrowed as models for
evaluation design the procedures, methods and perspectives
from other sciences in addition to creating new directions
of their own. The continuing attempts at creating fresh
evaluation methodologies for educational evaluation have
naturally resulted in_a proliferation of techniques. Guba
and Lincoln (1981) after a reQiew‘of the literafure said
they found over 40 evaluation models sefficiently formalized
to appear in the literature since 1967 alone.

Each evaluation model is accompanied by its own perspective,
definition of eveluation and . underlying aesumptions. In
order to understand the field, various authors have
attempted to classify the models in different ways. For
example Stake k1976) classified eveiuation methods‘into 9
categories depending on the approach used in eachpmethod;
whether the épproaeh was predominantly oriented towards the
use of the ﬁudgements of experts, toeards institutional
self—studyiby staff, etc.: Morris and Fitzgibbon (1978) have
grouped evaluation; methods according. to the emphasis
inherent in'the_model; emphasie might be placed on goals, on
decisions, or on research, amongst others. Guba and Lincoln
(1981) preferred to classify evaluation methods aecording to
‘_the ‘"organizer" wused. The method might be organized by
ijectives, by deeisions or by the effects of the program

being studied, etc.
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Although, as noted by Smith (1982b), there is moré to
insuring the usefulngss of "an evaluation than choosing a
method or model, this choice is an,important consideration.
The literature concerning the‘training of evaluators gives
emphasis"ﬁo having. knowledge of methodologies as an

important prerequisite: for the novice evaluator.

Thus this revié@ had 'to concern 1itself with evaluation
methods and_models;' Due to the large number andlvariety of
methods existing, a selection has been madé of models and
perspectives that could affect the present study, as well as
some of the emérging techniques, the latter ih order to give
an overview of the present directions of the field. In so
‘doing, the important general considerations in the field are
. ; 5
discussed. This review then builds on these considerations
by diééussing the most recent efforts of leading evaluators
who have attempted’to standardize the field of educational

evaluation by looking for the commonly sought after

qualities and standards of all evaluation methods.

The CIPP Model

The well known CIPP (Context, Input, Process, Product) model
of evaluation first appeared in 1971 in the book
"Educational "Evaluation and Decision "Making" authored by
Daniel Stufflebeam and 6thers. This book represented the

results of work sponsored by the Phi Delta Kappa National
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Study Committee on Evaluation over the period from 1968 to
1970. The committee actually refined the CIPP model which
had already been worked on by Stufflebean. Egon Guba, who

was also on the committee, was a major contributor.

The perspective that underlies the CIPP model is shown in
its definition of Evaluation:
Evaluation 1is the process of delineating,
obtaining, and providing useful information

for judging decision ' alternatives.
(Stufflebeam et al, 1971, (p. XXV)

This definition indicates that the purpose of evaluation is-
not to make judgments on the merit of a program, but rather
to serve the decision maker, whoever he might be. Thus the
CIPP 'model is often described as "Decisfén—oriented"
evaiuation. However Scriven (1967,1969) feels that the act
of evaluation necessarily implies a judgement, and that the
evaluator who does not express a judgement is - t doing his
job. Also Stake (1967) feels that the evaluator should at
least process:judgement data for his audfénce.‘ However the
type of definition quoted above is gchoed by many authors,
among them Alkin aﬁd Fitzgibbon (1975), Hamilton et al
(1977), MacDonald (1973) and RoOSS (1980)_ Who feel, to
varying degrees, that the role of the evaluatorvis to maké

measurements and provide information for decision makers.

Ki
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The " CIPP model divides decisions into four classes:
planning, structuring, .implementing and recycling. - 1In
planning decisions there are choices of objectives.
Structuring decisions afe made. when désigning projects to
achieve given objectives. Implemehting decisions are made
when the project 1is actually b.'ng brought into service.
Recycling decisions refer to the judgemeﬁt of, aﬁd reaction

to project results.

Since there are four kinds of decisions, the model inclhdes

four kinds of evaluation (Stufflebeam, 1974):

1. Context evaluatipn serves planning decisions., by
identifying unmet needs, unused opportunities, and

underlying problems.

2. Input evaluation serves structuring decisions by
projecting and analyzing . alternative procedural

designs.

3. Process evaluation serves implementing decisions by
monitoring project operations.
b
4. Product evaluation serves recycling decisions by

identifying and assessing project results.
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The CIPP model has been categorized by Stake (1976) as a
Management Analysis approach since the evaluation study is
done mainly to assist program managers to make immediate or
repetitive decisions. CIPP gives primary attention to.the
transactions inQolved in the construction of a project.
CIPP 1is cértainly not the only evaluation model which is
management oriented. Rippey (1973jt/for instance, creéted a

model which he called "Transactional Evaluation", based on
" the organizational theories of the late 1960 's.
Transactional evaluation was "concerned with the system
undergoing change rather than the outcomes»of ghe system's
activity" (pg. xiii). It may be seen from Stufflebeam's
listing (above) of the CIPP evaluation types that CIPP
shares, with Rippey's model, a predominant concern with the
method of evaluation rather than with the product of result
of the evaluation. This‘orientation was objected to by some
authors. Scriven (1972a) describes the Context stage as
market research which is "not evaluation at all." However,
if we cqnsider the Context stage as similar to a needs
assessment, as do Gubg and'Lincoln (1981), then we can see

that it does have support from authors who support that

concept in educational evaluation.

The CIPP model is flexible since the four stages can be
used independently. Context evaluagzon can be a continuiné
process underlying the implementation of each of the other

stages. The model is also designed to provide a basis for

[y
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acéountabilify. Each stage provides é record of activities:
objectives chosen aﬁd rejected and why; procedural designs
chosen and rejected and why tc. fhus, according to
Stufflebeam (1974) the CIPP model “gan be used proactively to

serve decision making, or retroactively to serve

accountability. : “/f\\//“/ ' :

Ig may be noted that, the CiPP model - treats program
objectives in detail during the Context stage. There has
been some discussion in the 1literature, especially at about
the time the CIPP,modél was published, concerning how to
deal with program goals and objectives. with its roots in a
sqientific research background, educational evéiuation.had
‘made_ emphvsis‘ on the use of program goals/obﬁectives as
referénce markers to measure whether a program or curriculum
Had achieved its aims.- Ralph Tyler's (1949) work_nbt only
used objectives in this way,  it detailed methods ' for

arriving at program objectives if none existed.

Crdnbach (1963) sta;ted to move awéy from objectives‘ and
towards the decision maker. However Scriven.(1972a) went to
the extreme of ‘suggeéting ﬁhat evaluation should be dohg
while consciously avéiding knowledge or contact with a
program's existing goals. His Goal'Free Evaluation model
‘says that the vevaldation, during its course,./éhould~
determine the results of the program, since unfhtenégd "sidé

effects" are often as important as the intended goals of a
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program. Those who have attempted to perform Goal Free
Evaluation, such as lech (1978) poiﬁt out many practical
problems with the approach, especially political friction
with those commissioning the evaluation. Scriven (1979) has
latelyvplaced historical value in Goal Free Evaluation for
the challenge it has posed to standard approachesAlof
evaluation and the caution it “has ‘raised in evaluators
looking for objectivity. Aléo, Egon Guba, himself one df
the principals of the CIPP committee, has praised Scriven's

efforts for that reason (Guba and Lincoln, 1981).

CIippP provides a comprehensive " detailed me thod for
approaching evaluation (Webs;er, 1981). 1Its general purpose
s to increase rationality in .day to day decisions (Stake,
1976). . However CIPP is difficult to opgrationalize (Guba
and Lincoln, 1981) agd it makes some assuhptions.'about
decisioﬁ mqking that may not be tenable. - Guba (1979) points
out that decision authofity itself may not be-localized and
may be hard to pin den. Further he notes thé assumption
that decisions areu actually made in some explicit way
whereas “deciéions‘moré often simply. 'bubble up" .and when.
they are officially fecognized - e.g. in some ratification
vote - they have already been made in all important

operational senses" (p. T4Q);

Nevertheless} CIPP has\had an important impact. It is being

used, especiall¥ in large scale administrations (Webster,
< .
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1981). Ross (1980) has taken its concepts a step further by

giving even more importance to the decision. He discusses

what he c¢."1s "decigion rules":

program evaluators serve decision makers by
collecting information about the value of
alternatives that are.being considered for a
given decision problem...Decision rules define
the conditions under  which each of these
alternatives would be selected." (p. 60)

Responsive Evaluation

As formulated by Stake (1975), Responsive Evaluation places

more emphasis on the "issues" of the evaluation as defined

by the audience of the evaluation.

...there are different ways to evaluate
programs and no one way is the right way. I
prefer to think of  ways that evaluation can
perform a service and be useful to specific
persons. For an evaluation to be useful, the
evaluator should know the interests and the
language -of  his audiences. During an
evaluation study, a substantial amount of time
may well be spent in learning about the
information needs of the persons for whom the

evaluation 1is being done. The evaluator
should have '‘a good sense of whom he is working
for and their concerns. (p. 13)

Tﬂus a Responsive ﬁvaluation_responds to audience require-
"ments for information. In order .to do this, the evaluatqr
first observes the program in détail, and only then deter-
mines what to look fof. .This is done By intense interaction
with his "audience" (in the widest sense of the word). The

evaluator must decide which of the 1issues and questions
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raised by those he has contacted can be. included 1in his
| i
information seeking activities. ‘

Pagt of ﬁhe basis for Stake's model is thatiall evaluation
activities contain or imply a value system. He feels that
the evaluator should not become 5‘surrogate decision maker
without revealing to others the values or value systems to
which he is responding. Commpnication between the evaluator
and his audience(s) is vastly improved- if the communicator
speaks the language and responds to the valuevsystem of hié
audience. Thus Stake emphgsizes the role of the evaluator
as facilitator rather than as a‘deliverer of insights.

t
A\

The ultimate effect of increased bommunication is improved
utiii£y " of the evaluation. Although there is some
discussidn in the.litetature‘céncefning just what is meant
by evaluation "utilization" (Daillak, 1982;>Rutman, 1982),
the normal layman's use of the tefm seems acceptable to most
writers, In accordance with Stake's perspective, Weiss
(f973) states that ."RésearCh _focuésed on pressing
information néeds will stand a bétte? chance of being usable
and used".(P{ 1). In a previous article Weiss (1972) also
states that "unless (the evaluatién) gains serious hearing
when prograﬁ decisions ére made, it fails in its major
purpose” (p. 318). Also on theusame tbpic, Braskamp and

o

Brown (1980) quote Cronbach (1977) as. saying,
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1Y

Since evaluation is a polltlcal and managerial

activity, it should be judged by the extent to

.which policy makers and other relevant people

are made aware. of the merits and shortcomings

of the evaluated program. (p. vii)
Thus any activity that would increase the communication with
such relevant people, and thus increase utilization would
seem to be a gooa thing.
The thinking of Robert Stake seems to have "undergone a
change overzghe yearé. He first became well known fof his
"Countenance" modei of evaluation (Stake, - 1967). The
Counténance model . was somewhat oriented toward. the
scientific research paradigm ggd had, aé its major concern,
'tﬁe types of 1information to Se inclﬁded in an evaluation.
The information' was cateéorized and the categories were
arranged in matrices which defined their relation to each
other. Staké indicates that his thinking‘has not changed
except that he now piaces more.emphaéis 6n the process of
the evaluation (Braskémp and Mo;rison, 1975). A further
change in his thinking, however, would seem to do with the
types of information needed in an evaluation study.
Although Stake advocates the collection of numeroﬁs types of.
information, he has increasingly leaned away from "the type
of - informatiop ‘one geté from a conventional evaluation

study"; for example he talks about the "wastefulness of

getting student performance data" (Braskamp and Morrison,
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1975). This would seem to be drawing him away from the
standard scientiiic paradigm of educational evaluation.

Stake has increasingly used methods ‘such as detaiied
portrayals, as in his evaluation of the TCITY program (Stake
and Gjerde, 1971), and case sthdieé as in the large study of
science education in the U.S. (Stake and Easley, 1973), but
he emphasizes the use of methods chosen in consultation witg
the audience’' (Stake and ‘Pearsol, 1981), WThe‘responsive
approach is an attempt to reébond to the nétural ways inl
which - peéple aésimilate information and arrive at

understanding" (Stake, 1975 p. 23).

'

It is this orientatioh on humanism and naturalism that has
caused some authors to place Stake's Responsive evaluatiOn

model in the “Natﬁralistic" enquiry category.

Naturalistic Enquipy

Naturalistic enquiry methodsv are vbased on a specific
' understanding 'of the way that human beings come to accept as
"truth" or. "kndwledge" the input that comes from their
surroundings. As explained by Guba K1§78), in the
'traditional “scientific" paradigm of investigétion, such a;
that used by physics, ‘engineering, etc., knowledge is
arrived at by separating out "variables" of any subsystem

ahd testing the operation of a variable by holding every-

thing else in the subsystem constant while that variable is
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3
altered. By working successively with different variables,

the enquirer. begins to"»ponverge on  the "truth" by

establishing relationships between the variables,. . A
AN

~

naturalistic enquirer however does not assume one ultimate
"truth” to a system, but rather ‘multiple truths each

interacting with each other 1in intricate patterns. The
naturalistic‘énquirer searches out these patterns, not for-
the sake of prediction and wider generalization as would the.
scientific investigator, but rather for the sake df

"understanding" the existing situation.

Amoﬁgst many arguments, Guba proposes_thaﬁ the naturalistic
enquify methdd is much more adaptable to social behavioup
phenomena (i.e.' education) than the scigntifig paradigm
since oné‘yg not really able to properly isolate independent
and dependent variab}es in a social behaviour setting.
This, he sayé, is why predicted generalizations of the

scientific methods so often fail in an educational setting.

Guba says. the naturalistié enquiry method does not
necessarily call for qualitative ratﬁer than quantitative
data, althbugﬁ qualitative methods are more prevalent.
However Stake (1978a) does make a ’casel for increased
subjectivity rathHer than Objectivity “-as a means for
gathering and uéing evaluative information. Stake (1978b)

makes similar arguments to Guba's in favouring naturalistic
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methods, but bases his reasoning on the way in which human
" beings abséfb information. He says that the way most people
"learn" or 'acéept inﬁgrpation oﬁ a daily basis is by
"natgralistid generalization”. In other words truths are
developed in a person as a produét of successive experiences
(wgich may be of many"different informal types), rather than.
by scient;ﬁic ipductioni

Natqralistic enqﬁiry methods generally borrow techniques of

observation from the natural sciences. Field study is the

fundamental technique of Bbtgining information. The use of

~ ./

ethnographic models of enquiry, borrowed from the field of
'anthropology, is a typical example. -~In this regard, Chafin
(198?) talks about the evalué&or actiné as a "participant
‘observer" in the program being evaluated. The investigation
unfolds through a pattern of intensive interaction\petwéen
the program and the evaluator. Tﬁege is an eleméﬁtﬂ‘of
continuous4informal feedback given from the evaluator to tﬂé\
program participants and evaluation audience. The#evaluator
also uses techniques borrowed from ethnography +n order to
éet close to the program pa;ticipants\ and thus obtain

1
1

intimate information. \
An example of an anthropological evaluation is that of Smith
and Pohland (1974). The authors evaluated a large scale CMI

program in the Rural Highlands of Virginia. Their fechnique

-~
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involved taking detailed descriptions recorded daily, on
site, in field notes. 1Issues to be pursued arose during the

evaluation, and were handled using the same technigues.

Advantages of natpralistic techﬁiques. are ‘varied. .Alkin
(1980)  states that they ©provide a procedure for
concehtrating precisely on vthe unfolding processes that
result in obsérvable outcomes. )

outcome events'less often appear as surprises

and more often have identifiable histories and

- can be seen as the understandable product of a
sequence of actions and events. (p. 22) |

Authors recognize that naturalistic procedures are less
likely to be acceptable to those who prefer "scientific"
studies (e.g.'Smith and Pohland, 1974). However Croﬁbach
(1980) states that,

Much ‘that is written on evaluation recommends

some one ,'scientifically rigorous' plan.

Evaluations should, however, take many forms,

and 1less rigorous approaches have wvalue 1in.
many circumstances. (p. 7) '

Similafly, Stake (f975), defends his perspéctive by saying
that "it trades off some measurement precision in order to
increase the usefulness of the findings to persons ‘in and

around the program" /' . 14). o . "

N

" Evaluation of Evaluation Methods

As noted previously, there has been a proliferation of
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educational ~evaluation methods, models and techniques.
Smith (1982a) indicateslthat evaluatofs have explored many
disciplines to find new perspectives and tools for
evaluazion. In addition to anthropology as discussed
“earlier, he lists igeography, law, history, art and
joﬁrnaliSm as only a sample. In addition to thié;_many
evaluators, when actually performing an evaluation, use what
may be called an "eclectic" approach to evaluation, choosing
bits and pieces from various  approaches and using their
professional experience to decide how to procede in a
specific evaluationi For é}ampie, Worthen (1981), calling
himself an "ecléctic evaluator”, uses Uwhat he calls the
"muﬁtiple method" approach to evaluation in  which he uses

various methods to obtain various types of information in

order to "triangulate" or zero-in on an evaluation finding.

As a result of the myriad of methods and approaches, if is
difficult, éspeciall}‘for‘the novice evaluator, to know how
to choose an effective technigue. The ¢advice of some
authorities encourages é divergence of styles, rather than a
convergence on "the" appropriate methoq. Cronbach '(f980)'5
states: . - |

The- evaluator will be wise not utO declare
alleglance to either a quantltatlve manipulat-
ive-summative methodology or a qualltatlve—
naturalistic- descriptive methodology. He can
draw on both styles at appropriate times. and
in appropriate amounts. Those who advocate an
evaluation plan devoid of 9one kind of
information of the other carry the ‘burden of
justifying such -a conclusion. (p. 223)
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In attempts to ciurify the situation,. some writers have
advocated the eva}uation of differeﬁt evaluation techniques
to provide ' some comparative information. Michael Scriven
(1969) introduced the idea of Meta-Evaluation as a type of

1
second order evaluation in which the primary evaluation

(perhaps still in progress) 1is considered with a critical

eye. His purpose was to try to increase the credibility of
the primary evaluatioﬁ. More recently, Smith (1982a,1982b)
has offered some approaches for evaluating neQ methods of
evaluation. His techniques involve a meta-ev: iation type
of approach 1in which the evaluaﬁion is studied as it
proceeds. He offers variables to be tested and methods of
testing. What he seems to suggest 1is that 1long term
methodical tésting of evaluation approaches and techniques
will help refine . evaluation practice and .'provide
.Qracticioners with a sound basis for decisions about choice

. of techniques.

;%n example of meta-evaluation 'is a study performed by Manuel
(T976). In ¥hé study, Manuel evaluated a system of evalu-
,étién which had been used to assess some in-service training
programs offered at the Northern Alberta Institute of Tech-
nology. 'The primary evaluation method was an‘appl;cation of
Stake's Countenance model. Ménual made an assessment of the
,'ézccess of the evaluation model by asking a panel of eXperts
|

to apply some previously selected ériteria.‘ Stake's model

was found to be effective in this instance.

~
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It is apparent that the information resulting from meta-
evaluation tends to provide data about techniques that have
already been used, and used in a specific situation. Thus
meta-evaluation results can bnly be generalized with extreme
care to not-yet-tried evaluation designs. .HoJever many of
the authors previously diséussed, such as Stake, Cronbach,
Worthen and others recommend tailoring the evaluation to
each new evaluation context. From such a perspective, the
use of meta-evaluation would appear to be limited.
One approach that has been taken to alleviate this
difficulty is to establish standards to apply to evaluation
studies. As stated by Smith (1982c),

the purpose of an evaluation design is merely

the presence of <certain qualities in an

evaluation - qualities which are valued by
those in the evaluation process. (p. 229)

This review has found three recent attempts to compile a
comprehensive set of standards for educational evaluation:
that of N.L. Smith (1982c) of the Northwest Regional
Educational Laboratory; that of the Evaluation Research
Society (E.R.S.) (Anderson, 1982); and that of the Joint
Committee on Standards for Educational Evaluation (1981).
The work of the Joint Committee was the largest undertaking

of the three =+ taking five vyears and involving -the

contributions ‘of approximately two hundred ‘evaluation
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experts in national (U.S.) hearings. T@e three efforts have
produced similar results. Smith (1982c) notes that his
results are similar Eo, though simpler than, the standards
of the Joint Committee. Both Rossi (1582) of the E.R.S. and
Stufflebeam (1982) of the Joint Committee (he was chairman
of the committée) have stated tﬁat the E.R.S. results are
substantially the same as the Joint Committee results.
Further, since the E.R,S. standards were designed for a
~wider audience than just educational evaluators (Anderson,
1982) only the Joint Committee standards will be discussed

here.

Ridings and Stufflebeam (1981) state that the word
"standards" in the Joint Committee work refers to "widely
~shared principles for assessing . the quality of an
evalu;tion" (p. 7). The Joint Committee developed 30
standards grouped according to four major attributes of an
evaluation - its utility, its feasibility, its‘propriéty.and

its accuracy.

Ridings and Sfufflebeam describe the four major attributes

as follows:

The utility standards concern the responsiveness of the

evaluator to his audience. He must acquaint* himself with

his audience and the audience's needs. He must report the
. « s

information ‘clearly and when it is needed. .
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The feasibility standards are concerned with having an
evaluation that 1is cost effeétive and workable in a
real-world setting. The evaluation should be realistic,

prudent, diplomatic, politically viable, and frugal.

The propriety séandards recognize the multitude of effects
that evaluations have on people. The rights of persons must
be protected. An ‘evaluation must be conducted legally,
ethically, and with due regard for the welfare of those
involved in tge evaluation as well as those affected by the

results.

Tﬁe‘accuracy standards relate to the eva;uation‘s overall
validity. They determine whether the evaluation has
produced sound information, whether the obtained }nformation
is technically adéquate and whether conclusions are linked

logically to the:-data.

The Joint Committee has presenfed the standards in a book
titled "Standards for Evaluations of Educational Programs,
Projects and Materials." As well as a description and
ratioﬁal for each standard, the book provides guidelines‘for
the application of the standard, cémmon mistakes to be
avoided in applying the standard, and caveats corncerning the
results of being too zealous with respect to the standard,

and an illustration of the use of it.
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One overall caution as provided bvamith (1982c) is that the
standards are interactive and that sometimes one can only be
achieved at the expense of another. Ridings and Stufflebéam
(1981) note that although all the standérds apply to all
evaluations, some may be more .relevant than others in a

particular evaluation.

Summary. - Educational Evaluation

In summary, a review of the literaturé shows that there are
many  different models and methodologies proposed for
educational evaluation. Some‘models and perspectives which
seemed relevant to the present study have been discussed.
The "CIPP" model of Stufflebeam and others provides a
definition of evaluation as the process of providing useful
information to decision makers. Responsive evaluation

places emphasis on the "issues" of the evaluation aﬁ defined

I)j
by the audience. Naturalistic enquiry 1leans away from

traditional "scientific" types of investigation. It leans
more towards the techniques of the natural sciences, such as
field sﬁuay and case study techniques in which the
researcher may interact more intimately with the environment
being studigg. Various authors advocate chogsing evaluation
'st;ategies-éﬁd techﬁiques in a flexible manner to suit the
situation of the evaluation. Recent studies by thé Joint
Committe? ‘on Standards for Educational ‘Evaluation have

proposed standards which can be ‘applied to any evaluation

regardless of model or techﬁique.

¥

’
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Adult Basic Education

Adult Basic Education (ABE) has been defined by Cass (1970)
as eduéation which offers:
...an‘opportunity to obtain those minimal skills

needed if an individual 1is to function by

himself with wvery 1little assistance from

others. (p. 11)
During the past tWenty years, words such as these have been
intefpreted to mean completion of the equivalent of grade 8
or 9. (The Agult Basic Education departments\at the AVC%s in
Alberta have not been exceptions. In Edmonton, the ' ABE
department is‘chérged with instruction up to the equivalent
of grade 9.) As a result of this high school equivalency,
the curriculum taught in ABE programs has normally céntained
the ﬁypes of topics found during the yéars of schooling up

vto grade 8 or 9, with emphasis on the "basics": reading,

writing and mathematics.

Althoﬁgh curriculae of this nature are useful .if the student
is ultimately intent oﬁ obtaining a high school certificate,
ot in writing a high school eguivalency exam such as tﬂé
G.E.D. (General Education High\School Equivalency Test),
there are some difficulties in assuming that the type of
definition given ,b§ Cas;_ can be served by a high school
equivalency. Kirsh and Guthrie (1977) state that while

measures such as year of school completion and grade level

equivalency scores can\be'shown to have some utility for
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young persons, they may not describe the skills ﬁhat a
marginally competent or literate adult. neéeds in today's
sdpiety. The concept is also discussed by Audrey Thomas
(1976) in“'the study "Adult Basic Education and Literacy

Activities in Canada, 1975-76."

Thomas said on one hand that it is possible that a person
who|cannot read and write may be able Eo function very weli
in life because he has developed the means of hiding his
illiteracy. On the other hand, a mén with an advanced
university degree may be "illiterate" when it comes to
expressing and .sharing his emotions if he has not been
exposed to the language of feelings. ‘Thomas suggested that -
"in terms of functioning, i£ is ‘probably. better to move
towards some kind of measuﬁement lof task ;performﬁnce"
(p. 7), and indigated a need for skills such as problem

solving, interpersonal skills, - and work related skills

(other than vocational skills).

A recognition that there is a.difference between the "basic"
skills (such as reading, writing and qrifhmetic) and
"functional" skills has résulted in much effeft to define
and-clarify the differences. Consequently, the liferature

on ABE uses certain terms and concepts which should be

discussed here.
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Terminology

In the context of ABE, the terms'"litegate" and "illiterate"
can have expanded connotations over those normally used.
Kasworm (1980) discusses the evolution of these connotations
iﬁ the U.S. Literacy originally meant the ability of a
person to read or write in his native language. Then in the
>1950's, the term was expanded to mean the completion of
fi-fth—grade level of skills. By the 1970's, the term _h'éd

come to mean "at least the completion of secondary school".

(p. 2)

A parallel term is "functional literacyf. Kirsh ahd Guthrie
(1977) noﬁe a lack of agreemegﬁ‘in the.literaturé over the
meaning of this ‘term, and list a few of the definitions
available. One representati&e definition is that Qsed by
the Northwest Regional Educational Laboratory (1976, p. 20).
They define functional literacy as "the ability to engage
effectively. in all those reading activities normally
expected of a literate.adult in his community." Althbugh
Circular, this definition does serve to represent %Unctional
literacy in terms of‘reading demands, required by society,

\ -

and does not tie the definition into a school equivalency.

The demands made by society figure prominently in the use of
the term "life skill". As stated 'by Kasworm, 1life skills

competencies tend to focus on life roles such as "employee,
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consumer, cipizen, family member, healthy individual, and/or
personal problem solver." ;(Kasworm, 1980, p. 5) The
Training Research and De&elopment Station (TRDS) 1in Prince
Albert, sSaskatchewan used a definition of 'life skills ~as
"problem solving béhaviours responsibly gnd appropriately
used in the management of personal affairs.™ (Training

Research and Development Station, 1973, p. 4)

The authors (TRDS) expand their definition by designating

learning experiences for adults in the following areas:

1. Developing Oneself and Relating to Othe:

2. Coping with Home and Family Responsibilities

3. Using Leisure Time Purposefully

4. Exercising Rights and Responsibilities in the

Community

5. Making Responsible‘Decﬁsions for Work Futufe.
Thus there can be a distinction made between "basic" skills
and "life" skills as described above. Various ABE programs
may c;ntain mixes of both. In.avstudy on adult education
published by Alberta's Department of Advanced Education and
4Manpower (Alberta, 1978), it was stated: "adult Basic
Education implies adult participation in learning programs
of a kind normally undertaken in youth, 'the three R's', to

which is sometimes coupled a basic occupational credential."

(p. 10)
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From the above perspectives then, part of the information
produced by the present study indicated, in a tangential
manner, the amount of llfe skill competencies being offered
along with "the three R's" in part of the ABE currlculum at

AVC Edmonton. : |

Life Skills Curriéulae

The 1inclusion of 1life skills type competencies in school
curriculae has béen adﬂgcated by proponents of "life long"
learning, i.e; those who féel‘that educa;ion should not be
limited by a perspective which places it only into
traditional-institutions, and which assumes that it stops
when a ’'student leavyes the institution, whether that
institution 1is high school, college, etc. Life long
learning, and thus the life skills curricblum it implies,
has been advocated both for youth by Olsen and Clark (1977)

"and for adults by Knowles (1980).

Problems certainly may arise in trying to bring life skills
instructioﬁ into an ABE program, or in trying to perform
life skills instruction in any institution in any
situation. Some of the attempts to use the 1life skills
program designed by the Training Research and Deveiopment
Station have been documentegﬁin a -compendium of evaluations
(Training' Research and Developmen.  -ation, 1974)."Some of

the problems noted were specific ro that particular program,
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but some were applicable to life skills instruction in

general. Among these:

- Adult students have many prior years of a
set  way of life and accumulated ~and
reinforced ineffective behaviours.

- The. aim of the course is to change the
behaviour of students in areas of 1life
"highly resistant to change since they imply
and require changes in self-concept and long
standing habits of thought, feeling and
action.

- The changes must not be confined to training
but must transfer to the lives of students
outside and after training ... it might be
necessary to change the total interpersonql
context = of the student to achieve the
desired goal.

- The amount of control the training setting
has over the students 1is rather 1low when
compared to the students' general life
situation.

- To . the extent a typical school-learning
model is used it will fail. The model must
be behaviour change. Thus, trying to deal
with all problems in all areas of life will.
lessen the possibility of producing a
fundamental change in some areas for some
students. There is a danger of trying too
much instead of focusing on one problematic
area. (pp. 2-3)

A further problem is one'of relevancy to the learner. As
stated by Knowles (1978) a major characteristic of many
adult'learnefs is that they are very zoal oriented. .Life
ékills instruction may or may not be perceived by such a
learner as befng of immediate use. Mezirow, Darkenwald and

Knox (1975) -in their book "Last Gamble on Education"

document the desperation of many disadVantaged adults



37

in coming to ABE programs in the hope of, wultimately,

obtaining employment closed to them due to their lack of

academic credentials. The authors found little evidence of
.U

the teaching of life skills in their survey of ABE classes

in the U.S.

MeziroQ, Darkenwald and Knox did, however, 'recommend the
incorporation of "life skills" instruction into ABE for fhe
. reason that not all students thaé are attending need to
obtain all that is implied in a grade 8 or 9 education, and
many seriously requlie some life skills kinds of
instruction. While this present 1iterature review‘did not
find any instances of authors saying that 1life skills or
functional skills instruction should not be included in ABE
programs, support £9£ inclusion is found in different
areas. Hoare (1982) carried out an infdepth study of adult
education and related literature for the decade of 1970 to
delineaté the predominant future issues that emerged from
that period. The author discovered a need for attention to
be given to.the following areas, most of which can be seen
to relate to life skills types of considerations: education
for work and leisure, aging, health, functional competency,
social ahd civic responsibility, personal adaptation,
education for teachers of aaults, and continuing
professional adaptation. (The author discussed the area of

"functional competency” specifically in the context of ABE.)
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In 1976, Unesco adopted a "Recommendation on the Development
of Adult Education" (Canadian Commission for Unesco,

1980). The recommendation advocated 1life long learning, and

in its discussion of the content of adult education said in.

part:

With regards to such persons ?r groups as have
‘remained illiterate or  are experiencing
difficulty in adjusting to society because of
the slenderness of their resources, their
limited education or: their, restricted
participation in community life, adult
education. activities should be designed not
only to enable them to acquire basic knowledge
(reading, 'writing, arithmetic; basic under-
standing of natural and social.phenomena),\but
also to make it easier for them to engage in
productive work, to promote their
self-awareness and their ‘grasp of the problems
of hygiene, health, household management and
the upbringing of children, and to enhance
their autonomy and increase their
participation in community life. (p. 6) i

Compe acy Based Adult Education

In response' to the above considerations, there are many
 examp1es of érograms thcn aftempt to combine basic 'skills
with life skills instruction. Internationally,' programs
have existed,.for instance, in India (India Literacy House,
1969) and Tanzania (Bhola, 1970). In:Canada, the Training
Research and Development Station programs mentioneq egglier

in this review are examples.

One development which has occurred during the last decade is

that of Competency Based -Adult Education (CBAE). CBAE -

represents an.attempt to find out just exactly what adults
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in society do need to know, and to create programs to teach
the skills so identified. Nickse (1980) reports a
definition of CBAE which was accepted at the U.S. National

Invititational Workshop on Adult Competency Education in

[N

1978

Competency-Based Adult. Education (CBAE) is a
performance-based process leading to
demonstrated mastery®of basic and 1ife skills
necessary for the individual to function-:
proficiently in society. (p. 2)

Parker and Taylor (1980) explain the central aspects of this
definition as follows:

1. Performance  Based Processes - _  some
behaviour or direct action is -undertaken by
the learner; learner responsibility is
fostered in identifying goals, and the"
methods, techniques, and strategies
required to achieve these goals.

2. Demonstrated Mastery - in a CBAE activity,
this is the 1link between the performance
process and the predetermined basic or 1life
skill objective. .

3. Basic and Life skills - a distinction here
made between primarily cognitive skills
such as reading and mathematics, and life
skills which apply to specific life roles -
a more humanistic concern.

4. Function proficiently in society - the term
"proficiently" is used to connote progress
in accomodating' to changes in societal = -
demands; society simply means association
with others. (p. 13) : ‘

The best known examples of CBAE in North América are the

" Adult Perfqrmance Level (APL) project of  the University of

J

—
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Texas (Shelton, 19795 and the. "Califdrnia" study (NOMOS,
1978).  The APL.projectuwas a federally‘tqnded project |
designed‘ to identify, using extensi&e surveys, the
fﬁnctiona} literacy skills required of adults across the
U.S. The California study was a state funded projéct
primérily aimed at determining the needs of certain minority

groups in California. Researcth for this literature review,

and efforts by the Adult Basic Skills project staff have

discovered no .instances of CBAE development in Canada prior

to the ABS project.

Mathematics Skills in Life Skills Programs

The manner in which mathematics skills are taught in 1life

—

-skills programs varies depending on the basic framework of

the program. At one end of ;he spectrum are programs which
have beén implemented while aEtempting to use as a framework
the traditional high school subject areas (reading, writing;
mathematics etc.) At the other end of the spectrum ére

programs such as CBAE programs which use as organizers the

~life skills competency areas (such as Consumer Economics.

Health etél). Kasworm (1980) indiéates that the choices of
different frameworks‘may be.due to philoéophical differences
in . program structure or in adult learning styles, the
resources available to the project, and the desired outcomes
of the ”prbgranu Specifi¢c to the "last of these could be

whether the program. is being used to provide entry gfjlls

Pl



P

41

for a traditional high school programn or other higher

education programs. -

The Adult Performance Level project -produced functional
competencies or "coping skills" in the areas of

communication (reading, writing, and listening),

computation, problem solving and interpersonal relationi.

These skills were applied in "life-coping situations" or

"knowledge areas" (consumer economics, ‘occupationalsy

knowledge, community resources, health, and government and

law).

Instructional materials based on APL have used the

"knowledge"areas" as the organizer. An example of these

materials is "The Adult Performance Level Competency-Based

High School Diploma Program" (Shelton, 1979). 1In the séries

of texts produced for this program by Harcourt Brace

Jovanovich (Adult Performance Level, 1979), students deal
with one knowledge area at a time, such as Consumer

Economics. Each sebtion of text, for example "Counting and

~Curréncy", has a pre-test. If the pre-test indicates

2akness in some area of mathematics, for example whole
numbe? - metic, then the student works through a learning
secticva = .ing ~Speéifically ‘With Qhole‘ number uaritbmetic
before coming back to work on "Counting and Currency". A&he
w%ole number section is 'phrased specifically in Eg;msv of

counting money, so as to provide specific preparation for

. U'.A
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the section coming up. There is not a "Mathematics" ‘section
in the APL competency list which defines computation skills,
although from Shelton's description (1979), the project does

seem to have gone through a stage early in its development

when such a section did exist.

An example of the 6ther end 6f the spectrum in program
format is - the text series that was used by ﬁhe ABE
department at AVC Edmonton at tﬁe timé of this study. The
text series titled "Essential Mathematics for Life"
(Charuhas et al, 1981) introduces life skills competencies
as Ehe' student works his way up .through the tradit;onal
mathemqticé competencies. The emphasis in each section is
on mathematics, for instance "Adding Change" is part of the
lesson on "Simple Adding". These texts also involve
exercise section consisting of computations involviﬁg‘
numbers only without a life\skills context. The APL:méries
does ﬁTt have exercises of this type.

The "Essential Mathematics for Life" series as used by AvVC
does not include nhigher level mathematics topi&é"suéh# as* -
simpie algebfa, or how to construct (as opposed. to feading
enly)  graphs. However, in programs using - traditional
mathematics as the organizer, it . is more common -to see
higher 1level competencies inéluded. This is probably

because such programs may be conceived with a "high school

equivalence" philosophy. An example of this is the "LINC"“;'



43

program (Learning Individualized for Canadians) designed by
the T%aining Research and Development Station (Saskatchewan
Newstart) in Prince Albert Saékatchewan (Traiﬁing Research
énerevelopmenﬁ Statiéh, 1972). Linc includes topics such
as "statistics" which includes ‘competencies involving

construction of various. types of graphs, and a section on

Introductory Algebra.

Using the foregoing definitions of "basic" and "life"
skills, the Adult Basic Skiils listing (Collett; Deane,
Kendall and Brooks, 1983) contains matheﬁatics skills in a
number of differen£ ways. First, thefe 1s a section
entitled "Méthematics" which .conéains both "basic!
mathematid¢s skills, e.g. "Write Numbers", and mathematics
skills phraéed in terms of iife skills, e;g. "Make monetary
change". (In Appendix A which contains the skills used in
the preseﬁ£ study, the first 26“ skills comprise the
"Mathematics" section of ABS.) 'Seconi, the-e are other 1life
skills_'competenéies requiring‘ matrematics .skills, é.g.
‘"Manage finances for family". These competencies are
contained throughout the remaining 10 sections (e.g. Earn a
_Living, Function as a Citizen etc.) of the listing. This
overall structure represents a‘combination of the APL and
TRDS types described above, although a Cgrriculﬁg has not

yet been developed using ABS as a basis.
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Summary - Adult Basic Education

In summary, a review of the literature pertaining to Adulﬁ
Basic © Education (ABE) has indicated that although the
content of ABE programs have historically been oriented
towards giving students the equivalent of a grade 8 or 9
education, educators have identified adult educational needs
outside of the traaitional school offerings. There has been
shown to be a difference between "basic" skills, such as the
"three-R"s", and "functionalf or "life" skills snch as those
skills pertaining to the student as consumer, citizen and

family member.

Although there are advocates of life skills instruction from
both the theoretical and practical areas of education,
ekamples of the use of life skills programs have shown thot
tne: effective delivery of 1life skills programs to adul%s
presents problems based, for examples, on the immediatg
needs of the adult or on his home environment. 1In response
to these difficulties, Competenoy' Based Adult Education
(CBAE) has attempted to implement individualized competency
based instruction using, as foundations, systematic

investigations into the skills needs of the adult learner.

The content and presentation of mathematics curriculae 1in
Adult Basic Education life skills programs varies according

to the underlying philosophy of the ABE program, whether
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leaning towards CBAE or towards the traditional high school
curricuium. Traditionally oriented programs may include
more complex mathematics skills than CBAE programs; also
CBAE derivedv curriculae may organize - learning experiences
according to the life skills aspects, treating mathemaEics
as a necessary, but not specifically emphasized éspect of

those life skills.



& € CHAPTER THREE
INSTRUMENTATION AND METHODOLOGY

“This study was conducﬁed to determine how much chénge would
be likely to océur if the ﬁathematics oriented skills from
the Adult Basic Skills (ABS) listing were to be incorporated
ingo the mathematics program in the Adult Basic Education
(ABE) department at the Alberta Vocational Centre (AVC) in
Edmonton. The study used.a combination of an examination of
program records, interviews with the "ABE mathematics
instructors and a card sort performed by the instructors,
which was designed to determine the extent.to thch the ABRS

skills were already being taught in the ABE program.

This chapter will discuss the research methodology . and

instrumentation used in the study, and is.presented.in three

e

uFirst,>this chapter includes a description of the overall

&

main sections.

design of the study. This description also .related the
‘design to the 'results of the literature review on

" educational evaluation as presented in the previous chapter.

- Second, * the chapter includes a review of the literature’

which was conducted with respect to relevant information
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gathering techniques. This survey sought instances of
similar studies and details on instrument construction and

v

use.
Third, this chapter includes a chronological description of
the steps'taken in the érocedure of the study. This last
section is organized as follows: |

- Discussions with+ABE Mathematics Senior Instructor’

and ABS Prdject Directors

- Pérmiséion Requested to Perform the étudy

- Idegtification of ABS Mathematigé Skills

- Examination of ABE Ma;hehatié; Program Records

- Card Sort Design

- Interview Design ' >\wﬁ 

- Pilot Testing of Instrdments

- Implementation of Instruments

- Data Analysis

Design of the Study

The results of the iiterature‘ re?iew in’.educationél
evaluation és:presented in the previous chapter were uséd as
a basis_fbr the design of fhe methodology of the study. It
wés félt by\the researcher that an investigation . conducted
in a "resppnsive" manner would be appropriate. Iﬁ' a

responsive type of evaluation, the views and concerns of the
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stakeholders, i.e. those .directly affec£ed by the study,
form the basis of the questions asked and information
50ught: This consideratiaon supported the extensive use of
the mathematics instructors as sources of information, and
lead to the inclusion in the study of discussions with ABS
project directors and the ABE mathematics program director.

As a result of such discussions, "naturalistic" tecﬁniques
of informétion gathering were chosen. The study was
oriented towards a "case study" format involving close
céntact between the researcher and the.people working in the

existingwABE'program. This perspective was the basis for

the choice of in-depth interviews as the pr@mary source of
. , : \

~data for the'study.' From a naturalistic perépedtive, the

study was thus conceived as a study of some aspects of the
vrelétionship between the Adult Basic Skills mathematics

skills and the existing ABE mathematics curriculum at the

" AVC in Edmonton.

Included in the study was eaéh ABE mathematics instructor
who had taught all the mathematics courses in the program.
Since "all seven full time ABE mathematics instructors had
taught all the courses, all were included in the study.
This numbef included the Senior Instructor of the
ﬁathematics program, Information gafhering techniques were
chbsén to optimize the amount and quality of information

that could be gained from the small number of instructors.
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The use of the case study approach facilitated this
activity.
. {
Overall, three sources of information were used:
1. An examination of course records and texts
2. A card sort of the ABS mathematics skills, per formed
by the ‘instructors | |

3. Semi-structured interviews with the instructors

In"terms of the presentation of information and. the type of
information ultimatély presented by the study, the
researcher was also guided by the perspective and definition
of the CIPP evaluation construct. The 1investigation was
thus aimed at providing "useful information" to decision
makers, 1in this case future curficulum designers iﬁ the
Alberta Vocational Cehtre, as‘well as the stakeholders as

mentioned above.

Information Gathering Technigues
During the performance of the present study, the literature
was consulted ‘with_ regard to information gathering
technties which"might'be compatible with the environment,
purposé"and conceptual framework of the study. A search of
the literature did not find instances of studies where the

curriculum development process had contained a comparative

examination of an existing curriculum as in the present
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study. However theoretical support was found Ffor using
instructors' knowledge in the development process, and two
instances where this had been done.

©Inm.an >N curriculum development, Connelly (1972) has

Z& ¥
i¢ulum ,developer cannot assign, let
L gt ccount Qor, the full range of teaching
© 2 “situations tha® arise. It is here that the ™
teache®'s .experience and wisdom enter into
curriculum planning in a way that cannot
- adnquately be replaced. (p. 64)

o
’

Sabar and Miron (1979) used a curriculum development process
which included the use of iInput from teachers of a program
‘similar to the one being developed. The'study'was designed
to analyze the value. of the teachers' contributions to the
curriculum development process. Thé'authors concluéedi ‘
There is no substitute fdr.[teachers'] contri-
butions to curriculum development, for their
special knowledge of pupils and first hand

" experience which may be used to obtain feed-
back of great importance. (p. 207)

"The authors ob£ained infoymation from teachers usiﬁg nr :e
methods:
1. Clasquom observation of the new curriculum in use
2. Individual interviews with the teachers
3. Teacher responses to a questionnaire relating to the

new curritulum. Amongst other questions, the survey

sought suggestions for modifications.
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In relation to the present study, the ABS,informatién was
not sufficiently developed to allow use of the first of
these three methods, but the general approach of methods 2

and 3 was adopted.

Due to the small number of AVC instructors involved in the
study, the interview was chosén‘,as the major source of
information. | To support the ihterview, a card sort
procedure, based on the Q-Methodology of Stephenson (1953)
(commonly known as the "Q—Soft") was used. Althouqh. the
Q-Methodology per se was not used, studies using a Q-Sort
lwere coqsuited to aid in the design of the card sort for the
present study. | The studies by Collett (1969), Woloshyn
(1973) and Juthner (1978) were consulted, the 1latter

particularly because the author used the Q-Sort to obtain

feedback on statements describing an existing curriculum.

It was envisaged thét the purposes of the interviews
conductgd with the instructors would be to elicit the
instrﬁctors' feelings about the ABS mathematics ‘skills,
their féelings about the ABS 1istin§ as a whole, and their
perceptions about the possibility of incorporapiﬁgAthe ABS
E mathematiés skills into the ABE mathematics program.
AUdinsky, bsterlind'and Lynch (1981y discussed.the ad;anpages
and disadvéntagesxgﬁ the use of interviews‘in comparis@n to

other types ofv‘instruments. The authors noted that

interviews may produce data that c¢an be difficult to
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quantify, and in some studies the time required to perform
the interviews may be significant. The interview process

would open the study to a number of biases, among these: the

"

interviewer's biases, the respondents' biases, ahd biases
due to the environment of the inter&iew. On the other hand,
the authors stated fhat a basic characteristic of the
interview is its ability to gather ana analyze large amounts
of data from small numbers of fespondents, and ﬁhe process

allows the possibility of uncovering information that might

not otherwise be forthcoming.

In discussing interview desigh, McCallon and McCray (1975)
~described the reasdns for choosing bétween a structured and
unstructured format. The unstructured format allows deeper
pﬁobing of tﬁé topic and isl"most’apéropriate for conducting
explorations to' gain deeper and ’broéder insight into a
particular situation" (p. 4). However as noted by Udinsky,
Oéterlind ' énd Lynch (1981) the fotally unstructufed
interview is most open to biases and is the least amenéble
to analeis. Merton, Fiske énd Kendall (1956) suggested the
use of an interview guide, but stressed that it' was
iﬁportanf-that.the guide not be follbwed too rigidly, for if
thefﬁnﬁéﬁ%&ewer confined himsélf‘too closely to areas set
forth in advance, he might igﬁoré important hints which
could extend the range of the interview. Thé guide
therefore, should be treated as a f}exible tool, ’which

allows the interviewer to respond to cues and implications
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contained in respoﬁsés provided. Based on these

considerations, a semi-structured format was chosen for the

-~

PpPresent study.

qudelihes for selection and ordering of questions were
provided by‘ McCallon epd McCray (1975). As to questioe{
ordering, thevauthors recommended that\the interview begin
with emorionally neutral questions, éraduélly moving towards
more sensitive issues. Udinsky,‘Osteriind and Lypchi(1981)

alsoﬂ suggest a sequence of simple to oomplex questions.

©

o b sets of authors emphasize careful choice of wordlng ‘of
QUestlons to avoid amblgu1ty, ‘and the avoidance of "leadlng“
questlons.

'Corden (¢975) has made a detalled study . of the - dynamlcs of
A ) .
the 1nterv1ew1ng process, based on the perspectlve that

-

interviewing is a form. of communication involving the triad

o

offintervieWer, intervie&ee, and Eopic of discussion. The_'
au*thor 'adyocates the use of certain verbal technlques to
motivate ,anseersr prov1d1ng context« with the question,
selecting appropriate“ wording, defining ‘the scope of the
question"and the use of-olésed questions to help structure
relevant.respohses; GorJZn also advocates carefol.attention
ro non-verbal cues and stimulae on. the part of both
oy

interviewer and interviewee.

7

EH
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Procedure of the Study

Discussions w1th ABE Senior Mathematics Instructor

and ABS Project Directors o

ey

In keeping with the model of this study as a responsive

evaluation, discussions were held*prior to instrument design

- with those parties who would be directly affected by the

'study itself. ~Specifically, the directors of the ABS

project and the senior instructor of the ABE ma. matics

program were interviewed to determine their con®erns about

.“« A

the ABS listing, especi "1y ith respect to the mathematics
ASkills contained in th= listing. These interviews wereﬁ:
required - to give the res=archer suffﬁélent background

1nformatlon about the ABE mathematics program and the ABS

skllls. . ' ' : CooE S

8

G

Permission Requested to Per'form Study -

Formal perm1551on to proceed w1th the study was . sought from

the Pre51dent of AVC 1n Edmonton. Appendlx B contalns the

1etter of request and the resultlng letter of approval. In

addltlon,tapproval to use the ABS pro;ect results had been

recelved from the ABE Steering Commlttee and the Dlrector of

A, ;

fFleld Serﬁlces of the Department of Advanced Educatlon and
Manpower, under . whose ausglces.'the A&& study had been

"5 conduc . =2d.
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Identification of ABS Mathematics Skills

The Adult Basic Skills listing cont.ins some skills which
are directly mathematical,‘for exampl~ "Write Numbers". The:

listing also c¢ontains skills which require mathematics

",

skillsﬁ tof*perform, for xample "Manage Finances for
Famlly"" Both types of, Sklllo were included in the study.

X l‘“ .‘. a
””l"
The ABS llstlng is structured such that some of both of the

LY

above types of skllls are contained in a section entitled
‘r"Mattematlcs" The contentslof this sectlon was included in
the stqdy in 1tsient1rety. The othe: ten sections o{ the
 ABS listing ("Earn aILivingT, "Function as a Cig&zen", etc.)
were inspected by the researcher for skills invol&ing
mathematiﬂs. ‘ﬁelying on previous academlc experience 1in
‘pathemati:s, previous experience as a mathematlcs
instructor, and prev1oﬁs involvement in the ABS development
project, the researcher selected all SklllS from the\ ABS
llst1ng ‘which requ1red mathematlcs ab111t1es to perform.
The selection resulted “in a total of 68 skills, including'
lctthose from the’"Mathematicsé section of ABS. The resultfng‘
.skills”aae llStedsin Appendix A, along with their original

. . 2
reference numbers from the ABS listing.

[N

A. close,ﬁinspection 0f the ABS listing would reveal

addltlonal ShlllS which might, arguably, have beeh ihcluded
i) “’" N 8 ) ) : ’

in the llstlng 1n Appendlx A. Possibly, for efample/‘any



skill involving finances might be considered to require

mathematics skills. However, skills were not inclwaded in

the study wh 1 the opinion of the reseﬁﬂ&ﬁer, the
e

connection with mathematics was ‘tenuous. Artxpample of a

skill not included in the study for this reason was "Demand
cost estimate in writing for goods and services."

Examination of ABE Mathematics Program Records

The following documentation was obtained from the ABE

department:

2 >

1ifA description of the ABE mathematics prdgram
' "

~

2. Individual course descriptions o

3. Course texts

The written description of wthe ABE mathematics program
, N7 ‘
included course sequencing for different types of students

. <
i 4
)

and the general aims of "the progpgm.

o

. / : .
The individual course descriptions were those used by the

mathematics program, instructors. They‘_included general

‘descriptions of each course and some loosely structured

course objectives for each course. '

'

The course téxts were those currently in use.’

The program récords,'bolstered by the discussions with the

senior instrugtor of the ABE mathematics program were used

P

e

PR

-,
. . ER NS
Y
i&'ﬁpf

i
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to construct a description of the mathematics progrmn. A
list of skills included in the program was compiled by the
researcher from the course descriptions and the course
texts. The resulting list of skills was used as an aid to

the design of the card sorf and interview questions.

Card Sort Design

The purpose of the card sort was to establieh‘the5extentﬂto
which each of the ABS mathematics skills waéseeihg;taught in
the ABE mathematics program. In addition,'gpe caraCSQrt was
used as an integral part of the instructor intervieWSf{in 
order to familiarize the instructors with the ABS
mathematics skillsb a;d to provige a Springboardl.for
aiscussion. Each of the cards Conﬁgﬁneg one of the AaBS
mathematiCS'skills, and the instructors were able to isolate
their considerarion of each skill by considering one card at

. LA
.a time.

.

It was euspected by the researcher that the manner in wthh.; 
the ABS mathematlcs skills were taught mlght vary dependlng:
on whether the sk111 involved mathematics dlrectly, as in
the‘skili-"Write Nuhbers"uor whether it involved mathematics

e

‘as only one aspect of the skill, as in_the skill "Estimate
Food Costs".. Itjgeemed.possible in the latter type of skill
that the "life skills™: aspect, .in this case. food costs,

might be lightly treated simply as an environment in which

to teach additidon, subtraction, etc. »If'so_ nowledge of

)
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such treatment would he information worth considering in
determining the "extent" to which a skill was taught in the
mathematics‘program. Although in some cases it might seem
clear as to which of the above two types a skill belongea,
instructors might differ in their opinions on this matter

and thus, potent1a£ &,wwn their 1in- clabs treatment of the
%

'Sklll Consequently the card sort needed to be de51gned to

o

test which of the  two types the instrqctors felt was

applicable for each skill.

For this reason, a multi~stepped card sorting procedure

“involving four sequential parts was designed to isolate any

;45kills taught in such a manner. The instructions used for

the card sort are included in Appendix C. Figure 1 shows
the choice route followed by the card sort.. The:instrootor
was presented with.the 68 cards, each containing one ABS
mathematics skill, and was asked to respond to the question
inWPart>I of the sort by distributing the cards into piles

corresponding to the possible answers provided. _The

.flnstructor was' then asked for any comments he or she mlght

ML

have on the act1v1ty just performed before proceeding to’

. Part fI oF . the sort.‘ The same procedure was used for each

>‘~

of the four"’ parts of the sort

u“;;/' >
~oa

Interview Design

)

The interview questions, as included in Appendix D, were

designed to elicit the 1nstructors' feelings about the Adult
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Basic Skills mathematics skills, the ABS listing as a whole,

- :
//,;;d their perceptions about the possibility of incorporating

A

the. ABS mathematics skills into the Adult Basic Education

mathematics program. The content and underlying direction

dflihe interview ques;iohs.were based upon:

1. 6iscussions with Adult Basic Skillgbproject étaff

2; Past di§éussioas with Adult Basic‘Education Steering
Committee members |

3. Discussions with the ABE mathematics program
senior 1nstructor‘:

et
24
)

cmathematlcs 'programV'records and

i
g

5. Analysis of the structure of the ABE mathematics
‘prpgram
6. Previous'participation by the reseapcher.in the ABS
development pﬁoject ”
7. Dlscu531ons with varlous ABE staff durlng the course
of the ABS prOJect
The interview format was designed to':be semi-structured,
whereby the_questionsras listed were used as thes starting
points _fof free and probing discussion‘ on the topiés‘
éOncerned; The questions were not de51gned to be mutually"
exclu51ve, but were in some cases de51gned to e11c1t similar
1nformat10n from different perspectives.‘ Thé Six interview

questions (presented in Appendix D) ?oVér@i,the following

general topics:
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1. The instructor's percepfions of the difference
between the Adult Basic Skills mathematics skills
and the ABE~mathematics curriculum as it was being
tanght.

2. The adequagy of "the ABS mathematics ski%ls\ for
Albertan adults. |

3. Required changes at AVQ “Edmonton if the“ ABS.
mathematics skills were to Sé)incorporated. ‘Areas
>specifically quéstioned ihcluded resources, program’
structure,  facilities, time and instruction
activitiesf. -

4. The 1instructor's :feelings as to whether the ABS
listing(should be used as . the basis - for ¢ _.riculum
change.

5. The instructor's -overall suggestions . for the
curriculum change process.

6.>Other comments.

Pilot TeSting of Instruments

' The card sort and the_interview questiéns were pilot testgd
to see whether the instrdménts would elicit the kind of
informa;ion desifed, to see whethér any of the questions
asked were pefceived as being ambiguous or irfelevant, and
to determine  the approximate“ timé- required for each
respondént to compléte the card sort and ih;erview.‘ The
instrumenté were pilot tested by two individualé, with

modifications being made to the instruments ‘after each
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test. One individual was a mathematics instructor from a:&&
program similar to that taught in the ABE department at AVC; |
the second was a part time ABE mathematics instructor who
had taught most, but not all, of the ABE mathematics courses
and thus was not experienced enough to be included in the

.actual study.

Although no statistical analysis was feasible, the card sort
results were tabulated for each pilot test and 'inspected to
see whether the questions were beinag interpreted as
expected. Comments made by the two instructors during and
following the pilot tests. were also used to refine the

¢

questions and procedures of the instruments..

Implementation of Card Sort and Interview

Pilot testing had éstablished that approximatg&;' one hour
wés needed to perform thel card sort uénd interview.
Individual appointments were arréﬂged with each instructor
over a three day period. 1In order that the procedure would
not be rushed, instructors were asked to give one to one and
one half hours of time each. The instructors ‘Qéfe very
facilitative in making the necessary arrangements. The
appointments were held in vacant offices, or in the

instructor's own office in such a way that intrusions would

s

not occur.



63

Prior to beginning each card sort and interview, the
instructor was ' assured that allA'responses would be
confidential. As mentioned previously iﬁ the section "Card
Sort Design", the fogr parts of the card sort were not given
to the instructor all at once. Each part was given out-as
the previous part was completed. This procedure made it
possible to ask for comments ffom the instructor at the end
of each part before proceeding with  the next part of the
card sort: This procedure also enabléd.a fluid Eransifion
from the card sort to the inter?iew question.

Recording of intefview resp;nses was made. usiﬁg written
notes during the ‘interview. Time taken for each appointment

\

ranged from 50 minutes to 2 hours.

Data Analysis-

“Analysis of tbe card sort responses was calculated by hand.
Although the majco purpose of the card sort was to determine
the extent to which each skill was taught, an analysis was
made of the responées in each part of the card sort. Uéidg
these analyses, an; attempt was made ‘to isolate épecific
skills or groups of skills that would-be Qf interest' to a
curriculum developerf Resulting groups of skills included
Ehogayggillé‘whiéh‘were rated as- being taught to a greater

or]/lesser .extent, skills ©perceived as containing a

kd \ N

non-mathemati'cal component, and 2 skills where the non-
p K, ’ / _

-

‘mathematical component was not emphasized during teaching.
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Analysis of the interview results was performed by
inspecting the results, for topics of concern and interest
(to the instructors) and then grouping the responses

according to these topics.

Summarx

This chapter has been presented in three sections: the
underlying design of the study  a review of the literature

pertinent to the in'strument.iion of the dy; and a
\r{ o

chroﬁ%logical description of the procedure ofythe study.

The design of the study has been described as requiring an

igvestigation conducted in a "responsive" manner using
"naturalistic” in\}esti;ation~ procedufe54 'specffically the
case 'study fofmat: Procedufeé for the study thus involved
Aciose _contact  with‘ those involved with thé existing ABE
program. Sources of information for théyinvestigétion were
ABE qoufée records, a card sort (of the Adult Basiciskills
mathématics ;kills) performed by the instructors, and

semi-structured interviews . with the instructors. The

interviews were to be the predominant source of information.

A search of the 1literature was made pertaining to

information gathering techniques relevant to the study.fq

Although no Studiéé”ﬁere fdund that ciosély reflected the

purpose- of the present study, some instances of curriculum
: e BT '
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design evaluation Yere found that advocated the_ ese of
instructor feedback\to the cprriculum development process.
Since it had been decided to use a card sort technique
coupled with an interview to obtain aata ‘fo; the study,
previous studies using card sorts were consulted to provide
suggestions for preparation, and the literature perta%ping
to interviews was examined. Recommendat.on: were found in

the literature with respect t. interview format, question

construction and interview tactics.

3ased upon the conSiderations contained in the first two
sect}ons of this chapter,i the -seudy was 'designed and
performed. Discussions were held with the Adult Basic
Skills project directors and the senior instructor of the
ABE mathematics program to determine the concerns -to be
eddressed by the study and .o obtain‘ needed background
information. "Formal permiséion_was sought, and feceived, fo
perform the study. The mathematics skills to be included in
the Study were compileq from the ABS listing such that all
skills fequiring mathemétics eo perform were included in-the

étudy. The course descriptions and course texts as used b

‘the. Adult Basic Education department were then examined.

The information resulting from this examination was used to

aid construction of theicard sort and interview.

e

Prior to imﬁiementatibn of the card sort .and interview,

these instruments were pilot tested by two instructors, one

-
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o

an instructor of a program similar to that at AVC, and one a
part time instructor in the progwam at AVC. ‘Modifications
to the instruments were made as a result of the pilot

testing.

The researcher met individually with each instructor during
which meeting the{»cardf sort - procedure was followed
immediately by the interview. In the card sort, which was
designed as an adjunct to ‘the interview, each card in the
sort contained one of the ABS mathematics‘skills, and the
cards were sorted by each instructor .into various piles in
responSe to the sequential questions posed by the written
1nstruct10ns. The overall purpose of the questions in the -
sort was to determine the extent to - which the “ABS
mathematics skills were already being taught’in the existing

Adult Bésic Education curriculum.

The semi- structured interView ‘was to be the major source of
data for the study.' Questions designed for the interview
were used as the starting points for in- depth discu551ons.

ATopics covered by the questions concerned the 1nstructor s
feelings about‘the relationship between the ABS skills and
‘his or her own current teachings, the adeqguacy of ABS, and

possible changes at AVC should the Adult Basic Skills be

7/

incorporated into the curriculum in some way. /
. e

A
¥
<

Analysis of the results of the cégélsort was performed to
. . .': J
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determine the extent to which the-instructors felt ‘ach ABS
skill was being. taught, and to attempt to identify
inéividual iskills or groups of skills of interest to
curriculum désigﬁers. Interview results were analyzed by

inspecting for topics of concern to the instructors, and

. N

then grouping the instructors' comments according to those

topics.

W



CHAPTER | FOUR
| o , C S
o PRESENTATION ANDIZ'\NALYSIS OF RESULTS
As GlSLUSSGd ¥n the prev1ous chapter,lthisyetudy Gsed threeh

sourges for 1nformatlon- first, fahgbexamihation of AvVC

'programirecords pertainihg to‘the exietihg ABE mathematips

program;w second,f a--'card = sort - procedure designed to

investigate the ¢xtent of teaching, in the existing

UCUrriculum, of each of. the Adul . ic Skills mathematics .
skills; and thlrd.~sem1 structure rviews with each. o S
- ' . 2 ) .
- - . r ‘ ) . . - o . 3
the’ ABE mathematicS'instrpctors, PR b - B éggl{\ ;
. . . . . e ‘ - ». o i _:_, . - . §
RS L. v gy : ey : g
v . ) . . S TN k4 P 3
&3 - C, 3 I AR NLY .- Y o
o} .prov1de - necessary, background 1nformatﬁoh, the flrst_:
s S 2 : v '
e Eectlon of thlS chapter 1ncludes a brlef descrlptlon of the .
° ABE_mathematlcsupr %ram,,complled from dlscu551ons with ABE ..”';q

staff’ and the e@@mlnatlon of program records. .y

®,
r . H
B4 i

P . - v . b - N

The secohd section of this chapter discusses‘the re§ults of
the 1nterv1ews. Thls sectlon ls placed before the sectlon
on- the card sort since the 1nterv1eys were: expected~to\be

'the‘major source of ihformationcfor.the.Study.

- - ; 31 LR ) - s - o . ‘ . ,
‘.i: e ¢ , SN N ‘ B
The third sectlon of .the chapter dlscusses the results of
'S

the card sort procedure. The card sort results are analyzed‘

in each of three areas of. dlscuss1on the ihstructorsfu“ -

-
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B

"-perceptloﬁs of the ABS skilis- an’ analysisy of the "extent"

oﬁgteachlng of each of " the SklllS and an analysis of the
) 0 ¥
tors' perceptlons concerning the "manner" of teaching

of \d§e skills.. In . each 5: these areas,-‘the ‘analysis -

. procedure is ~explained and ytﬁe .results of analysis

‘&f‘ Y - . L)
eSented and then the ygesults are discussed. Since. the

v R

card sort.  was. Lntended to. act as an adjunct to  the

J N 3 A |
1nterV1ews, the card sort re&ults are dlscusged 1n terms of o
t%e 1nterv1ew results whereve;&po§51bie.' - CoLn e

q\’ " . . ‘,
N
. The ABE Mathematlcs prdgram at AVC Edmonton
3 v} A
In order to prov1de a background for comments made by the

r\‘D-‘. - v

.AVC 1nstrUctors, the ﬁoﬁ}dg;ng ‘is a brlef descrlptlon @f- the

J

'courses in the ABE mdtﬁ

ot N yn)"’\i‘};f . p : . 5,

flow dlagram of* the courSes whlch cox eSpo to the routes
v v . _ o

-taken by most students. ‘All Lourses are"10 weeks ih

duration” w1th the exceptioh of ﬂAﬁ@?, the Pre-trade course.

v ~ . v
& T

»subtractiohﬂ/? multipl*catlon and'- divis{oh o<
w1th problem solv1ng, 9?' . .
¢ ,4:;4 4
LR L
o 4 '

ABiMCF tfﬁhotional Calleator) tez aes students to.hee
] |  hand 'calculators ‘to oerform basic mathematics
Aoratéghé',;in order 'to-‘ handle day-to-day
'f bl'hatbematics.adtiVities. " For learning di%abled
S | . o " . 3

RN
LA N

'm§%1cs program. Elgure‘Z ‘contains a o

-

-_ ’ . . ‘\ .‘ K . ’
ABIMWN contains whole numﬂer operatlons — addition; -
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X . . '
Yy - Y

students, ents 'whosew ABE program requires

very Tiﬁ», ogfathematics, atkd students with

reading skilld insufficient for other courses.

ABZMFD contains decimal and fraction .operétions with

ppoblém solving. Also perimeter and area.

v

AB2ML (Mafh Lab) is a»remedial course which provfdes

w . et

. - . . o : :.*%gf(
some individwalized instruction for stgdeng% :
I , ' ; T
‘taking; otHer 2 ABE mathematics cgmirses.  but
L e . WL
v . . v w T . ‘e e
deficient in " some areas.. Also - 'used -as  al,

L. Sy

continuation of . ABIMCF for . students whose
C ’ s Ty - -
#  reading skills have improved, - but whose o

s mathematics skills are very low. ﬁ

‘;
e U.
P

-,

i
. -

v i -
AB3MA contains simple Algebra, eguations - i@~ one

unknown, evgluating and rearranging formulas.
4

-

AB3IMB contains~percenté§es, metric systen, graphs.

»
. 3
! RN . R -, R .

. . _— !
AB3MC -is for . students with zbusihess’;rglated»5goals, .

~ 7
~

They‘mﬁst'simultanebusly take AB3MB. ,Stgdenggﬁ‘*

“are ‘taught to -use desk top: calculators, first
for simple mathematics operations, and: then for

simple business applicat4ons.

AB3 .Pre-trade coﬁtains Some’”higheq level skills,

-

I3
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including equations in one unknown, evaluating
)\- .

and rearranging formulas. Also includes ratio.

and proportion, percentage, metric etc. Topics

dictated by apprenticeship exam.
N ] _
Students are initially placed into AB1'pr AB2 level courses
by an in-house platement test. Students whose scores place

them higher than the AB2 level are placed into an” AB3 level
I . - . {‘» .

course depending on the student's goals. Students may move

from ABIMCF Funf{lonal G&lculator)' to ABIMWN if ‘their

general skllls¢1mprove. : "‘
%_ i %{j o e '-Al

e
AT S
MY o S

K
Y
Y

Interview results

'Introduction N ‘ . : ' . A .

Following the card s&rt, each respondent part1c1pated in an
open- ended‘ semlestructuned 1nterv1ew. . The 1nterview

questions, which were’used.durihg the interviews as §ta§;ing

\

’ e iy . . S, oo .
points sfor discussion, are incldded Appendix DB fThe

/
informaltion resultlng from the 1nterv1ews was categorlzeﬂx

accorging to 'the underlying- vconcepts 1nherent In the"

4

‘1nterv1ew questlons,_and accordlng to topics brought forth

Twa o

- et -;J_<’:,’f'~)

by the mathematlcs instructors durlng the 1nterv1ews.‘ These
categories ‘have been used in thlS‘ sectlon to - present the
interview information. The Categories arer - g
1. The Adult Basic _skills mathematics 1listing as
compared to the existing ABE mathé%atics pfoqram.

.

—~—
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i 2. Comments on the Adul;t ‘Basic Skills listing.

3. Commgwts on the topic: should ABS be. used? S S
- p . . . ‘ ' ant
‘m. Suggestions for methods of incorporating ABS: - v
- ABE program goals and structure .&lg
- Methods of incorporationléﬂf . .
- Instructional gdtivities et '
- Resources andwfacilities- o : s

T

‘ .
: ‘%? = Suggestlons for act1Vuty .
4? " p ‘ ) '
¥ oAll onds or phraSes laced in uotatlons have been taken
g

k¢

verbatlm from the comments of the lnstructors.

The Aéolt', e SklllS Mathemat1Cs Llstlng as
Compared to ‘the Ex1sQ“gQ“ABE Mathematlcs Program.
»- K \ i o
Most of the Mathematlcs instractors stated that there was a

i

dlﬁference.between the ABS mathematlcs SklllS and the skllls

that they are teachlng ‘in  their- classes;»'hojever the

difference was generally stated to be one of e pha‘sis{ 1n»k

- .
instruction rather thdﬂ’overall dlrectlon. Most 1nst§wctors

»
stated that the ex1st1ng mathematlcs program ‘covers "many"

*

'said that seven .out of ten of the ABS skllls are 1nc1ude§ in
P '
the ex1strmg program f ’All of the 1nstructors stated; in

n;varlous‘ ways, that the Adult Basic Skills _ llstlng
OIS ' L < \”\%
#gcxrepresented the- gener 1 dlrectlon in which they. were trying

BN

to move their courses through the ongoing process of
. 4 .

currjculum renewal. However, as one instructor said,. "these .

) Y 2 I .

types of skills are not presently approached in -as much

\ or most" of the ABS mathematlcs skillss (One instructor
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Lo

'~feltwthe sBMe, Ghe ultlmate result should be the same.

74

'detail as in“the ABS, and evaluation -of students' is now
based solely on mathematics, not on the 'functional' type of
.adult skill '1 Some of the ABS skills are presently’ included
in the curriculnmw but areTth really "taught"; rather they

dre merely "presented to- give exposure ‘to the student. - One

1nstructor felt that there could not be a difference between

»
. B

'Athe ABS'zmathematlts xskills andz-_he AVC mathematics_

cnrriculum since’ we are trying to be as down -to eﬁith as

",q ka.,/

poss1ble, ahd‘51nce those who put Ithe ABS llsting] together

¢
G oo

9

E . o~ 2
LR R ’ - Lo ¥ : o ! ‘l : ‘}‘K

9 .:d B o v e Y™ Y . . . A (RIS
g - . . - G - “
“ . . . N L
._‘. - @

Some&fspecifdcrwSkiﬂlsU"were noted " 'as not presently being
‘J" .
1nc1uded in the AVF mathematlcs program- skills hav1ng ‘to do
AN .Q

with budgetlng mOney for leisure time or budgetlng ~money for

f \

moving expenses;“ and ;thos%s'involved witn some banking

pe

';jservices,_espebially chequing accounts which, it was stated,

very few -students ha¥e. ©One instructor felt that some of

the skills, although not taught in the Mathematics program,
\

may be covered to some extent by theapresent English program

at AvC. : . : S S
‘/ N . . - .o i s Rens

s
One skill area contained ' in the Mathematies program,

uhichr=wasi_identifiedﬁ as: not being inciudedx in t
1isting was that of comput%r fiteracy. ‘A further difference
1dent1f1ed betweeri the ABS llsting and the RVC Mathematics
program is that the current odrricu%bm contains, ecademic
skills such as -Algebra, QEIiF wodld include skills not

' 7

R




Another reason“grven fo'

;uthese [ABS] sorts of dlrect;pns, 1nstruétors may not be

Q 75
®.

mentioned by the ABS listing. One instructor explained that

. the existing mathematlcs courses are. presently oriented

{l?\
toward "traditional" mathematics skills. A major reason for

this, it was stated, is that a sucCessful student in the ABE

.program should be able to enter hlgh school credit cpurses

(such as: Mathematlcs 010) and some students may ultlmately

W -

attend business‘ or technical colleges. Thus the entry

requlrements for. these hlgher levels place demands on the:

ABE mathematics currlculum | " The ABE courses usually

2
e

1ntroduce,)be necessary mathematlcs conceptsﬁg hueh are then '

Hi

\"(

elsewhere. Another 1nstructor stated, "1f the student S

nekt course does not* include 'life skllls requ1rements,

Ry

.such SklllS are left out of the mathematlcs course, but not

because of ,the perspective on the practical needs of the

student." ' >

'soﬂ$ of the differences . between ABE

:gathematlcs gnd\ABS 1s that‘"although we do try to go in

s -

.aware of . some of ~ the subcomponents - because they are

mathematics subject specialists."

o
There was some concern expressed . on the' part of the
instructors that although some of the ABS SklllS are in fact

taught in some portlon of the ABE program, students may’ or

may not have the opportunlty to be- exposed to the skills.
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Some students Jnay never get past the lowest level courses

.

due to- thelr inherent mathematlcs or reading abilities, andﬁ&ﬁ#ﬂ

wlll thus miss sklldjﬂ@%resented in higher level courses) e
" bi,&}‘
Conversely, those who are streamed toward the more academic %" .
.
courses will “have less opportunlty to be ewp sed  to the
A N ,
"functional" types of skills. Some of these latter students
8

may however be exposed to the skills "on the rebound" if
they fail the academic courses.
P

‘Comments on the‘Adult Basic Skills listing

The second interview - question " asked the mathematics
instructors to © comment on‘bthqg adequacy of the, ABS
‘mathematics'skills considerfng‘that the'objective cf'the ABS
listing was to define che skills required de an adult to
. function in Alberta society. In general, the instructors

" stated that the mathematlcs ‘requirements are adequately

repfesented, however some indicated that listing "goes
too far" and pre§entsk skills  which = are unneceSsafi}y‘
"advanced" , Other words, the _instructors .tended to

-

relate thelrtcomments to the* needs and abllltles of their
studpnts, and 1n §b d01ng some said that the skills; go
beyond whatnls'neededlat thé}ba51c level. They etated thatA
some. of the skills' were. "irrelevant“ “for their students.
Specifically méntioned Qere: the skili concerned with income
averaging (fCalculaté.income aVeraging'whefe appropriate");
those skills concernedl with determining skille' for Athe

futdre (e.g. "®Plan for 'future increased use of electro-

1
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. '

skills are stated in a general manner. with}n an ABS skill
statement, it was said, some of the Qlower end" skills might
presently be covered in ”ABE Mathematics, hut the "higher
end" skills might not be'covered. A specific examplergiven

was the skill ""Comprehend relationship of tlme/dlst%?ce"

which the instructor said could ‘be 1nterpreted to varylng
degrees of complexity. One skill which most 1nstructors had
dlfflculty in understandlng and 1nterpret1ng was "Understand
currency systems", They felt the statemegt should_:be

eliminated or refined.

4 ay
X% ' . -
f‘t \,‘ ;& : EN

Y )1\-)' =T ’ BN

y;‘ i 1'.‘ .. ,
Comments on .the Tﬁ%ﬁg Should ABS be Used? f

As mentioned prev1ously, the Mathematlcs 1nstructors were in
general agreement that the ABS . listing represents the
overall dlrectlon in which they are already trylng to change

thelr courses. In keeplng w1th this, the 1nstructors are” 1n

-w - )N..

» P

0y

favour of u51ng ABS in smm@ wayaék a basis for currlculumj

development The extent to which the ABS . {1st1ng should be

N

used was more prec1seI? the topic of dlscus51on. Overall

the 1nstructors indicated that they would readlly accept the .

-

ABS Llst}ng, not as a mandatory set of currlculum requlre-

.ments, bu% as an overall guide to some SkllLS whlch 1t would

be de51rable to 1nc1ude in the program. N B _"- .

o

-t\' ’

The reasons given for the instructors' opinions in this

regard were mostly phrased in .terms of the instructors'
' . . | | ; b
perceptions of thelr,students' needs. Reflecting a comment

_N
: 3

<
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mechanical calculators"); and skills having to do with
employment, since "many of our people are unemployed”. One
‘instructor stated that, "if we were talking about.English
skills instead of_méthematics,'tne'eqnivalent~wou1d be for:
everyone to do a,MasterS'degree in English. |

s

Some instructors stated that some of the skills might simply

I

be too complex for the students.,‘It was stated that in some
ABE students, the reading 1%¥el is low and/or the

mathematics abillty is. low,)f This woul%. disallow such

i3 .

bzing and\workimﬁ w1th tne more complex
- 1¢% : _

problems'covere@'by some skilis, "§ﬁ%@ stuaents wouﬁd Jever

students from “an

get to some. skills, for,example those 1nvo1ving estimating

/ . , w9

fwtlre costs."

A few of the instructors comm@nted on «the wvariation in

spec1f1c1tyé30f ‘the Adult Ba51c Skills. In other words,

"7

some gkills are:.stated 1n ¢very general terms, where as
.otpersvare statearet‘a detailed level. -~ One person_noteq
that tne skill concerning aritnmetic’ opératibns ("apply
 basic arrthmetic-roperatlons to ~solve problems") His the

whole pell game‘here; that one card is 70% of ourftime.?

e

Another instructor noted that '"ABS ‘needs more breakdoyg,'

Rats

especially at the whole numbers level.".

-

Some instructors expressed the need for .standards ‘of

acceptability for the“skills, especially since some of the
. . \\\

»
=
[

o
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that was made by 3 people, one ‘instructor stated, ”lt would
be dangerous to, assume that all students require-this'kind
of instruction...not all students have problems- some S iJfidghy
need academlc upgrading and are already handling their %
quite well." Instructors generally_stated that an‘increase )

. | -
in "functional" or “life% skills would be a good idea and

would more fulfil student needs, however a.distinction was
drawn by’ some instructors between student "needs" and

student "desires". One 1nétructor felt that ABE students
_ . 5
are dgenerally goal orlepted . with ntradltlonal "social

. 1’3‘1,
Y

goalsthat are related to, and can “be achleved by, academic

studfes. This 1nstructor felt that "too much" llfe skllls

Yo

instruction would be percelved as: belng \ess relevant \by

‘students and would thus result 1n a negatlye response;was

‘\ -

had been the case durrng previous.\lije ,skills course&

offerings in the ABE department . On the other hand, two .
1nstructors noted . a very pos1t1ve "'student ~responsef tox,-o
N . (%
: Ly
. : - N )
prev1ous "consumer" courSes as ev1dence that an lncrease in " +¥

"life" skllL type mﬁferlngs would be warmly rece1Ved by the .

'nstudents. All agreed that there would be ‘some SkLllS that

students would not want or agrze wlth _ » ‘ki
. . , K

’

!

The ‘question of whether ABS should be used was not merely
Hypﬂthetlcal for some 1nstructors since they had'valready
taken steps to’ 1nclude in uheir.c@urses;skillsAidentifled
during the early phases.of the ABS projedt.. Two said that

thelr involvement in aspects of the ABS development pro;ect_

3
.
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had "rubbed off" on them and that“the results of the project
had, had a direct, if not consciously applied' ‘effect on
their normal curriculum revision work. Another sald that a

consc10us attempt had been made ‘to include competenc1es from

&

~the initial Cq tency Analy51s Proflle, w1th " beneficial

results noted in the classroom.
,t :

S

B

-

'»Suggestlons for ‘Methods of Incorporatlng ABS o

i
The 1nstructors offered many suggest)&ns concernlng possible
&

methods - to incorporate the ABS mathematlcs skllls in theer

»J)’&

\I‘

i program, and made comments on the results that/would ensue.

The follow1ng sectlons discuss’ these slggestlons.

LN - ' ) N "/46 -

)
4

ST

.‘,) By,

,ABE programagoals and structure.' Somejinstructors felt that

9

'although ~ they were already " trying, increasingly, o
Lo ° . - E ) . oo : .
“ithrp rate -ABS—type skills' into their ~courses, that an

outrlght adoptlon of ABS as a, basis for -a1¥ Adult Ba51c

‘o
Educatlon department currlculaefwould requlre a s1gn1f1cant

) N

Shlft v ;the AQverall lgoals‘ and objectlves of*f the ABE »
e “‘. : "7 o3 ) . . o - ] :
department fja-,shfftT would be required away from 1thei

academlc upgradlng orlentatlon. Wlth the exceptlon of one

-

1nstructor, tﬂe 1nstructors d1d not ¢ indicate that'a'shift

.

towards AB$ would necessarlly be bad, however they did state;

‘ that academlc upgradlng would Stlll be a very necessary and'

\ .&.'_.

‘ pragmatlc requlrement for many students. From thls perspec—
tlve, 1t was suggested that perhaps ABS should be empha51zed

'for students who do not meet thelr academic . goals.

s



In splte of the above concerns; four instructors menticned
that even a partial 1ncorporatlon of the ABS skllls would
best be served by an 1ncrease 1n the coordlnatlon betWeeﬁ
the ABE Mathematics program and the ABE Readlng and Sc1ence

programs. They stated that such a change would be desirable

‘in any Egse, but that ABS would increase the 1mportance of

7

N
%%sed coordlnatlon. Some ofkthe ABE mathematlcs SklllS

m& ht ‘best- be taught 1n “the - context of Readlng or bc1ence,

<,
. J “

aﬂ ‘Mathematlcs skllls " should 1deakly_ be  taught - ip

mathematics- courses Mising skills that are of concern in the .

Reading program; : .

T ' - vy

. i
- o P LR vy

- e \ | P Ly
Methods of Incorpdration. ;Ih,order’to fVOld a wholesalé}.

L

éhenge in the_pufpose of AEE, the ABS rnathematlcs skills

could be used in different ways. . The lnstructors 1dent1f1ed

P K .' Loy

. . L ‘ ,
. three major options: S N - 3/

2 . ._5"

1) The\.skill“ xcould be %sed as« a- resourcd bank such
U " N . -..""“ N

f,;}_:thet 1nst1uctors wouId 1ncorporate whatevel SklllS*

A ®

3; they could whenever they felt it pest / "

2) The" skllls 'could be used tb creat7/ enrlchmeLt“

e,
i Lw
£

.~,modu1es whlch could be used for. 1n61V1dual students

“

s . s ) N b,"

as the need arose. B AR f~

SRR A |
¢ 3) Theaskllls‘could be evolved into an ABS-based course

> . v ’ P : * i

RS fL RS e C
which could be attended by selected 'students as the

N o = o “ |

-~ . need eﬁosei : o _ ' S

, ) . ‘ . N ) .
The in'str-uct‘o,&bsQi identified . strengths ~and weaknésses
' : B - : - N

. : .

1
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, o
associated with the above options. The one difficulty" that

all three, options attempt to resolve is that, as all the
instructors agreed, n~t all students need to receive-
instruction in the same skills. It was suggested that some
type of'screenipg pyécess be employed, either using the AVC
counselling services, or some type of technique to be used
in the classroom. The optibns would aldo allow instructors
to retain the éxisting results df their ongoing attempts:to
‘revise the coutse curriculae. They all felt that some tybe
of work would stillfhave to be done to the ABS skills no
matter which option was chosen. As one instruptor stated,

"the present document [ABS catalogue] is so weighty that it

is unlikely to be used." - .

The instructors generally shared the éremise\that many ABS
skills would have to be additions to the present program
rather. than replacements for preseptly.taught skills. Thus
an important topic for consideration in all three options
listed above is- the‘ st;dent's time av ilability. If
students were r'equired to take an extra course, it would
require either that the 10 week term be. lengthened ér that
the 'students’ ichoolday be 1lengthened. The 1instructors
seemed to feel that a longer. term ‘would pose problems for
the students who, as a group, are usually trying to minimize
the amount of time spent in the institution. Lengthening
the school day would cause problems for the many students

that hold part time jobs.
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. Time considerations thus would seem to make it difficult to
f
incorporate options 1 or 2 in the higher level courses due

to the academic commitments necessary in those courses. One

instructor noted that there ., alredy a- probiem. with
desirable mathematics skills (r tr was given as an
example) being 1left out of t‘the riogram due to time

s

constraints. Howe;er the only instrgctor who had actually
attempted to incorporate ABé—type skills into her courses
(option 1) indicéﬁed that a careful inspecgion of the
‘Business Mathematics courses had revealed areas where the
ABS skills could replace existing course material.. Based on
that experience, the instructor suggested an approach which
would be a combination of options 1 and 2. ABS mathematics
skills coull .be incorporated into the Business‘Mathemétics
courses, and the 1lower level fungklonal Calculator course,
leav1ng only the students taking academlc courses.  Those
students would need to take some extra course work to obtain
the extra ABS mathematics skillé. Howevef, as was noted
earlier, some instructors‘féel that the students with the
highest academic capabilities are least likely to require

& :
. additional instruction in - "functional" or "life" SklllS

courses. This would suggest some amount of screening of the

Students 1f this method of incorporation was to be used.

The use 6f the Functional Calculatér course for ABS
“mathematics skills was suggested by three iﬁstructois;' This

course is normally teserved for students who have shown that

-
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they do not have the capabilities . to handle the higher 1level
Adult Basic Education mathemctiecs skills. . The purpose of
the course is to provide +the students with some .minimal
mathematics skills by uoing hai'd calculators. It seemed to
these three instructors that the course would be a good
- place to increase the amount of "functional" skills. It
should be noted, however, that some instructors felt that
the students who are ‘'lower in inherent abiiities, andeho
would be the students most likely to“be participatiﬁg in the
functional calculator course, mlght not be able to achieve

’

some of the ABS skills. '

The instructors also stated a preferepce to petain some
ﬁlexibility, in order to meet student‘needs, 1if any class
became predominantly ABS" based. As one instructor stated,
"what scares ﬁ“r"ne most 1is that we would end up with ’a new,
inflexible curriculum as the academics [subjects] are now."
Another ‘stated. that any system‘ resulting from the
incorporation of the Adult Basic Skills should be flexible
enough to 'allow otudents to ‘move. f?om academic to hon-

academic skills as needed.

N

Instructional Activities. Although one instructor stated
that if the ABS mathematics skills were included in the AVC
curriculum that no changes  would be required in

classroominstructional activities, others .indicated that

classroom procedures should change. It was stated that the
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present mathematics curriculum allowé a direct dissemination
of information as in‘lecture étyle classfoom‘presehtatiods.
The incorporation o; ABS would result in more "experien&ial"
classes involving more of a "self-discovery" éducétional
procedure an@ more Jone—dn—one" procedures. Courses would
have to be constructed so that 4nformation\was presented in
"simple, small steps". One instructor stated a preference
for "hands-on" class procedd;es for many ABS mathematics
skills, stating that ~students relate to‘ interactive
classroom e#periences more easily and quickly, making the
experience more relevant and reasonable for the student.

.

Resources and Facilities. Instructors were divided on their

. opinion concerniqg a possible need foi more, or different
type§ of resources and - facilities" as a bresult of
incorporating the ABS mathematics skills. Two instructors:
stated a need for a Aifférent or specialized type of
classroom space since blackboard work wqyld not be
sufficient. One saw a need to reallocate existing space.
Two instructors indicated a need for 'specializedh course
materials and instructional aids. One in§tructor said that
an incréaSe iﬁ staffing might be.necessary. Three stated

that no staffing or facility changes would be necessary.

All instructors who commented on the topic felt that the

expertise needed to teach the additional skills 'alfeady

exists within the ABE staff. - ’ ;
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« . ~ N ) Q .
Suggestions for Activity. The mathematics instructors had

some suggestions for‘some preliminary action to take with
respect to the ABS listing. It was suggested that the ABE
mathematics instructors could sit down and look over the

skills to see which could be taught and at what level of the

ABE program they could be 1ncluded. It was also suggested_

that a decision should be made concernlng whether the skills
shQuld be included at the instructbr's option, or whethe:

they should be included ag | mandatdry items , in  course

ey
curriculae. : ‘

N

r . ‘

One instructor noted the varying levels of difficulty (from

a student's point of view) of the ABS mathematics skills»énd
suggested that the skills should be categorizedr into
different levels of difficulty. This, it was stated, would
more easily allow incorporation of the skills into thg ABE
program, A suggestion by another instructor in this

context, to help catégorization," was . that the "pure"

mathematics aspect of the skills should be used as the .

organizer. Thus the ABS mathematics skills could be
categorized into levels of difficulty based upon the pure
mathematics needs of the skill.

-

Results. of the Card Sort

During the card sort, individual espondents ’applied a

branching series oquuestigns‘to each skill such that each -

\
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: v - .
skil% could ultimately have been Placed in any one of eleven

’

different categories. Appendlx C contains the card sort

lnstructlon sheets and thus the full text of.  the questions

asked. An indication of the choice route for each skill
with the resulting categories ' and category labels“ was
depicted in Figure 1 in the preVious chapter. The results

'of the card sorts performed by the seven instructors may. be

‘found in Appendlx E. In the following analysis of the card

. sort results, the discussiog is gronped‘intc three areas:

1;>Analjsis, of the instructors' perceptions aof the
skills (Part I of the card sort) |

2. Analysis cf.the extent to which each skill .is taught
(Parts II, III, IV of the card sort)

3. Analysis of the instructors' perceptions.concerning
the ! manner" of teachlng of skllls contalnlng non-
mathematical components (Part III of the card sort)

Each’of these three areas.contalns two sectxons. The- first

sectlon presents the method of analy51s and the results of

‘the analy51s. ~ The second dlscusses 4those results and

relates them to the interview comments of the inStructors

wherever feasible. .

Analysis of Instructor's Perceptions of SklllS
(Part I of Card Sort) . 4

P

Analysis and Results.' ‘Part I of the card sort asked the

respondents to sort the cards into two plles-ﬁ"A" -and "B".
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Pile A would;consist;of skills which the respondents felt
contained only a mathematicé_ component. Pile B would
consist of skills which conta}ned both a Mathematics and a

non-mathematics component. T

In‘ order to inspect the degree of consensus among the
instructors in Part I of the card sort, the numbers of "a"
and "B" responses vwefe tabulated for each skill.., The
results of this - tabulation are shown vin Table 1. An
i;spegtionﬂof the tabulation showed that:
~ There was unaniméus égreéﬁent for 22 skills (32% of
the total) |
- There was "substantial" agreement (6 out of 7
instructors were in agreement) for a further 21
skills (31% of the total)
~ There was "sbme" agreement (5 out of 7‘instruétor§

were 1in agreement) fdr a further 13 skills (19% of

‘the total)

'~ There was. "little" agreement (4 out . of seven
instructors were in agreement) for a further 12
skills (18%.0f the total)

A majority opinion was calculated for each skill. The

resulting opinions for each skill are listed in Table 1.

There were 24 skills considered to contain only a

' . DL
mathematics component ("A") and 44 considered to contain

also a non-mathematics component ("B"),.



Tahle 1

Responses to Part I of Card Sort

SKill Responses Majority SKill Responses Majority
No. A B Opinion No. A -B Opinion

17 o A 33 3 4 (B
2 70 A o3¢ 2 s B

3. 7 o A 37 2 5 B

4 5 2 a 38 a3 (A)

5 5 2 A 39 1 € B

6 7 0 A 4n 1 s

7 7 o A 41 1€

8 2 .5 B 42 o7

9 6 1 A 43 3 4 (B)
105 2 A 44 1 ¢ B
11 a3 (A) 25 1 € B
12 6 1 A’ 46 1 € B
13 4 3w 47 16 B
14 6 1 A 48 16 B
15 7 0 A v 40 0o 7 B
6 5 2 a 50 n o7 B
17 06 1 A 51 0o 7 B
18 a3 (A) 52 0 7 B
19 6 1 A 53 1 € B
20 1 6 B 54 0o 7 B
21 1 6 B 55 3 4 (B)
22 o 7 B 56 5 2 A
23 3 4 (®) 57 4 3 (a)
24 34 (8) 58 4 3 )
2% 0 7 B 59 4 3 )
26 2 s B €0 4 -3 (a)
27 1 6 B 61 1 € B
28 1 € B 2 n 7 B
29 2 s B &3 0 7 B
3 1 € B 64 N7 B
31 1 6 B €5 0o 7 B
2 2 s B 6€ o 7 B
33 1 6 B € 0 7 B
34 0 .7 B .68 0 7 B

Key: "A" indicates that skill was perceived to contain only
mathematics ’
"B" irdicates that skill was perceived to contain both
a mathematics and a non-mathematics component '

() Results in brackets indicate marginal majorities
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During. this part of the card sort, two instructors indicated
some difficulty with‘the use of the term fmathema%ics“ in
the card scrt instrcctions. They expreséed varying perSonal
definitions of the term. Two_respondents also noted .that
the énrasing of the ski}lv in particular the verl used
(whether it was an "action" verb or not),; contriputed to

their understanding of how to sort the skills in this part

of the card sort.

Discussion. There seems to have been some conscnsus among
the instructors concerning the response to the question in
Part I of .the card sort. Al though tnere was 'unanimou§
agreement on only 22 of the skills, there was "little"
agreement on only 12 skiIls, with the remainder achieving a
fair degree of. consistency. Due to the small numbeg’ of
respondents, some degree of consensus in this part of the
card sort was essential to make the results of Parts III and
IV meaningful. The comments made by some of the instrucéors
- concerning the use of the term "mathematics", anﬂ' their
apparent use of the phrasing of the skills, rather chan the
contents, to make their decisions for the sort, indicate
that the results here should be treated with some caution

since’ the instructors seem to have handled the sort in

varying, though perhaps subtly varying, ways.

2 e

Concerning the actual responses to this part of the sort,

one might have expected to see the skills in the 'ABS

v
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"Mathematics" category (skilis 1 ﬁd 20 inclusive) receive

RN v'
"*V&GS containing - only

sortings into Category "A"

mathematics), and skllis from the remalnder of the llstlng
. \4,‘\:

receive sortlngs 1nto Catégory*"%i“{Skdlls containing both a
mathematics and a Qon’h;}hematlcs aspect) In general, this
occurred, but the exceptions are notable. Skill 8
.
("Understand Currency Systems") and skill 20 ("Plgn for
future increased uée of eleetromechanical'calculatqrs") were
the only skills from the first twenty that received "B"
ratings by the' majority of instructors. The meaning of

skill 8 seemed to confuse the instructors consistently, and

skill 20 was one of those said to be "irrelevant" by sohe;~

On Ehe other hand, skill 38 ("Reconcile bank statements")
was pereeived as being wholly mathematical by the
instrucéqrs, as were skills 56 through 60, all of which are
concerned with reading and understanding graphs. Although
these skills (56 to 60) \are’ phrésed in terms of eeadihg
skills, and are Xtrécteﬁ frbm the sectionybof the ARBS
listing concerned with reading, tﬁe ‘opinion of the AéE

mathematics instructors seems to be that they are

s
N

predominantly mathematics oriented, not reading oriented.

It could thus be concluded that the responses to Part I of
the <card sort represent a ‘limited valldatlon of the
organlzatlon of the mathematical aspects of the ABS 1lst1ng

with some indications for change.

2 -
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Analysis of the Extent to Which Each Skill is Taught
(Parts II, III and IV of the Card Sort)

Analysis and Results. Parts II, III and IV of the card sort
asked the mathematics instructors to indicate the extent to
which they teach each skiil. In order to . inspect the
"extent" rating,J an assignment of values was maae. Each
rating of "Fully"b was assigned a "3", each ratingb of
"Somewhat" was assigned a "2", each rating of "Very Little"
was assigned a "1", and each crat’ing of .“Not “at All" was.
aésigned‘a zero. The mean response for each skill was then

calculated.

It may be noted that the assignment -of values was made

" without' reference to whether the respondent had placed the

skill in Cateéory "A"™ (Skill contains only ‘mathema;ics),
" Category "B1" (Both mathematics and non—mathematitg aspects
of the skill afe taugh®), or Céﬁegory "B2" (The skill, in
which both mathematics and non-mathematics aspects exisE, is
used és'eQ genéral setting 1in .emphasizing only the lnéth-
ematicg!‘aSpecf). ?Eg“"poséible effects of these category
choices on the/;esults presented here are discussed later in
“this ghapter.

The reSulté. of the "extent" calculation -are presentéd in
graphical form’in Figure 3., (Figdfe 3 contains shortened’
- forms bf the sﬁill statemenqg;:the full text of the skill

statements may be found in Appendix A.) The calculations
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resulted in the distributions for various ranges of mean

I

value as shown in Table 2.
TaBle-Z ,

Distribution of Skills for Various' Ranges = '
of Mean Value of "Extent" of Teaching

)

Mean Value Range' No. of Skills Pefcentage of all Skills™ |

B N o ‘

2.5 to 3.0 9 13%

1.5 to 2.5 26 - Vl 388 ©
0.5 to 1.5 . 24 N P
0 to 0.5 9 . SEPERET I

.‘v

" Although the above calculatloﬁ may prov1de anflndlcatlon .as

to the overall responses of tHe 1nstructors to- the questlon i

]

of the extent of teachlng of the skllls, it does not .give a
clear picture of which - skllls were not teught at all
If even one instructor. indicated that he’or she taught a
skill infhis or her classroom,slt might be concluded that
the skill is included in the AVC~Mathemat1os }nSthCthHn”
In fact only one skill feceivedf8~unanimous_resoodse of i'No:t:
. at All". Thus except for that one’skiil;'all‘the skilis
- could be . considered ‘as’ being ' included . in th& ABE
curriculum. However, this.conclusion‘would be misleading
since each’instfuotor does hot‘teach all of the courses in

each semester. Thus a skill rated as being taught by a

single instructor would be taught in the curriculum only '
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when that instructor had the opportunity to teach the course
"in which he or she includes that skill. The instructor
would not neceusarily have. the opportunity in each
~semester. (This concern about interpretation was, in fact,

raised by one of the instructors during the iﬁterviews.)~

From.this berspective the number of "Not at All" responses
for each skill should be considered as indicating the
relative likelihood that the skill would‘be ihcluded in the
curriculum in any given semester. Natufally, the fewer "Not
at All" responses received by a skill, the more likely that
it would be taught.‘ As a result of these considerétions,
the number of "Not at All" fésponses receivea by each skill‘
was calculaté65 gfhe number of skills receiving different

~numbers of "Not at All" responses are shown in Table 3.

e

Table 3

Number of Skil.s Rated "Not at All"
oy Different Numbers of Instructors

Number nf I:s£ructors'“ Numbe+ of Skills
Rating a kil "Not.at All" So Rated
7 : 1
6 - - 5
5 7
4 3 '
3 9
2 7
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Thus a total of 46 skills were rated as taught "Not at All"
by at least one instructor. The specific skills found to
fall in each of the’above seven categories are listed in
Appendix F. An inspection of the skills listed in Appendix
F did not reveal ahy general types of skills that were less
likely to be taught than others. The skills in Appendix F
seemed to be individual selections from all parts of the ABS
listing.

During the interyiews,‘sqme‘instructors indicated that many
of the ABS mathematics skills already exist in the
Mathematics curriculum at AVC Edmonton. The card sort
responses 'were .used to investigate. this possibility. . A
taily was made of the data by grouping together the :fully"
and "Somewhat" responses into.one category. This grouping
Ccreates a new composite category which‘may indicatecteaching
of a skill to some significant or material "degree. The
resulting information is shown in Table-4. An inspection of
this information showed that 49 skills had been rated .as
being taught "Fully" or "Somewhat" by at least 4‘(i.e. a
majority) instructors. Thus 49 out of 68 skills (72%) wege

considered as being already included ‘in the curriculum by =

majority of the instructors.

Discussion.” Some overall comments can be made with respect
to the above fiqdings. The mean values for "extent" of

teaching of the skills tend to indicate that, in general,
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Table 4

Extent of Teaching Responses

-l

Cambined Categories

Skill
No.

Very Little/
Not at All

Fully/
Sareshat

Skill
No

Very Little/
Not at All

Fully/
Somewhat

35
36

37
38

40
4
142

43
44

10
11
12
13

45

46
- 47

48
49

14

15
16

50

51

17
18
19

52
53

54

20

55
56
57
58

<

21
22
23

24

a
€0
61
62
63
€4

25
26
27

28

29

30
31

€5
66

32

67
€8

33 .
34
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the skills are taught only to a modest degree. However, the
results of the tabulation of the "Not at All" fesponses, énd
‘the“fact that 72% of the skills were considefé? as being
included in the curriculum by a majority of ﬁhé\ teacﬁersa
indicate that a §ubstantial numberlof the skills agg taught
in the curriculum. These somewhat coﬁ?&adictory findings
may show that although the ABS méthematics skills tend\ko be
included in the curriculum, they tend to be taught only\fp a
minimal degree. This conclusion is supportéd by commeSts
made during the interviews, wherein instructors stated thét

the ABS skills were taught, but« that the difference (between

ABS and ABE) was a matter of "emphasis" in the curriculum.

An inspection of Ehe graph 1in° Figure 3 reveals some
information about ‘the individual skills. 'ékills numbering 1
throuéh 20 represent the "Mathematics" category of the ABS
listing. This group includes the most highly rated skills
in the study. Four of these skills are worthy of note.
Skill 8 ("Unde%stand currency systems") received /é
relatively low.'ratingf It was poorly understood by /fhe
instructors, ‘and almost all of them expreséed confusidn/gver
ité meaning. The relatively low raﬁings for skills 12 and

13, wﬁich have to do with "distance, érea and volume", are
understandable fro;” an inspection of the +ABE course
desc;iptions. In these descriptions, volume calculatidns

are not mentioned at all, and area ¢alculations are included

in only one course as an "optional" topic should time

i

t
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aliow. Skill 20 ("Plan for future increased use of electro-
mechanical calculators") was not considered to be wholly
mathematical by 6 out of 7 instructors, aé would be noted
from Table 1. It may also be noted tha£ skill 20 is Qhrased

in terms of planning for the future. The concept of

“planning for the future happened to have some significance.

In an attempt to find a commonality befween skills rated low
{p térms of extent of teaching, AppendixJF was examined in
conjunction .with the graph. The underlying concept of
planning or considering’ the future is common to many. In
fact, although identifying such skills is a very subjective
exercise, all of the skills relating to estimatiﬁg or
planning“ for the future -reéeived a mean "extent" rating
equivalent té "very little" or ‘lower. It should be noted
here .that all of such skills,, with the exception of " skill
20, related to\financial orktime planning. This»obsefvation
concerning skills, involving future planning supporﬁs
statements made by the instructors in their comments about
the ABS 1listing. | In discussing some skills felt to be
"irreleyant“, mention was made of‘"those skills concernéd
with degermiﬁing skills for thelfuturé." .The results of
the card sort would éend to expaﬁd on _this statement by
including most skiils haying to do with ény sort of plannihg

: ' AN
for the future.

A further inspection of skills receiving low ratings,

2
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espe?iaily in light of - instructors comments during the
interviews, gives rise to individual reasons for the low
rating in some cases. For instance skill 25 ("Calculate
income avéraging where appropriate") received special
mention dﬁring the interviews as being of‘little use for ABE
studénts, aé‘ did skill 53 ("Ascertain ‘time available fof‘
leisure activities"), and other examples can be found. In
general it may bé concluded that the extent -of teaching
'ratingé' do seem to mirror clésely the results of the
interViews.

Analysis of Instructor's Perceptions Concerning

the 'Manner' of Teaching Skills Containing
Non-Mathematics Components (Part III of Card Sort)

(Note: When' reading the following discussion,. it may be

useful to refer to Figure 1.)

Analysis and Reédlts. In the previous section, instructors'

reséonses concerning the "extent" to which they teach each
skill were treated without reference to whether the
instructors had placed the skill in Category "A" (the skill
contains only a mathematics component) or-Category “Bl"'(the
skill contains a non-mathematics component bdt both
mathematics and non-mathematics aspects aré taﬁght) or
Category "B2" (the < skill <contains a non-mathematics
cdmponent, but the.Skill‘is used\as a general setting in
.emphasizing only the mathematics aspect).. In the design of
the éard sort, 'the distinction between Category "Aﬁ and

Category: - "B" was included in order to investigate which
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L\ . ) \\
skllls would be percelved as belong&gg in Category "B2".
There seemed to be a p0551b111ty that \

manner suggested by Categomy "B2"' wokld not actually be

skill taught in the

treated as thoroughly‘in the classroom as a skill taught in
the manner suggested by Categories "A" and "B1".
{

*>

A count of the number of skills placed 1n the "B2" Category
by the various 1nstructors ylelded the information shown in
Table 5. (A listing of the skills found in each of the

divisions in Table 5 is included in Appendix G.)

Table 5

Number of Skills Placed in \
Category "B2" by Different Numbers of Instructors

. Number of Instructors . Number of Skills
Placing a Shift in Category "B2" So Rated
7 - 0
6 | . 0
5 | 0
4 2
;3 7
2 27
_ 1 - 19
Thus the- ‘e > skills placed unanimously in Category
"BZ" by tr2 . _:ruc. -s, --d only two skills were placed in

this categor, o, a2 majority (4 or more) of instructors. As

a result ic wa~ “elt ‘hat the use of this category had

%
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little effect on the responses to the question concerning
the fextent" of teaching of the skills. Consequently it was
concluded that the "extent" ratings from Category "B2" could
be calculated into the mean rjtings with responses from

other categories, as was done in the previous section.

Discussion. The above results may be interpreted to mean
9 .

ofhat individual instructors did feel that they taught some
skills such that only the mathematics aépects were
emphasized, with the non—mathematics aspects (p -haps the
life skills aspects) being Qsed only gs general settings for
instruction. An inspection of the original card sort
responses (Appendix E) shows that all seven instructors
rated some skills in this way (Category "B2"); in fagt, the
ihstruotors placed an’iaverage of 13 skills each into
‘Category "B2". However there was a lack of consensus as to
which skills were taught in this manner. Consequently,
although the consideratiqns inherent in the inclusion of
this category 'in the card sort seem to be valid for
.individual instructors, théfe is 1little information to .be
gleaned from this particular sort if one'is‘concerned with
making statements about the ABE curriculum'és a whole.
. » N

Due to the lack of consensus there are very few skills which
can be said to be affected by the consideration of the
"manner" of teaching. There were however a few skills which

were placed ‘id Category "B2" with a small degrée of

|
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consistency by the instructors. The "extent" of teaching
ratings received by these individual skills could be
considered 1in fhe light of their plécement into Category
"B2". In particuiar, Appendix G shows two skills placed in
"B2" by four instructors (a majority). These were skill 27
("Establish lcosts for shelter") and skill 66 ("Shop for
food/groceries as a wise and informed consumer"). ' The
latter of these is of particular interest since it rec ived
a relatively high "extent" rating (2.1 out of a possible 3)
and it could thus be inferred that the instructors place
some importance on the skill. Certainlyf\few people would
deny that this is an important skill for an adult to have.
The results for this skill with respect to Category "B2" may
indicate that the life skills aspects of the skill are not
being taught to the degree which might be desired, or the

degree implied by the "extent" rating which the skill

received.



CHAPTER FIVE.
SUMMARY AND CONCLUSIONS

"This chapter contains three sections: a summary of the
study; a discussion of conclusions and implications drawn

from the study; and some suggestions for further research.

Summary of the Study

Purpose of the Study

The Adult Basic 'Skills listing is a catalogue containing
approximately 1000 skills, compiled to describe the skills
than an adult needs in order to be able to function in

Alberta society.

The purpose of the study was to provide an evaluation of
some aspects of the :elationship between the Adult Basic
Skills (ABS) listing and the existing Adult Basic Educatibn_
(ABE) program at the Alberta Vocational Centre in Edmonton.
Speéifically, the study ;as designed to providé an
indicatior .. the degree of change which might bé required
in the e#isting program if the mathematically oriented adult
BasicaSkillsqwére to be incorporated ipto the ABE program.

An auxiliary purpose of the study was to offer an

opportunity for ABE instructors to provide feedback, in a

104
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systematic way, to the continuing process of the development

of the ABS listing.

Statement of the Problem

The study sought answers to the following questions:
1. "To what extent are each of the various
mathematically orientéd skills in the ABS liéfing
being taught in the Adult Basic Educat ion department

~ \
at the AVC in Edmonton?"

e

2. "What would be the implications if the
mathematically oriented Adult Basic Skills.yere to
be incorporated into the Mathematics program?"

:3. "What would be some possiblé methods to accomplish
the incorporatioﬁ of the skills?" |

4., "What are the‘concerns and suggestions of the ABE
.mathehatics instructors with respect to the ABS

listing‘and the curriculum development process?"

v

Need for the Study

Theiliterature-has provided statements which.indiséte,that
curriculum evaluation Ashould be an integral part of thé
curriculum develdpment process.’ ' Sihce curriculum
development may be a.long'te:m goal:of the ABS project, this
study was designed to' provide feédback to the' curriculum
developmeht‘process at an.eérly sStage in that process. It

: $

was hoped that by providing some inditation of the possible

implications of incorporating the ABS mathematics skills
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into the AVC program, future choices concerning curriculum
development techniques and resource allocation would be

-

facilitated.

A further need for the study was identified in. that ‘the ABS

project directors had indicated some concern -about the
adequacy of the mathematics skills in the listing. It was
hoped that the results of this study would address those

concerns.

0

Review of the Literature .

The literature reviewed in the study covered two difﬁeréﬁt
areas: firsg; the field of educational evaluation; éecond,
the field of Adult Basic Eduéation eséecially with -»spect
to "functional" or "lifeﬁ skills, and Ithe mathematics

curriculae used to teach those skills.

K] v

AN

Pértaining to ﬁducational evaluation, the review showed that
there are many differfnt modelg and methddologies proposea
for_educationél evaluation.L The "CIPP" model of Stufflebeém
and others provides a definition of evaluation as the
process of providing useful information to decisionfmékérs.
"Respohsivé“nevaluation plaqgs empHasis on the "issues" of
the evaluation as definéd by the audience. . "Nat@ralistic"
Lenqgiry leans away ffom traditionaI.fscientific" typestof
invéstigation. It leans more towardé the techniques of the

natural sciences, such as field study "and, case study
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techniques in which the researcher may interact more
intimately with the environment being atudied. _ Various
authors 'advdcate choosing evalgation’ etrategies and
'techniques in . flexible manner to suit the situation of the

evaluatlon Recent studies by the Joint Committee on
Standards for Educational Evaluation have proposed standards
which can be’applied to any evaluatioP regardless of model

or technique. ' - - \} ’ )

Pertaining to Adult Basfc Education,“the'reView indicated
that althoqgh the'conten£AofﬂABE programs have historically
been oriented towards glVlng students the equlvalent of a
grade 8 or 9 educatlon, educators have identified adult
educational needs outside ‘ef the. traditional school(
f.offerings. Tgere has been shown to be a dlfference between
"basic" skills, such as the "three-R's", and "functional" or

"life" skills such as those skills pertaining to the student

as consumer, citizen and family member.
» . B \I

)

.
Altﬁdugh-there are<advocates‘ofylife skflls instruction from
both thef theoretical ahd 'practiéal areas of education,
examples of the use of life skills programs have shown that
the effective dellvery of life skllls programs to adults
presents problems ?ased, for example,/on_the immediate heeds
of the adult, or on his ho@e‘environment. - In response to

these difficulties, Competency Based Adult Edu ation (CBAE)

has attempted to implement individualized com etehcy,based
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instruction using, as foundations, systematic igvestigations
into the ‘skills needs of the adult learner.

_ -
The content and presentation of mathematics curriculae in
Adult Bésic Education life skills programs varies according
to the uhéerlying' philosophy of the ABE program, whether
leaning towards CBAE or towards the fraditional high school”
curriculunm. Traditionally oriented programs may include
more compléx méthematics skills than CBAE programs; also
. CBAE' de;ived curriculae may srganize learhing experiences
according to the 1life skills aspects;yﬁreatiﬁg mathematics

as a necessary, but not specifically emphasiied aspect of

those life skills.

Design of the Study

As a result of the literature review, it was decided to

conduct the investigation in a "responsive" manner using a

"naturalistic" ‘approach‘ to gathering _iéformation.

Discuséions were held to identify issues of concern to khe

ABS project diréctorsl anc  the ABE mathematics program .
difector. Based ?n these discussions, three sources of

information were used in the study: C

1. An examination of course records and texts

2. A card sort perfdrmed by the ABE mathematics

instructors to determine the extent to which each

ABS mathematics skill-was being taught.
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3. Semi—structdfed interviews with the ABE mathematics

instrucgors.

l
\

Of the three sout?es, the third was expected to be the major
source for the st&de\while the first was used primarily to
provide information to Rteparé Fhe instruments used in the
card sort and interviews,\\
\
\

Procedure of -the Study \

Since the Adult Basic Skills listiné contains both "basic"

mathematics skills (i.e. those found in a traditional school

‘curriculum) and "functional" mathematics skills (i.e. those

"life" skills which require mathematics abilities) it was

necessary for the researcher to review the entire ABS
'Y

listing and select all the skills involving mathematics. A

list of 68 skills resulted, and is presented in Appendix A.

The 68 ABS mathematics skills became the basis for the card
sort procedure which was performed by the ABE mathematics
instructors. Each card contained one skill, and the cérds
/
were sorted according to various‘questioné posed by a set of
written instructions. The choice routes for the cards and
thef questions asked were presented in Figure 1} the full
written instructions are presented in Appendix é. The card
sort was designed té'find the "extent" to which‘each of the
skills was being .taught‘ in the existingﬂ ABE matﬁematics

h

curriculum. . It was also designed to investigate the

&
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"manner" of teaching for shills which instructors perceived
to contain both a mathematics and a non-mathematics aspect.
The purpose of this latter investigation was based on the
speculation that the manner of teachiné of the skills might
affect the "extent" to which one could say they were being

taught.

The card sort was also designed to prepare tt instructors
for the interviews. A series of linterview questions was
designed to provide starting points for in-depth discussion

on the following topics:

1. The instrucfor's perceptions of the difference
between the Adult Basic Skills mathematics skills-,
‘and the ABE mathematics curriculum as it was being
taught. | |
2. The adequacy of the ABS‘ mathematics skills for
Albertan adults. h
3. Required changes at AVC Edmonton if tbe ABS
mathematics‘skiils were to be incorporated.  Areas
specifically,quéstioned included resources, program
structure, facilities, | time, éhd'~ instructiqgn
activities.
4. The instrdctor's feelings as to whether the ABS
listiné should be used as the basis for chrriculum

N -

change.

4



5. The instructor's overall  suggestions for the

curriculum change process.

Individual appointmenﬁs were made with each mathematics
instructor. During the meetings the instructor performed
the card sort‘and‘theﬁ pafticipated in the interview. The
researcher was present for the entire meeﬁing énd encouraged
discussion and comments on the part of the instructor during

the card sort so that the card sort became a precursor to

the interview.

Data from the card sorts was analyzed by hand. Various
skill groupings, anticipated to be’  of interest to a
curriculum desigﬁer, were developed. Groupings 1included
skills fated as being taught to a.greater or lesser extent,
skills pérceivéd as containing a non-mathematical component,
and skills where\ the non;mathemétical component was not
emphasized during teaching.
Y

Analysis of the interview_'éesults .waS' performed by
inspecting the results for topics which had proven tc be of
concern and interesé to the instructofs,_and then grquping.

the responses'aCcording to these topics.



Summary of Results

Interview Results. Although the instructors were able to

idéntify some specific Adult Basic Skills not taught in the
existing curriculum, they stated that the ABS skills were,
in general, already 1in the curriculum,. The difference
between the ABS listing and the ABE curriculum was said to
be a difference of "emphasis". In othér words, in the ABE
curriculuﬁ, ABS skills may be taught, but not in as mLch
detail as implied by the ABS listing. Instructors said that
ABS represents the "direction" in which they were already
trying to_"move" their courses.
, :

The instructors also noted that the ABE prdgram is
'structufed SO that'a successful student may go on to high
school or apprenticéship trainingf, This fact blaces some
demands on the course contents and is the major reason for
the inclusing of some higher‘level mathematics skills not
'includéd in ABS.

¥

"The ABS listing was designed to define the skills required
for an adult to function 1in Albérta society. The
instructoré commented on this in .light of the needs and
abilities of their students. Tﬁey felt that thellisting was
generally adéquate for its gﬁ;pose, but that it contained

some skills which Were "too advanced"  for their students,

and some that were "irrelevant". Some said that certain
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skills might simply be .too complex for the students to
attain, especially for those students with inherently Ilow

‘reading or mathematics abilities.

Instructors noted that there is a wide .variation in the
"specificity" of the Adult Basic Skills, whereby some skills

‘cover .large portionsi of the mathematics curriculum, and
others co§er narrow details. They also}»saw a need ‘for
"standards" (of performance) for the skills since some skill
2 statements could cover a broad range of mathematical
attainment on- the part df the students.

_Nevertheless, the ABE instructofs were 1in favour of using
the AES listing as a pasis for curriculum development or
change. They indicated a preference'for using ABS  as.an_.
éverall guide to some desirable skills, rather than. as‘ a
mandatory set of curriculum requirements. A Qholesale
incorporation of the ABS mathematics 'skiils was not pre-
ferred for a number of reasons (discussed here, and also
‘later in this section). Some inséructors felt that student
needs vary with respect to "life" skills instruction, and
Ehat some students, while needing academic upgrading, simply
do not need life skills instruction. Further; some instruc-
tors feared a negative student reaction to "too much" 1life
skills instruction as not matching the stu&eQE§>/own pérj

%

ceived goals.  Other instructors anticipated a positive
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student response based on previous experience with

"consumer" courses,

Two instructors indicated previous good experience with
incorporating Adult Basic Skills (drawn from an earlier

phase of thé ABS project) in their classrooms.

Based on the previous comments, the instructors entered into
much discussion related to the implications of indorporating
the ABS ﬁathematics skills into the ABE curriculum, aﬁd‘
pos§}b1e methods Eo do so.

The instructo;g noted the pragmatic requirements for
" academic upgﬁading amongst ,their students, and stated that
an incorporation of the entire ABS listing would require a
shift in  departmental goals and objectives away from
academic upgrading. From this perspective, it was suggésted
that ‘pethaps ABS should be emphasized for students th
cannot or dd not meet their academic goals. It was'aléo
noted that a major incorporation of the Adult Basic Skills
wouid-lead to an increased, and.needed, coordination between
ABE Mathematics and ABE Reading coufses7

Instructors suggested three‘ possible. " methods of
incérporatipg the ABS méthematics skills withouﬁ causing a
-major change in the purpose of the ABE program. These were:

|

R
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1.\As a resource bankc\such. that *instructors would
incorporate whatever sg}lls-they could whenever they
felt it best. /

2. The skills could be used to Create "enrichment"
modules which could be used for individual students
as the need arose. ‘

3. The skills could be evolued into an ABS-based coutse
‘which could be attended by selected students as the
need‘arose. ‘

The major consideration inherent in the options was

flexibility, -since it was felt that not.all students would

m——

need instruction in the same skills. Further, instructors
generally saw little obportunity to eliminate existing
course offerings, and ‘thus flexibility would be very
important in order to make the best use of students' aveil—
lable tlme. Difficulties for ABE students would' arise if
either‘ the term length or the class day was extended 1in
order \to accomodate additional instruction. . Some
instructors said that since the lower- ability students might
be those most in need of life skills instruction, the low
level "Functional Calculator" course might be a good.
opportunity to allow the needed instruction. - However, it
was also noted that some of the more complex ABS skills
might not be attalnable by students llkely to be enrolled in
- the 'Functional Calculator course. One instructor also

described previous success in integrating ABS-type skills

into the business mathematics courses.
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Instructors were of differing opinions concerning
instructional activities required by the ABS mathematics“
skills. Somé felt that no changes to existing methods would
be needed, while others stated a need for more
"experientiai" and "self-discovery" types of instruction

whereby skills are presented in simple, small steps.

Instructors were also div;ded on the topic of resources and
facilities required, by. the ABS mathematics skills; " Some
instructors saw a need for specialiged course materials or
classroom. space. Some felt that an increase in staffing
'_wodld be néeded, but others did not. All instructors agreed
however, tha% the expertise to teach the additional skills

already exists within the ABE staff.

The ABE instructors made sﬁgge;tions for preliminary action
to take with respect to the ABS listing.. Suggestions
included a need for a basic decision as to whether the ABS
mathematics skills should be mandatory items in the
cdrriculae, or whether they should be included at the
discretion of‘individugl instructors.. A suggestion was also
made - to inspect the skills to see which could be tauéht in
the Adu}t Basic Education program, and then to assign the
skills té’ the - different levels of the ABE mathematics

program, . perhaps basing the decision on the level of
L]

difficulty of each skill.
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Card Sort Results. In the first part of the card sort,

instructors sorted the skills according to whether they felt
that the skill contained only mathematics, or whether the
skill also contained a non-mathematics aspect. Analysis of
~this part of the card sort indicated that the instructors
seemed to be in general agreement in their responses. There
was however some indication of varying interpretation of the
term'"mathematics" which might lend an element of caution to
interpretation of the results. |

The * ABS 1isting cohtains .a "Mathematics" category which
comprised 20 'of the 68 skil}s in the study. The instructors
seemed to be in overall.accord with the ABS categorization,
but with a few exceptions. 1In particular, they rated the
skills involving graphs és Tbeing ‘wholly mathematical,
* although ABS, does not include them in thg "Mathematics"”
category. There were also 2 of the‘ 20 skills felt to
contain a non-mathematics aépect by a majority of

instructors.

The analysis of the ratings of the "extent" of teaching of
the ABS skills in the existing_ Adult Basic Education
cufriculum téhded to show, in agreement with some of the
interview comments, that although the ABS méthematic% skills
tend 'to be included in the curriculum, - they ténd to be

taught only to a minimal degree. An attempt was made to

identify dgroups: of skills rated lower or higher than
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average. It was noted that the skills in the ABS
"Mathematics" section were, on average, the most highly
rated group.  There also was some indication that §kills
invoiving estiméting or planning for the future tended to

receive low ratings in the extent of teaching. This latter

_ observation was also sdpported, to. a limited 'degree, by

interview statements. Reasons for low ratings of some of

the individual skills were also identified.

The third part of. the card sort was concerned With the
"manner" in which instructors taught skills which they . had
perceived as containing both a mathematics and a non-

mathematics. aspect. Aside from being asked whether they did

"not teach the skill at all, instructors were asked whether

they taught both aspects of the skill or whether the skill
was used as a general setiing in emphasizing only the
mathematics aspect. Analysis of the results showed that
although instruétors did feel that tﬁey taught some skills
such that only the matHematics;vaépects were emphasized,
there seeméd to be. little consensus among the instructors

concerning which skills they taught 1in this way. The

Aoriginal purpose of this question was to see if the "extent"

~ of teaching responses-f could be affected by this

discrimination ‘in the manner of teaching; and due to the
lack of consensus it was concluded that the "extent" ratings

could generally be interpreted without consideration of the-
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"manner" of instruction as described in this part of the

card sort.

Conclusions and Implications

There are several conclusions and implications which may be
~drawn from the foregoing results. The following section is
grouped according to the research questions as posed in the

section "Statement of the Problem" earlier in this chapter.

Research Question 1.

The mathematically oriented skills iﬁ the Adult Basic Skills
(ABS), 1listing are- présént in the Adult Basic Eduéation
(ABE), cufriculum to a notable degree. _Reéults from both
the c;%d sort procedure and the interviews indicate that

approximately 70% of the skills can be considered as being

taught in the existing curriculum.

Research Question 2.

o

The implications arising from any possibile incorporation of
the‘ABS mathematics skilis'into the ABE program would depend
upon the degree to which this incorporation was to take
place. ~ Given the present structure of the .Alberta
Vocational Centré, and thus the ABE program; there are
nuﬁerous reasons . for restricting a wholesale incorpo;ation

of ABS. In other words, it would be difficult to create a

curriculum.based"solely on the Adult Basic Skills. However,
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‘The instrucFors have indicated that some of.the ABS .skills
should not be included .in the ABE brogram. | This . view,
coupled with the conclusions under :Reseatch Question 1
(above) make ‘it feasible to inéorporate the mathematics
skills without alterlng the present program structure and

ph;losophles,

The instructors' statements concerning future"” needs for
resources and facilities in the event of - incorporation were

so varied that no conclusions could be drawn. Concerning

~

instructional activities, it is’ concluded thst although,

current instructional techniques would be effective, some' of

-the ABS mathematics skills might best\bebtaught'using rather

specialized techniques or surroundings.

.
3

Research Question 3. T , .

~

Any method chosen for incorpbrating the Adult Basic Skills -

'must include a method of individualizing instruction for the
student, as evidenced by‘instructors' comments on screening
tﬁe students, and the variation in student.needs, desirés,
abilifies and Eime,avéilability. Flexibihity is thus also
an important consideration in: curriculum development

involving the Adult Basic Skills.

Three possible methods for 1ncorporat1ng the ABS mathematlcs

skills have been suggested:

.
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1. Create a resource bank based. on the Adult Basic
W .
Skills, for use as needed by instructors.
' . 1 , .
- 2. Develop.enrichmeht modules' based on the Adult Basic

J .
Skills. Use the modules as learning activities for

\
selected students.
3. Créate an ABS-based course.
These options are listed 'in order of decreasing flexibility
of use. Use of these optiodns should allow incorporation of
the skills into the existing ABE program: to make any wider

an attempt at incorporation may entail a shift in the goals

of the ABE department -as a whole.

Research Question 4.

| The instructors are in favour -0of making .an éttempt to
include more ABS-type skills in the curriculum, and fhey are
in favour of using ABS as a basis for curriculum
»development.‘ However the degree of aééepténce of the
.addition of'any'new skills to the existing program is likely
to be a ﬁariabfé thing for botgvstaff and students. Thus

the methqd of addition of the skills, i.e. the packaging and

‘presentation of the activity, would have - to be- carefully

e
!

Y _ ' = '

"considered.

The instructors' comments on the Adult Basic Skills listing

as represented by the mathematics skills indicate a basic

- . acceptance of the listing, but with some suggestions for.

P
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change. ‘Although there was no suggestion that ABS was in
error in terms of "adults in Alberta", there was this
s&égestion with respect to ABE students. Instructors seem
to feel that there are certain specific skills and topics
which need not be included in a program for their Adult
Basic Education students. These feelings may give rise to
the desire for flexibility and also the need to know whether
the Adult Basic Skills will become mandatory portions/of the
ABE curfiCulum. | |
~
The instructors indicated a need for further refinement of
the ABS iisting in different ways. They noted the variation
in specificity of the skill statements' and the lack of:
standards of pe;formance attached to the skills as being two
deficiencies which make interprétation of the listing
'somewhat indefinite; There were also one or two skill
'sﬁgtements which 'they found difficult to understand. During
the card sort, the responses also indicated a possible.need
to rearrange some of the skills, specifically those skil}s
dealing with graphs. |

”

-In keeping with . their overall eq;husiasm for ABS-type
ski%ls, the instructors did suggest -some“specific activities
to make incorporation of the skills more feasible. In
__dition to Qanting to address the question of whether the-

skills would become a mandatory aspect of the . ABE

curriculum, they suggested that ABE staff should work with
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the ABS mathematics skillé to see which should be included
in the curriculum, and to find a suitable ‘method for
categorizing the skills and fitting them into the existing
three-level mathematics program. |

4

Recommendations -

The recommendations that arise from the conclusions reached
in this study are presented in this secéion in three groups;
first, recommendations for activity on the part of the
Alberta Vocational Centre; second, | ecommendations
pertaining to thé Adult Basic Skills listing; third,

recommendations for further research.

Recommendations for AVC

The following recommendations are made "with respect to the

Alberta Vocationél Centre.

1. The process of curriculum development with ABS as
the basis should continue.

2. The ABS mathematics ‘skills should be ihcorporatea

| into the ABE mathematics progfam at AVC Edmonton.

3. A skills resource bank, ..and enrichmént modules}
being the most flexible options .proposed, should be
developed« usihg the ABS mathematics” skills as a
'baSis.

4. Any curriculum developed using ABS should allow

individualized instruction for the students.
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5. decision should be reached to indicate whether the
Adult Basic Skills should become a mandatory aspect
of instruction, 'or whether they should be taught at

the discretion of the instrgctor.

Recommendations for ABS

The following recommendations are made with respect to the
Adult Basic Skills listing.

1. Performance standards should be designed for the
skilis, or at a minimum for those skills being used
as the basis for curriculum development.

2. The skills concerned with graphs should be moved to
“the "Mathematics" category‘of the listing.

3. Attention should be given. to the rephrasing of
sgéé?%if' skills mentionéd as being troublesome in

—the body of Qbis study.

\
1

v

Recommendations for Further Research
T ;
The following recommendations are made for further research.

1. The study reported in this thesis should be
: ! . .
replicated in/ other Alberta Vocational Centres.

This would prq@ide a wider data base for curriculum
/
development and would help validate the findings of

the present {study. "It 1is recommended that any

: S ‘ o

repeat of thé\present study be refined by including
S _

students as a'source of data. This would shift the

t

focus of the ‘study toward an assessment of the
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skills learned rather than those taught.

A study- should be undertaken to determine the
perceived i%portance of the various ABS mathematics
skills.,

Studigs similar to the present study should be
conducted using samples from Other parts of'the.ABS
listing, for example those skills pertaining' to
reading, for comparison to the corresponding ABE
programs in the AVC. These studies should be
conducted at wvar..ous AVC institutions. This
recommendation is made on the basis that other
instructors may have already been. attempting to
include "lifeskills" instructioq in their courses as
had the mathematics instructors at AVC Edmonton.

The present study made the ‘assumption that any
incorporation of the ABS Mathematics skills would
not cause any fundamental changes in the ABE program
structure, Howevef, the instructors' comments noted
that incorporation of ABS would foster and require a
hore ‘complete, and in their yords desirable,
co—operéti@n between the various ABE programs (such
as reading, science and mathematics). than. is
pre2éntly the case. Thus ig i; recommended that
studies be. made to ‘determine what co~-operation

between programs would result or be needed were the

ABE programs to become ABS based.
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ORIENTED SKILLS
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From ABS

11.

12,
13.

14.

15.

16.
17.
18.
19.

20.

- ABS MATHEMATICALLY ORIENTED SKILLS

"ﬁathematics“ Category | Y
Recognige numbers ) | |

Write numbers

Assign meaning to numbers and arithmetic symbols

!

Define arlthmetlc termlnology

'Apply basic arithmetic operations to solve problems

Understand common mathematical concepts

Calculate —-oportions using ratios, fractions,’
percent, decimals ,

Understand currency systems

Assign value to coins ahd bills

Make monetary' ¢hange

Calculate cost of goods e.g. food, services, credit

Differentiate between concepts of distance, area,
volume, weight

Calculate - problems involving distance, area,
volume, weight

Comprehend metric units of measurement

Convert otﬁér units of measure to méfric units
Tell time by standafd, digital, 24 hour clocks
Comprehend relationship of time/distance
Calculate time/distance problems

Operate simple calculators

Plan for future 1ncreased use of electromechanical

calculators
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. From ABS

21,

22.
23.
24.
25.
-26.
27.
28.
29.
30.

31.

C32.
27,
34.

35.
36.

37.
38.
39.
40.

'41.

42.

43,

135

Categories Other than "Mathematics"
Ménage finances for famiiy‘

Manage time effectively in personal life
Identify gfoSs income earned | |

Itemize deductions from income

Calculate income averaging where appropriate

Determine costs for shelter
Establish costs for shelter

Estimate utilities costs

i
44

Estimate food@cpsts
Establish clothing expenses

Identify required working expenses (expenses
connected with employment)

Establish payments to maintain insurangg cbverage
Determine incoﬁe available for leisure activity'
Determine income needed for saving and investment
. |

Pay bills by éheque or cash |
Complete bank deposit forms and bank withdrawal
forms :

\ A

Understand cash transactions

Reconcile bank statements

:Maintain -bank record of transactions

Know (bank) interest rates and payment dates

Be familiar with costs of savings and investment

services

Predict ability to make payments on purchased goods
N . : ' ‘ . )
Calculate final ©price of gqoods and services:
including credit costs



44 .
45.

46 .

a7.

48.

49.

50.
51.
52.

53.
54.
55.

56.

57.

58.

59.
- 60.

61.

62.

63.
64.

65.
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Understand how interest rates inflate costs
Compare prices of goods and'services

Meet financial committments for mortgage or rent
Compare costs of various modésvof transportation
Analyze budget for transportétion~

+
Develop awareness of present/future economic
conditions g

Anticipate cost of maintaining 1ife style
Shop cbmparatively for insurance coverage
Determine affordability of leisure time activities

Ascertain ' time available for leisure time
activities .

1

Consider costs associated with (moving to) each

(new) location

' Be aware of purpose of graphs, pictofial and

symbolic information

Identify types of graphs’

Knéw appropriate symbols of graphs
Recognizé systems andesymbols of graphs
Read wbrd and number legends )
Read scales .

Extract relevant information from . graphs,
pictorials and symbolic information :

Read and understand A date stamps etc. when
purchasing food : :

¢
Adhere to work time schedules
Clarify economic needs of job

Decide if economic needs are met



66.

67.

68.
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Shop for food/groceries/ as a wise -and informed
customer

Interpret and follow recipes

File tax returns at time required
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alberta
vocational
centre

—

cdmonton

10215 - 108 STREET
EDMONTON, ALBERTA "
T54 1L6

April 5, 1983

Mr. Ted Brooks,

Dept. of Industrial and
Vocational Education,

Rm. 633 Education Bldg. Scuth,
Faculty of Education,
University of Alberta,
Edmonton’, Alberta.

T6G 2GS

Dear Mr. Brooks:

QFFICE OF
the PRESIDENT
Telephone: {403) 427-5444

In reference to your letter of March 23, 1983, we are pleased that you have -chosen
our Institution to conduct your study. Please be assured that you have our full
support and we will endeavour to assist you as much as possible.

We trust that your involvement with the ABE Math Program will meet with your expec-

tations.

~ Yours truly,

prtidee Potoes
Michael B. Andrews, Ph.D.
Fresident
MBA*ks
cc. M. Needham

T. Powell
M. Lindman
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Dept. of Industrial and
Vocational Education,

Rm. €33 Education South,

Faculty of Education,

University of Alherta,

Edmonton,

Alberta T6G 2G5.

March 23, 1983

Dr. M. Andrews,
President,
Alberta Vocational Centre,
10215 - 108 Street,
Edmonton,

Alberta T5J 1L6

Dear Dr. Andrews:

Approximately one year ago, I met with you in your office to request
permission to collect data for a master's thesis. The thesis centered
around the CAP chart produced for the ABE Steering Committee by Art
Deane and myself. At that time vou expressed approval to conduct the
study and asked that I write to you when I was about the conduct the
study. - . e

However, subsegquent to that meeting, I came to the same conclusion as
‘the Steering Committee; that the competency statements were not yet
specific enough to work with. Since that time of course, the competencies
have been greatly expanded and the resulting skills are much more
specific. : .

I am now preparing to proceed with an adartion of mv original study
design, still aimed at a master's thesis. My :study will be delimited
to a camparison between the Math and Math-rela-ed skills that have
"been identified and the Math skills as pPrezent’y taught in the ABE
program at your institution. The aim iz t» r«.ine the new skills
package and allow more direct input and fccatsack from the ABE Math
instructors. Only those instructors will be involved. This involvement
will be as brief as possible and is planned to occur in approximately
two to three weeks. ‘

I have spoken to Madeline Meedham, who is hoth Chairman of the Steer-
ing Committee and in charge of the ABE Math program, about my proposal
and she has been enthusiastic. ' L
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Page 2

I would like‘’to request permission from you to proceed. If I can
supply you with any more information, please contact me through the o
Department of Industrial and Vocational Education at 432-3678.

Thank you for your help.

Your;s, truly,

o 8, |

Ted Brooks

cc: Madeline heedham, AVC "~
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Dear—ABE"athematics Instructor:

The - Adult Basic Eduqation Steeriég Committee' has
commissioned the development of a lisﬁing of Adult Basic
Skills. Mathematics has been identified as one of the
impértant "Cor=" areas éohtaining skills that underlie and
permeate other adult skill areas such as managing a home,
etc; We are interested in exploring the completeness of the
Mathematics area, and we would like to obtain some feedback

from you on .this topic.

The primary purpose. of this stddy is to compare the
Mathematics oriented Adult Basic Skills with the skills you
are presehtly teaching in ABE Mathematics courses. There
are two sections involved: |

1. A section to ask which of the'AduiF Basic Skills you

are teaching and to what exteht you teach them.

2. A section (an fnte%view) to ask for ,your. ideas
, concerningv ir‘nplementation or ’future dir‘ions for

the = Adult Basic™ Skills and any concerns or

suggestions you may have.
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SECTION 1 .

This section has been designed to find out which of th

1

Mathematics oriented Aadult Basic Skills (ABS) vyou ére
teaching in the ABE Mathematics program, and the manner and
extent to which you are teaching them. The section is split
into four parts. Each part invoives the sorting of cards-
into various categofies. At the end of each part, we yould
like to discués with’yoq your observations about what you

oo : \ .
have' just done. Please note that the frame of reference is

the ABE Mathematics program as ‘a whole and not just one

specific course. In sorting cards, please place the cards
into the category which is closest to the situation you

believe to be true,

Part I
Each of the accompanying cards has one of the ABS skills
written on _it. Thé object is “to sort the- cards into 2
groups‘whicﬁ relate :o the way in which you understand the
skills. You may feel that some-skills'cohtain, ésséntially,
only a Mathematics component. You may also feel éhat some
of the skills contain both aﬂMathematics component énd a
nonFMatheﬁatics component. Please sort the cardg into 2
piles:
| A) Skills which chtaiﬁ, essentialiy, only Mathematics
B) Skills which contain both a Mathematics. and a

non-Mathematics component

Groups A and B will be treated separately in Parts IT, III
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Part IT

This part deals with Group A skills.

-Please indicate to what.extent you teach each skill (if at
~all). A skill taught to the fullest extent would mean‘that
you feel that you cover the Sklll in your teachlng such that
all subcomponents Oor subskills inherent in that skill are
taught Sort the cards in Group A accordingbto whether you
teach the skill:

A1) Fully

A2) Somewhat

©A3) Very little

A4) Not at all

Please now place the cards from each of the four groups into
the corresponding envelopes for Group A (Envelopés Al, A2,

A3; A4), and place the ehvelopes aside.
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Part III
Tﬁis part deals with Group B skills.

\

f )

Before dealing with the extent to which you teach Group B
skills, we are interested in the manner in which you teach
them. Two general situations are included. It is possible,
first, that you may teach both aépects of the skill, giving
attention to both the Mathematics and the Non-Mathematics
aspects.  Second, it is: possible that you use the skill
primarily“ as  a general setting inl which "to teach the
Mathematics aspect, -and that you place little emphasis on
the ,hon—Mathematics aspect. In this  case, the
nén—Mathematics aspect ;imply presents a useful environment
in which to teach the inherent Mathématics.

&y

With these considerations in mind, please sort the Group B

RS

cards into three groups according to whether:
K'B1) You teach both Mathematics and non-Mathematics

aspects 'of the skill.
R .

B2) The skill is used as a deneral setting in

emphasising only the Mathematics aspect.

B3) You do not teach thg skill at all.

Now pﬂace the cards which describe the 'skills you do not

{

teach at all into envelope B3 and set it aside.
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Part 1V

Please sort each of Groups B1 and B2 into three groups

according to the extent to which you teach the skills.

B vou cover the skill in your teaching 4uch that

ts or gubskills inherent 1in thét skill are
al of §ix groups will result:

”7§5u teadn the skill ....... Fully - ~
B&.2)p&§bu'teéch the skill ....... Somewhat

Bi.3) You teach the skill ces.... Very little

I'd

B2.1) You use the skill as a general

B2.2) You use the skill as a geheral
setting ....:i...... c et e . Somewhg?
B2.3) Yoy use the skill as.a general

' setting ............ . 00... Very little

Once these ¢ards are sorted, please place them into the

corresponding envelopes.
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Interview Questions

/

j. Do you feel that there is a difference between the skills you
have just been sorting and what you are presently teaching in
v . '
the Math curriculum at AVC Edmonton?

If so, what are the differences?

2. The objective of the ABS listing is to define the skills required
for an adult to function in Alberta society. /

In this context, do you feel that the.Math requiremenfs are

adequately represented?\ .il _ oy

If not, what changes should there be?

Does the ABE Math curricu]u% contain these changes?

3. If the Mathematics oriented Adult Basic Skills are to be included
.in the AVC curriculum, what changes do you feel would be required

in the AVC Math curriculum in terms of:

-structure : -instruction activities
-resources ~-use of available time
-facilities -any other changes

4

4. Do you feel that the ABS listing should be used as a basis for the

curriculum development process? Please support your comments.

¥

BN
CRER

\

5. Do you have any overall suggestions for the ongoing curriculum

renewal/development process?

6. Do you have any other comments?
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APPEMNDIX E

»
‘. RESULTS OF CARD SORT
. Skill No. [nstructor, ;
1 .2 3 4 5%6 7
I AL Al Al Al Al AL Al
2 AL AL AL AL Al AL AL
3 AL AL AL AL Al Al AL
4 B21 Al A2 B2l Al Al A2
5 Al Al B22 B21 A2 Al AL
6 AL 31 A2 AL A2 AL Al
7 Do A2 Al A3 A2 AL
8 33 BIX 33 Al B22 B3 A3
9 A1 AT A2 B11 A2 Agt:Al

10 Al B1l A2 BIl A2 A2 Al
11 AL BIL B22 B23 A2 A2 ‘Al
12 A4 A2 B2 A2 A3 A2 A2
13 a4 B12B23 B22 A3 A2 A2 L
14 A3 A2 BIl A2 A2 A2 ﬁL
1S a3 A2 AL A3 A2 2 a2

16 A3 B12 A3 B2L A% A3

17 A2 A3 B23 A3 AL
18 A2 B12 B224$22 A2 A Al
19 a2 A2;7A1. A2“Az A2 B11
20 B3 B3 'ﬁ3-7313 A2 B3 B3

a1 _,:Aib B23 B3 "B3 B22 BlZIBZLL;
22 . B3 B3 B3 33 _p3 Bzggfﬁv

23 A2 BI1.B22 BIl A2. A3 CBIL
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.".‘4,1_' o

Skill MoN
| L

24
25
26
27
28

29

30 ¢

31
32

33

34

35

36

37
38

" 39

42

43

44

45

46

% g0,

41

Ab
B3
A2
A3
Al
AL
A3
A3
A2
A2
B3

Al

B3
B3
AL
B3
A2

A2

APPENDIX E

B11

B3

‘BI1l

B3

B1l2,

B3
r3
B3
B3
B3

B3

- Bll

4813

713
B3

B3
B13
B11
B11

B11

B3.

(con't)

Instruc-or

3 .

4

5 .

B22 B3 A2

,

B3

B22
B3
B3
B22
B3

B3

B3

33
B3

B23

‘B23

B23

B22
B3
B3
B22
B22
B22

B3

A

‘B3

B22

B22

[O~] =
"o (8%}
[SCREE G ]

=
%]
o

B3
B3
B3
B12
B12
B3
B3

B3

B3

B23

B3

B3

33

B3
R3
B3

B3

B23
A2
A2

A2,

B23

\

A3

B23
A3
Ell

B11l I

BEll

B11

~Bl2

B12

B1l1l

B12

‘B12

B12

B23

B22

B22

B12
312
B11
B21
B22
Al

Bll

Bll

'B22
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“s

47
48
49
50

51

A
ro

53

54

55

56

57
58
59
60
61

62

63 -

64
65
66
T 67

68

APPENDIY T

(con't.)

A3

B3

B3
3
B3
A4
B3
B3
B3
B3
B3

Al

Ab

B3
B3~

B3

B3

B3

B22
B3

B3

B12
B12
B12

B12

B12

B13

B3
B3
B3

B12

.B12

Bl2

Instructor
3 4 5 6

- B3 B22 B23 B22

B3 B3 B23 Bl2
B3 B2 B3 B2é
B3 B22 B3 B3
B3 E3 B3 D3
B3 B3 B3 B3
B3 B3 B3 B3
B3 B3 B3 B3
B12 B21 A2 A3
B12 Al A2. A3
B12 Al. A2 A3

B2 AL A2 A2
]

SN

B12 Al A2 Al ;
B12 B3 A2 YA2

312 B22 A2  BIl
B3. B3 B3 BIl
B3 B22 B12 B22

B3 B3 B3 B22

‘B3 B3 B3 B22

B23 B12 B22 B1l
B3 B23 B23 B12

B13 B3 B23 Bl2°

B22

823

B22

B1l

B22
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s

154



Eh

APPENDIX F

SKILLS RATED '"'NOT AT ALL"

Pated by 1 Instructor Only

Skill No.

12. Differentiate between concepts of distance,area
volume, weight

13. .Calculate préé%g%aﬁ%ﬁvolVing distance, area,
volume, weight
27. Establish costs for shelter ‘#.
29. Estimate fooa costs S
36. Complete bank deposit forms and bank with&%awl forms
- 37. Undersﬁand cash fransactions (
39. ﬁaintain bank regord of transactions
441 Understand how interest raﬁes inflate costs
47; Compare costs of various hodes of transportation
55. Be aware of purpose of graphs,-pictorial and ay%%olic
information

56. Identify types of graphs

57. ¥now appropriate symbdls for graphs.

58. Recognize systems and symbols of graphs

6l: = Extract relevant informatlon from graphs, plctorlals
and symbolic information

. ,""". .

LY

Ratedib lnatructors

‘I',','L e

B )
24. Itemlze deddctions from income

25. CalCUJﬁSﬁ ‘income averaging where appropriate
- 38. Reconcile bank statementav

. o
48, Analyze budget for transnortation

155
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APFFNDIY. F

(con't.)

Rated by 2 Instructors (con't.)

60. Read scales
67. Interpret and follow recipes :
68. File tax returns at time reqpired
Rated by 3 Instructors o .
_8. Understand currency systems
21. - Manage finances for family
30. Establish clothing expenses
31. Identlfy requlred WOy king expenses

\(cxpenses connected, éth emp loyment)

40. Know'(bank) interesg%fates and payment dateSa;

‘41. Be famlllar with costs of savings. and anestment services

.42. Predlct ability to pake payments on purchased goods
:”‘46. Meet flnanCIal commiftments for mortgage or rent

63, Adhere to.work time schedules

Rated by 4 Instructors

.

28. Estimate utilities costs
50. Anticipate cost of maintaining life style
62. Read and understand date stamps -etc. when purchasing food

o
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APPFNDIX F 3
(con't.)
Rated by 5 Instructors
20. Plan for future increased use of electromechanlcal
; calculators - : '
J 32.  ‘Establish paymenﬁs to maintain insurance coverage
33. Determine incgﬁe availablé for leisure activity
‘32. Determine income needed neededifor saving and investment
49. Develop-awayenesé of_present/futufe eqonomic conditions
51. . Shop.qombaratively for insurance coverage
64. i_Cl5rifj\;@pnbmig‘ﬁgéaé of job .
) "”'ji . i
) ’ J G ’
Rated by 6 Instructors '
22, Manaée time effectivgly in personal life
25, © Calculate iﬂcome averaging where abﬁropriate
52. Determiﬁe afford;bility of leisQre timé activities
54. Consider costs assoc1ated with (mov1ng to) each
(new) location -
65. Dgcideiif economic needs are met : . " /
eI

Rated by 7 Instructors
) .

53. . Ascertain timeqavailable for leisure time activities



APPENDIX G

SKILLS PLACED IN CATEGORY "B"

("SKILL USED AS A GENERAL SETTING")
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APPENDIX G

SKILLS PLACED IN CATEGORY "B2"

(""SKILL USED AS A CENERAL SETTING'™)

Skills Placed in Category "B2" by 1 Instructor

Skill No. o | o o

8. Understand currency systems

12. Differentiate between concepts of distance, area,
volume, weight ‘

16. Tell time by standard, digital, 24 hout clocks

17.  Comprehend relationship of time/distance

22. Manage time effectively in personal life,

23. Ide;tify gross income earned

25. Calculate inceme averaging where appropriate/

28. EstimateAutilities costs

3?. .Establish payments to maintain.insurance coverage

;33. Determine income available for leisure activity ﬁzg

37. Understand cash transaceions '

40. Kno@ (bank) interest rates and paymeﬁt.dates_

44, .Underetand how interest rates infiate cests

52. Determine affordability of leisure time activities

54, Consider.costs .associated w1tﬁ (moving te) each (new)
location . ;

55. Be aware of purpose of graphs, pictorial and symbollc
‘information .

61. Extract relevant information from ' grapbs, pictorials
and symbolic information _ , e

62. Read énd understand-date stamps etc. waeﬁ purcﬁasiag food

65. Decide if economic needs are met.‘ .
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APPENDIX G

(con't.)

Skills Placed inCategory "B2" by 2 Instructors

Skill No.

4,

11.

13.

18.

29.
30.

31,

34.
35.
39.
41.
42.

43.

" volume, weight

Define arithmetic terminology
Apply basic arithemtic operations to solve problems
Calculate cost of goods e.g. food, services, credit

Calculate problems involving distance, area,

‘Calculate time/distance problems

Itemize deductions from income

Estimate food 'costs 2

e

Espablish clothing expensés

Identify required working expenses (expenses connected
with employment)

Determine income needed for savidg and.investment

Pay %3?&5 by cheque or cash

Maintain bank record of transactions

Be famili. . with costs of savings and investmeﬁt serviéés‘
Predict ability to make payments on ﬁuréhased goods‘

Calculate final price of goods and services including
credit costs
2

Compare prices of goods and services

Meet financial committments for mortgage or rent

Develop. awareness of present/future économic conditions
, s . ;

Shop comparitively for insurance coverage
Clarify economic needs—ofuﬁob B
=1 hS )

. i3
Interpret. and follow recipes

. File tax returns at time required
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APPENDIX G
(con't.)

Skills Placed in Category "B2" by 3 Instructors

Skill No.
21. Manage fiﬁances.for famiiy
26. Determine net income
36. Complete bank deposit forms and bank wi;hdrawl fprms
47, Compare costs of various modes of transportation

48. Analyze budget for tr- s, rtation

50. Anticipate cost of maintuining lifestyle-

‘Q& e

f63. Adhere to work time schedules

»

Skills Placed injCategory "B2" by 4 Instructors

Skill No. s

27. Establishvcosts for shelter

-

66. Shop 'for food/groceries as a wise and informed
consumer . C



