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Ry orercre descrites a Lurprehensive Carcer Guidarce Syste~ (C(CGS) for
Ceosramn W€ e tiotdualized education where comtulter Tunpo t facilities are
svatlanie.  Tre 0G5S e=:rlogs a systermatic aporcach te develon and to eval-
Late suldance-ariented cbectives and related iastructional anc counseliing
crreryer e for o couth,  The itomate afm ds a cvrivrehersive data bank of
tara,to 4t otectives, each reyed to a varfety of aprropriate instrycticnal,
counne, . ~;, and evaluational ~ate:fals and procedures available for student,
sarert, counselor, and teacher use. ¥With such 2 »ani, quidarce tersonnel
cwagld e netter adle to individualize guidance services and, hopefully,
nelr education in general adjust to the separate needs of each student. It
1< predicted that during the 1370°s, as public and private schools nove more
and more ir the dire.t on of individualized rducaticr, qreater ernpha. is will
kave 1o be olaced upon individualizing youth developrent and career {t.e.,
Trfe) plarning assistarce.

“he cvstematts ajrnrcach used in the developrent and evaluation of
@ teclives-t ased (rocrars in the CCGS tnvolved five types of activities:

1. ldentification of youth deselopment needs; translation of thuse

~-——

into behavioral objectives which state desired youth outcome: .

‘lassificatic= cf abjectives by corronalitiesw cnd pricrities
Which serve as g.idelines for the desion of quidance and coun-
selyng rrograms.

3

(€]

Specification of all possible alternative <trategies which couid
Be used 1n individualized 1nstructional and counseling programs
and bring abc .t <tudent attainrent of previously specifired
oblectives; selection of strategies which seem must appropriate
for groups of related objectives and groups of youth who have
s1=ilar Yearming characteristics,

4, lesign, siheduling, and Implementation of selecred strategies by
Groanizing instructional and courselin; raterials and procedures
tnto 1ndividualized leaming unils,

£, tvaluation of the efficiency and effectiveness of such units in
helping students achieve the desired terminal outcomes specified
In each anit's behavioral objectives, corrective feeddack t0o make
rodi firations 1n products and procedures developed and uied in
previous activities,

n regard to the first two activities just outlined, one method for
grouping youlh needs and abjectives 1. by areat of a person‘s life (1.e.,
total career). Preliminary investigation ied to the identification of the
fciloming s11 .ontent arcas of youlh needs:

voca®ional. Behaviors related to exploring and making gecisions
conceming both opportunities in the world of wor'
and per<onal characteristics related to -uch oppor-

tuntties. .

J



iducational., Hehaviors required for exploring, making decisions
concerming, and pursuing the anount and kind of
rducation and training one wants during school and
throughout the rest cf life.

Personal-Scciel. Intrapersonal comp:tencies needed to function effec-
tive'y as an independent person gnd interpersonal
behaviors needed in small group situations, including
two-persor. velationsnips. Sehaviors applicable to
various settings including home and classroor,

Acade~ic-Learmning. Behaviors involved ir handling varied learning tasks
more effectively ard cfficiently. learning how to
learn in varied settings, not just in the formal
classrooc.

“itizenship. Behaviors differentiated from those in the cscctal
behavior area because they are appropriate to
secondary (e.qg., government) rather than primary
(e.qg., familyf social groups and systems.

Leisure. Behaviors connected with the exploration and utiliza-
tion of leisure, cultural, and recreational pursuits.

Another methud tor classifying youth needs and ot jectives is on the basis of
their comrmon aims and purposes which cut across each of the preceding six
content area:. "he 12 components on the next page are believed tc include

211 guidance and counseling functions related to youth nredc. As indicated
there, the 12 components are classified into two parts: direct interventions,
leaming activities employed directly with youth; and indirect 1nterventions
impl »mented around youth on their behalf. Tg diate, tne major focus of the
CCGS has been on direct interventions.

The third activity in the tystematic approaci to the development and
evaluation of (CGS prograre inwlve, the exploration and selection of suitable
learming expcriences for youth and their parentis. for the direct intervention
CCGS comporents, the ultimate desirea outcome of this activity is an exhaus-
tive catalog of empirically validated ii1str.ctional and counceling strategies
cross-indexed with: (a) type of south neea and problem (i.e., a need for which
a youth desires assistance{; {(nj youth chasracteristics which have been demon-
<trated to be associated with the «ftectiveness of a strategy; {c) situational
conaitions under which an effective strateqgy is employed; and (d) character-
istics of the indivigual(s) administering a strateqy. Because of the varied
and ever changing nature of youth characteristics and needs, it is acknowledged
that the variety of strategies investigated for possible incorporetion into
this catalog will have to extend well beyond that considered ‘n this document.
In addition, continued advances must be made in the specification and improve-
ment of decision rules for the selection of strategies from this catalog.

Individualized learming units have been designed to present learning
oppor? mities to youth and their parents through selected instructional and
counse!ing strategics (the fourth activity in the design and evaluation of a
CCGS). fach unit contains: statements of measurable objectives expressed in
terms of desired youth outcomes; suggestion: of materials and resources each

6
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youth might use and procedures he might follow in order to achieve each objec-
tive; and references tn an evaluation procedure or instrument which will help
each youth determine whether or not he has met each objective. Units, such as
those illustrated throughout this document, have the advantage that they can
be used either in separate guidance classes, individual counseling sessions,
group counseling or guidance experiences, or can be integrated with other
instructional materials and procedures in the corventional curriculum areas.
In order to organize units into programs for each CCGS direct intervention
component, a central theme of "each student as a problem solver" has been
employed. That is, each program attempts to help youth apply problem-solving
skills to formulate and to pursue personal goals and plans in each of the six
areas of behaviors. The following diagram briefly illustrates the personal
problem-solving skills around which all CCGS instructional-counseling (1.e.,
direct intervention) experiences have been organized. Each skill outlined

has been defined in terms of more detailed student behaviors described in

this report.

SUMMARY OF PERSONAL PROBLEM-SOLVING SKilLLS

Planning Emphasis: Perceiving and defining problem
Gathering and evaluating information
Decision Making Emphasis: Considering multiple alternatives and their
related consequences
Selecting alternate solutions and plans

Implementing/Managing Emphasis: Implementing plans
Analyzing product/process

The fifth activity in the systematic design and improvement of CCGS compo-
nents involves evaluation, feedback, and correction tasks leading to the valida-
tion of successful strategies, improvement of partially successful strategies,
and development of more appropriate ones. This activity necessitates the devel-
opment of tests and performance standards for measuring youth attainment of
objectives (i.e., anticipated learning effects). To assist in the evaluation
of CCGS direct intervention program outcomes, two major types of instruments
have been used: (1) guidance proficiency tests (i.e., end-of-unit tests focusing
on knowledge, attitudinal, and overt behavioral outcomes) and (2) guidance survey
tests assessing achievement and attitudes across three or four units or across
complete programs. Attempts also have been made to employ experimentally
controlled studies to evaluate the effects of CCGS programs, assessments of
youth, parent, and school personnel reactions to guidance units, and informal
studies of programs' unanticipated side ef fects.

Concepts and assumptions briefly summarized in this overview are discussed
in more detail in the first three chapters of this document. The next seven
chapters describe development and evaluation progress which has beep made in
the seven components involving direct interventions with students and parents.
These are the components which have received almost all of the attention during

b
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this project. At the end of each of thesz chapters is a list of available
materials and programs related to the component of youth needs discussed in
the chapter. Thz final chapter outlines the nature and possible content of
the last five CCGS components involving indirect irterventions. Emphasized
there are futur: research and development activities which should be initiated.
Brief summaries of the content of all chapters are contained on the next three

pages. Those readers who prefer a more detailed table of contents are referred
to Attachument A.
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SUMMARY OF CONTENTS

CmarTER 1 Alternative Foundations for Page 1
Guidance Systems and Programs

serers’ and four specific approaches for the design of guidance programs are
{. e*', sresented., fach description is accompanied by a .ommentary which intro-
s..et cemcept: basic to the rationale and assumptions of the guidance system and
;vcoramm €ltcussed in subsequent chapters. The nature of the educational context
© e , w~@v'ayalized education) for which this guidance system is designed is

PO A LY -

CHarite 2 Rationale Basic to a Page 11
Computer-Supported
Comprehensive Career System for
Individualized Guidance and Counseling

“sc ratiarale underlying the guidance system is expiained further. Given special
atleat'on 15 the importance of accurate and comprehensive assessment of youth
s.teance-related needs, clear delineation of behavioral outcomes and objectives
rerived from these assessment data, and individualization of instructional and
_owseling strategies and programs to guide youth development. Six of the
s::unpttons fundamenta®l to this approach to individualizing guidance and coun-
:et103 e tivities are stated and discussed.

CHAPTER ] Derivation of a Comprehensive Page 21
‘sreer Guidance System

eicrived nere are the five activities which constitute this guidance system's

.ystenatic appriach to the development, implementation, and evaluation of youth-

stiented programs. These activities were briefly introduced in the preceding
‘ oecrview section. The chapter concludes with a glossary defining key terms

1@aentified throughout Chapters 2 and 3.
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CHAPTER 4 Component No. 1--Orientation-In  Page 50

Orientation can be the key to success for any educational innovation. In order
for youth to function effectively in a CCGS, their various orientation qeeds
must be satisfied. This chapter discusses orientation to: (1) the entire
system, (2) specific CCGS programs, and (3) the educational setting within
which the system and its programs operate.

cHaPTER 5 - Compomnent No. 2-- Page 63
Personal Assessment

yarious ways are described for assisting individuals in collecting and organizing
information on their personal characteristics which can affect their selection of
goal opportunities. Consideration is given to five types of personal character-

jstics: developed abilities, interests, values, physical attributes, and personal
and social behaviors.

CHAPTER 6 Component No. 3-- Page 79
Personal Choice Opportunities

Youth attempting to make career (i.e., 1ife) decisions wisely not only need accu-
rate, reiiable, and relevant information on their personal characteristics. They
also need information on the career optians available. This chapter focuses on
the role that information about the requirements for, and the probable conse-

quences of seiecting, a wide variety of personal choice opportunities plays in
the CCGS.

CHAPTER 7 Component No. 4-- Page 99

Assisting Students to Resolve
Personal Problems More Wisely

Adequate and appropriate information both about themselves and opportunities in
the environment is not the only necessary requirement for youth attempting to
make career decisions wisely. Youth also need to learn and to practice skills
for using such information in solving problems they confront. This chapter
reviews previous research and development efforts aimed at operationally.
defining personal problem-soiving skills (i.e., planning, decision making, and
implementing-managing) and assisting youth who have problem-solving needs. An
experimental investigation of training strategies for one problem-sclving skill
Q area is reviewed as is the current statflo'f a personal problem-solving training

]ERJﬁj program.
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CHAPTER 8 Component No. 5--Formulating Page 127

and Pursuing Personal Goals

A primarv aim of the CCGS is to help each youth plan wisely for the future by
encouraging him to consider the rzalistic probabilities of actually achieving

a variety of potential goals, to select those goals which he has a 1ikely chance
of reaching and which probably will afford him satisfying consequences, and to
pursue his goals with sufficient flexibility to take advantage of new opportuni-
ties and changing circumstances. Approaches to helping youth set and progress
toward their career goals are presented in this chapter.

CHAPTER 9 Component No. 6--Within-School Page 147
Prescribed Learning Experiences

This component of the CCGS addresses itself to problems which are experienced
by only some of the students. The strategies which are developed to remediate
these difficulties are implemented on an individual or smail group basic as the
personal problems arise. The special attention which has been devoted to
academic-learning, educational, vocational, and personal-social problems is
reviéewed in this chapter. ‘

ER 10 Componeni No. 7--Orientation-Out  pqge 181

The attention of this component is directed away from students' within-school
prescriptive needs, which are emphasized in the preceding component, and toward
the specific preparation needed by youth who leave some part of a2 school setting
or educational system or program. This chapter concentrates on the needs of
youth who are terminating their involvement in one or more of these areas and

who have no assurance that orientation-in experiences will be available for the
alternatives which they will pursue next.

CHAPTER 11 Component Nos. 8 - 11--Indirect

Page 195
Interventions

Summarized in this chapter are the remaining five CCGS components involving
implementation of human and technological resources to assess environmental
conditions and introduce changes around youth. Such changes must be imple-
mented on behalf of youth in order to assist them to protect and develop
their potentialities. Whereas the seven previously discussed components are
based on youth-oriented needs, these indirect interventions are founded on
system-oriented needs which must be directly related to youth needs statements.
D 4
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when cutbacks are ~ace. and wnen the appropriation ¢f ~orey on the tasis of
qccuriented progran effectiveness in meeting specifrc gbrectives are discussed.
I[f these criticis~s are going to be objeclively cunsidered 1n an atterit to
“uprove guidance progrars, il now becomes necessary, rwre trarn ever betore,

to explore alternative foundations upon which gGuidarce prograns have beefr ard
cann be designed and plemented.

lhwuation, whether as a yradually developine ‘eeling or a fiasn of Ynsagnt,
135 been one basis Tor many guidance decisicas. The cust of learnimg that
intuition is fallible cften runs hion,  Sirlariy, trial and e ror as o “Wlus
operandi can be both costly ans 1nefficient. Though guigance is a youthiul
movement, tradition--a %inrd alternative--has haat a highly sigrificant 1o pact
on guidance progrims. As Zaccaria (1969) points cut

. . traditiun cdn be one o1 tne most reasoning bascs for
the worhk of the counselcr. There 15 cufort and security
inouuing wnat has been done for a long period of time.
{Traditionsl . . . rust be correct, for they have been done
30 many times, by so many people, tor such 4 long period of
time (p. 4).

However, tradition can contain both the accumulated wisdom and fallaries of
the ages. Closely associated with tradition as a foundation fcr guidence
programs is the appeal to authority. Authority is perhaps more difficult to
evaluate than are the three bases just noted since this approdach can assSume
considerable respectability and the power oV academic scphistry, while not
being challenged to present scientifically respectable support.

Undoubtedly recagnizing the limitations involved in trusting upon intuition,
trials and errors, tradition or humanistic and scientific authorities as lne
sole bases for planning guidance systems, Lloyd-Jones (1954) and weenn (1959)
expressed the need for formulating a ;nilosophy or theory of quidance. The
reconmended method for accomplishing tiis was to match up concepts found in
guidance practice with those of a philosophical school of thought. However,
seck (1963) asserted that such combinations wouli be made predoninantly with
semantic data, that is spuoken and written concepis, which while appearing to te
similar might well be quite divergent in nieaning and implications when more
thoroughly examined. The alternative approach he offered for studyiny the
relatiorships of guidance and philosophy involved clarification and specification
of the presuppositions or assumptions ¢f a particular guidance approach and a
similar examination of the presuppositions of schools of philosophical thought
in order to obtain a "best fit" relationsnip. A primdary problem with Beck's
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I this approact the les.rer 1% the fredomingnt gaidanice wireer. Tte riime
of counselors and other s cula’ised pertonfiel are ~:nizized, and the (urriogl.r
serves 43 the vehicle for accoerpitehing the ch'ectives ¢f guldamce. GLoheral
guidance 15 praovided all crildarer as they move through the clatsroar eaperience
and 11 13 assumed that this will he sufficient nelp for rost of ther. Those
who have spcc1al problems are singled oul for d1agnusts and treat=wen? Ly
speciglized personnel, usually froe Culstde the school.

Mhile this eephasis upch the corsmonal ity of goals and CblecUives of
education and guicance 15 i1rdeed desiradble, as 1 the atterpl te Integrate
Quidance directiy into the ongoing process of education, several limitations
are spparent in this approach. Alihough 1t is true thal the teacher has rtore
contact with the student, amournt of contact amd Quality of 5. idarce provided
might be unrelated or even negatively correlated, therefsre suggesting that the
desirability of placing guidance functions 1n his hands should be ‘nvestigated.
Secondly, it is unfortunate that the assumption is made that most young peuple
will develop adequately with minimal assistance and only the few deviants w.ll
need special attention.

Guidance: Perparing Studer s for Their Educati.nal-vVocational Futures

The vocational approach to guidance is a more apt ters for this Category
since most advocates of this approach assume that the central purpose of educa-
tion is to prepare youth for work. C(hoosing an appropriate occupation is Ine
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Sala . sebpurt Ure detinmilicn of a perscral pretie and o evaluatle lhe
tetedlalich ¢f that crolior. nowever, lhe guals of ramalizlicns are al li e
33 vaguc as are the (sychumelric profiles Lvsed to describe the ind 1\ 1dual
1tveived. 1n adcdilior. this approach has been (riticized becsuse 11 often
dies ol (unhcentrate ob hel, ing the Individual become a self-sufficrent proedler
selver ar seers "o antictipale that the stoudenl wilil Lé Lack for trealrent
whet, anotter d17ficultly artses which he cannct handle.  In tRYs approsct.,
srotles trevenlion Jdoes nel seer 1o recelve the atlention which many peruatiy
believ: 3% shosld be acCorded.

This gu:dance approach raximizes the roles of various specialized personnel
more than dces any other. here a Jdiviston of laror based on differential
training ane funclioning 15 atteémpled tn 1 setling in which the various services
correspond to aspects of the studert’s development and stress the nalijef
tal since the student has many ditferer! necul, edach cluster ot neads deramds
specialized assistance such as: a) individual assessment, b) informnation
provistior, ¢) counseling, and d) r:searcn and evaluation. Under the rost
recent cencepts of pupil personnel services, such areas 4s pupil accounting
and attewance, special education, and heaith services have been added to this
l1ist. The team of specialists responding to the diverse ciusters of students’
needs m.ght include not only courselors, but school psychoiogists, school sucial
workere, psycrometrists, attendawe officers, and the like.
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art Clear’, re'ated compirents, 1n the rresent for— 't can create coordination,

CaTwnicatton and s spervision probltems. The assu~rtion that the many different
errds cf wrectaiist, really fessre, or are hle, t~ funm-%ion tn close cooperaticon
Tloneree Lludents —a, e ,emarranrted.

setdame. A Seveloprerial Process

The (oncepts Cf humar priobles preventior, longitudinal growth processes,
ane trhe release of the Semar potenttalities are hallmarks of the desclopmental
JulGance apgroach. It purports te depart from the so-celied crisis orientation x
of sume of the guidance categories Jus® discussed, and aims at giving assistance
to 11) studentls Beginning at a very young age (perhaps even prior school
crtrance) and ccntinuin; tnroughoutl the years of formal scnooling. -esearch
onh ~.ne ea: iy 1dentification of potential problems in children has maue its
~avh UPON deveiopmental guidance. Here, program emghusis is directed toward
various specific aspects of an individual's development and moderate reliance
‘. slaced on specializts. All school staff members from administrator to
.ustodian are viewed as guidance personnel with the tezcner and counselor as
the core individuals responsible for ‘-plementing juldance activities and
programs. Since this approach is closely allied witn developmental .sychology
tn zeneral, thers are tore tedicationg that 2 €211 fledned theory might emerqe

trom thts association.

Une of the unique ond laudable assumptions of Jevelopmental guidance 1§
that various aspects of education might in reality interfere with, rather than
tactlitate, pupil growth and development. Therefore, the approach declares
that guidance has a major commitment to study the educational environment
'n order to eliminate these barriers. At other times, the specifics of this
thic< approacn seem far too vague and provide too little indication of both
how 1L 1S to be operaticna.ly implemented and what the reconmended courses
of action should be in & Given context. This approach does not emphasize
clear interrelationships and roles of various guidance workers, but yet some
of its assumptions infer more of a comprehensive program than could possibly
be implemented by a school counselor. An additional criticism of tnis approach
is that it rigidly focuses on a belief that human devclepment typically proceeds
through ar ordered sequence of phases or stages. Because of the variability i
among subjects in the stages through which they pass and the tendency for stages ~
to be rearranged in sequence or skipped entirely because of uncortrollable
variables, consistent adherence to concepts derived from development2]
psychology has been seriously questioned.

Guidance: The Application of Learning Theory and Research

Michael and Meyerson (1965) asserted that guidance involves the systematic
application of knowledge der ived from laboratory investigations of human learning
phenomena. This knowledge pertains to accurate descriptions of penaviors and
clear delineations of the circumstances which facilitate the acquisition,
maintenance, or elimination of particular behaviors. They point out that
genetic and heredity factors are not available for direct study and manipulation;

Gtherefore. observable beha  iors of the organism must receive attention. A firm
ERIC
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prasy ot Such principles as classical coniitiontng, operant conditioning,
ing tne shaping of behavior 1s smportar.t for persons atternpting to clearly
derstand botn the rationale and tne implications of tnis approach. Rather
than categorizing prouvless of clients, either vy the loi-. of the problem

r 1ts content {e.q., vocational, educational), tne conceri. in this appr-oa~h
15 vased on identifying these particular behaviors which reeo to be acciired,
“aintained, or eliminated and implementing procedures which promise to biring
anC4t the agreed-.pon benavioral cnacges. Counsclors using this approach
necore behavior assessors and wocifiers. They must become 2ware of what
techniques can be trieg in order to bring about specific changes in student
behaviors and then rwst consciously manipulate prevailing conditions in a
sequence wnich is predicted to result in desired outcones.

The prime arguments against this benavioral approach to guidance revoive
around assertiors that it treats students like animals in conditioning experi-
ments and that it is unethical to manipulate the behavior of another person
without his consent. The conviction hes also been expressed that the approach
is very limited in the range of persone! problems with which it can deal.
txtended refutations of these criticisns have been made. At the same time,
its advantages, more numerous in gquantity ..nd more documentable than its
_riticisms, seem to cluster around the c.arity of its conceptualization,
its amenability to evaluation, its focus upon the clients it serves, and the
sol id research base on which its recommended guidance activities are based.

Relevance of These General Approaches

None of these spproaches to guidance program cevelopment has been presented,
or is recommended, as a comprehensive strategy based on an integrated theory of
human behavior and the role of guidance services in assisting youth development
in educational settings. Each approach has been briefly described in order to
display some of the alternatives which were available for the consideration of
this project's staff as it initiated this study aimed at developing. implementing,
and evaluating major parts of a comprehensive guidance system. In pursuing a
more comprehensive approach than that represented by any one of these afore-
mentioned categories, this study's staff members seriously deliberated over
the possibilities of combining some of the strengths of a number of the
separatea strategies, even though it was recognized that this attempt at
eclecticism ran the risks of possible mediocrity and lack of internal con-
sistency. Assumptions and subsequent statements of the rationale basic to the
comprehensive guidance system outlined in Chapters Il and Il of this report sub-
stantiate the impact that some of these diverse guidauce approaches had on the
conceptualization of this study's guidance strategies. For example, a behavioral
orientation focusing on research findings in the area of social leurning theory
plays an important role in this guidance system, as do the beliefs that there
should be a strong developmental-problem prevention emphasis in addition to the
provision of specialized prograiis and services to enabie youth to resclve
personal problems which inhibit their development. Also considered in the next
chapter are the concepts that vocational guidance is ar important part of a
more comprehensive system of “1ife" or "career" dquidance which in turn provides
a fundamental, integrating process within the general context of education;

a process which can help each student experience education as a personally
relevant expeirience.
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A Sample of Specific Guidance Approaches

The series of guidance categories just presented were described in
general terms in order to summarize conceptual consistencies across the
specific approaches grouped into each category. In this section four specitic
plans for guidance prog'am design will be summarized in order to indicate
that guidance professionals have delved into the program design problems
more than what was inferred in the previous section.

Shaw and Tuel (1966) designed a model for a guidance program and declared
ihat the "scope of responsibiiity" or target population for their program wWas
the entire student population. "The earlier the better” seems to be their
answer to the question about when guidance should be provided as is suggested
by their statement that "decisions related to where guidance emphasis should -~
be placed appear to be dictated more by history than by the potential effect-
iveness of such services (p. 825)." Other assumptions of their model support
the provision of guidance for all children at the elementary level, the
prevention of personal adjustment problems, and the focus of guidance efforts
on the learning environment rather than on direct work with individual
children. Shaw and Tuel, therefore, believe that guidance personnel should
be trained so that they can function primarily with individuals and groups
of individuals who affect student learning. In this way, these personnel
will be able to give attention to the learning environment of pupils in
order to help other school personr.el to modify the enviromment wherever it
is necessiry for the enhancement of the learner. However, they do not out-
line any details of their guidance system nor do they indicate what student
outcomes would possibly occur if their system were fully implemented. The
closest tney seem to get to such specification of objectives is that they
stress that guidance must facilitate student development toward the fulfill-
ment of taie purposes and objectives of education in general.

- -

Somewhat similar was a plan for guidance outlined by Danskini, Kennedy,
and Friesen (1965). They document the possible effects of such factors as
home, family, and peer relationships upon educational outcomes and propose
that guidance workers study intensively the interaction betweer a student and
the complete environment which night influence his academic learning. Their
formulation is somewhat systematic in that student characteristics, school
characteristics, student experiences in school, and graduate characteristics
all are considered. Also, they propose a hierarchy of potency of influences
upon students and suggest that guidance must "mobilize the rost potent school .~
forces to maximize growth (p. 133)."

However, the nature of this "arowth" is not detailed except that the
program offered to promote student growth is defined as revolving primarily
around working with student groups. While the modification of outside environ-
mental features before children enter school is rejected, as is the expenditure
of the majority of guidance time intensively on a few students, no consideration
is given to the modification of the outside environmen® during students' school
years, nor to the use of individual counseling in combination with techniques
in addition to group counseling. These program designers do not seem to believe
that a variety of techniques are necessitated by variations in individual



student characteristics. The uniqueness of the Danskin, Kennedy and Friesen
proposal is its contention that groups with which guidance personnel work
should be naturally-formed peer groups, not ones which are artifically con-
trived for guidance purposes. As for specific guidelines for the guidance
program, their proposal urges each counselor to take a stance giving emphasis
to the developmental milieu in which the individual iz born and to current
conditions fostering development; to look for determinants of learning within
the school; to communicate to other staff his frame of reference and relevant
research, and to demonstrate his position by exhibiting genuine concern for,
ard interest in, staff and students.

Shoben (1962) viewed guidance workers as the pctential leaders in facilitating
individuals to live Socrates' "examined 1ife.” In such a life, "values are
constantly being made articulate, subjected to criticism, and revised in the
1ight of experience ard thought (p. 436)." 1In fact, Shoben implies that the
whole school should constitute a potent resource of character models exhibiting
the characteristics of humane, rational individuals who act responsibly. Thus,
a guidance program must serve both as a 'human feedback mechanism" to let the
staff know about the impact the school program makes upon the students and
as a catalytic agent in clarifying the nature of the school and its contribution
in terms of the presentation of desirable models. To carry out these functions,
a guidance program must examine the educational setting as a culture which
makes demands on, yet supports and encourages, student growth. The implication
is clear that in some ways the instructional setting may not be promoting what
it set out to elicit and to instill. The comprehensive guidance system to be
outlined here should not cause Shoben dismay. However, described in subsequent
sections of this paper wiil be an attempt both to operationally define one
conception of the “examined life" and to provide specific suggestions for
how students can be helped to achieve such a life. Shoben does not clarify
such specifics.

Guidance was defined by Tiedeman and Field (1962, p. 483) as "the professional
use of a science of purposeful action within a specific structure of education.”
They urged development of an operationally defined, powerful guidance program
which would function not within conditions where students' goals already were
selected for them, but in condition where it could help each student to choose
his goals and subsequently to achieve them. They asserted that present guidance
activities such as-selecting, evaluating, and placing students reflect its
status as a technology subservient to the process of instruction. A guidance
program must be part of, not stand beside, education.

Tiedeman and Field's primary thesis--that the system's setting, purpose,
theory, and techniques must be examined simultaneously--is one of extreme value
for the development of guidance programs. The setting should indicate that
instruction and guidance are to some degree different but must exist together
in order to achieve a liberating education whicl is something that should be
mutually pursued by tcacher and student. As regards purpose, they suggested that
"ends must come into existence before, or simultaneously with, means %p. 489)."
The purposeful action which results then does not get entangled in an argument
over teleology, but rather it is behavior based on a concept of some future
state envisioned in the mind of student and guidance personnel. It is behavior
intended to reduce the difference between the student's present :*ite and that



sraer ‘v tmgt -,ture state. "Thus purposeful means 'not random,' i.e.,
F e . tooactiieve tne currently desired by acting contingently upon the
‘ . tnereeg yp. 489)." The theory and techniques for guidance then
e, 2ire.tly from just how one brings about any increased probability

¢i  +t.dert s achieving the desired future ste .es which he has helped
ooe ~¢ of Tredeman and Field's conclusions s *that the science which

¢ ¢+ ,, iarce nas yet to appear, and that when anu if it does, it must

. a-e! -r vasic research in behavior change.

w. ¢ o¢ tne descriptions of general and specific guidance program design

i .+ a.*es cresented in this and the previous section pretends to propose the

c. ;% ¥ a guidance system within an individualized educational framework,

i+ wa. 'we i1nterest of this project's staff, nor can anyone of them be construed
1. .ivensing itsc f to all possible components in a comprehensive guidance <
,:tem. Wone of them involves specifying in detail the various parts of a -
). tarse program, relating these to identifiable student outcomes, and out-

“.-:es (ritericn measures for assessing the efficacy of each of these parts.
m .1 ¢! these approaches dwell either in the realm of philosophical imperatives

2. spposer to specifying the setting in which a guidance system is to be

n; temerled or on the purpose, theory, or a specific technique of the system

‘L e inylemented.

firtner, discussion of questions such as whether or not to have a guidance
,ruograt modify students' behavior directly or indirectly (i.e., through
‘¢ igencing schoc) personnel who in turn modify student behavior) seems to
e 2 waste of effort. Such discussion promotes futile conflict as exemplified
Ly tte needless separation of "instructional specialists" and "guidance
.pec1alists.” In any guidance system wnich focuses on helping students
sthiee the objectives of the educational framework within which it functions,
suh o discussion can lead to a confusing and unnecessary division of purpose
and labor. Also, it is difficult to believe that even in guidance programs
whicn contain "guidance specialists" that these persons would refuse direct
Lorlacts with students who request assistance. In Chapter II an approach
which seems more individualized to student needs will be stressed. This
approach focuses on the identification of agreed-upon needs of a student and
then scans the available alternatives for helping him satisfy his needs.
s1thin cifferent school settings, these alternatives will vary. Some of them
©1ght not even necessitate help from adults. Others which involve adult
sssistance will vary dependent upon the available staff, their skills,
iriterests, and time constraints. Most school systems are a long way from
ctficiently using all available personnel and effectively matching adult
(and even student) helper characteristics with the characteristics of ‘students
who need assistance. If a guidance system contains a large number of
slternatives for facilitating student need satisfaction, its fidelity and
efficacy should not be impeded when attempts are made to implement it within
various school settings. The last section of this chapter describes the
setting for which this project's guidance system was designed. Chapter Il
attempts to spell out both the basic constraints and assumptions underlying
this quidance system, while Chapter III sets forth the paradigm of activities
Which should be involved in tne detailed design and development of such a
comprenensive guidance system.
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Nature of the Educational Context for a Comprehensive Guidance System
L e | R

To design a guidance system without studying the nature of the educational
suprasystem (Silvern, 1965) within which it is to operate is tantamcunt to
declaring that human behavior can be studied independently of the environmental
conditions influencing it. The educational context for which a guidance system
described in the remaining chapters of this report has been designed is similar
to that described by Silberman and Carter (1965). They identify "the ideal
school" as possessing these characteristics:

1. the objectives of this school are clearly specified and the schocl
system is evaluated and modified to maximize the extent to which
these objectives are achievea.

2. the school staff has an experimental orientation and modifies materials
and procedures to successively approximate the objectives.

3. a highly competent research staff consisting of a variety of content
experts and behavioral scientists work together to produce a well
integrated curriculum to fulfill the objectives.

4. they provide a steady pipeline of well tested materials and procedures
for use by the teaching staff. -

5. individualized instruction, based on new developments in media and
classroom technology, is used to allow all students the opportunity
to learn at a pace fitted to their individual abilities.

6. management problems are solved with use of computers, allowing ready
access to student records, efficient and flexible scheduling, and
optimal allocation of resources (pp. 26-27).

Flanagan's (1970a) description of Project PLAN (Program for Learning in
Accordance with Needs), an individualized educational program currently being
implemented in a number of school districts, suggests that Silberman and Carter's
"jdeal school" may not be merely a pipedream. He outlines these four of
Project PLAN's components:

1. a comprehensive set of educational objectives.

2. the teaching-learning unit which helps direct students to instructional
materials and processes appropriate to their objectives,

3. a set of tests which indicates extent of mastery of objectives,

4. the evaluations and systems centralized around an IBM 360 Model
computer.

Included as a fifth component in the PLAN system of individualized instruction
is a set of procedures related to guidance and individual planning for each
student. This component, although not discussed by Silberman and Carter, is
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considered by Morgan and Bushnell (1966) in their proposal for designing an
organic curriculum in a program of individualized education similar to that
described by Fianagan.

Except for this one component, all these writers apparently are describing
compatible educational systems which deviate astoundingly from the systems
which are operational in most schools today. No attempt will be made in this
project report to describe present educational conditions or to design a guidance
system which will fit those conditions. This report is predicated on the belief
that the educational suprasystem of the 70's will be an individualized educational
system similar to those outlined by Flanagan and Morgan and Bushnell. The
purpose of this document is to outline the design of a guidance system which
will be an integral, meaningful, and adaptable part of that type of educational
suprasystem.

)
Silvern's (1965) description of systems analysis in education and training <

postulates that an educational suprasystem covering kindergarten through

secondary academic levels must be composed of systems such as those indicated

above (i.e., instructional objectives, instructional methods and materials,

evaluatiaonal measures and procedures, and managment including the possibility

of computer assistance). The most important system to be included, one on

which all the others must focus their efforts, is that of the student. This

focus on the student "not only reflects the dignity of man in society, but

also reflects the doctrine of democracy and the inherent worth of the human

being (Silvern, 1965, p. 23)." This focus is further defined by the rationale

and assumptions presented in the next chapter.
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CHAPTER II
RATIONALE BASIC TO A COMPUTER-SUPPORTED COMPREHENSIVE GCAREER

SYSTEM FOR INDIVIDUALIZED GUIDANCE AND COUNSELING

The general purpose of the next two chapters is to present the rationale
underlying this project's attempts to individualize and to evaluate school
widancel and counseling programs. To accomplish this purpose, the discussion
will focus on concepts and techniques which were systematically applicd in the
developmental and evaluational activities of the project reported sere and
which will be used in subsequent field tests and adaptations inrto ongoing
school services. The achievement of an even more basic purpose of these chap-
ters would result in the reader being able to identify zid to explain that the
success of these and any similar applications are dependent upon: accurnte and
comprehensive assessment of students' guidance-rclated needs, clear delineation
of meaningful behavioral objectives derived from the assessment data, and
individualization of strategies and programs to guide youth's progress.

Behavioral Outcomes of Guidance and Counseling Prqgrams

Principles of fiscal accountability and cost effectiveness are achieving
wide notice in educational circles. For example, the California legislature
has issued a declaration of intent that all school districts should adopt and
utilize a program-managing and budgeting approach beginning with the 1972-73
school year. If this process of management by objectivas is fully adopted,
state support to education will be allocated on the basis of how well each
educational program meets its stated objectives. Guidance and counseling pro-
grams comprising one of the important subsystems within schools wiil not be
exempt from such scrutiny. Evidence that students are benefitting from
objectives-based programs will do much in the future to insure that the guidance
subsystem activities receive adequate legislative and financial support.

With specific objectives operationalized in terms of student overt behaviors,
attitudes, knowledge and skills, pupii personnel workers should be able to
explain clearly to students, parents, and the general public specifically nhow
guidance, instructisnal and counseling procedures can contribute to, and are
influencing, student progress. Student and parent accepiance of such procedures
should increase as students use objectives which inform them of the purpese of
guidance-related learning activities and as they understand, what should be, the
close relationship between guidance and the other educational subsystems. As the
integration of guidance and basic curriculum areas is clarified and strengthened,
such objectives should enable youth to review mile-stones in their educational
progress and to demonstrate greater commitment to their career development.

The central aim of the guidance and counseling programs introduced in these
two chapters and outlined in more detail in subsequent chanters is tc assist
each student and his parents:

YWords italicized and underlined throughout Chapters IT and III are defined
in the Glossary at the end of Chapter III.
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) to fermulate his immediate and more long-range career goals;

(2) to specify the guidance-related and other subject matter-oriented
instructional objectives through which he should proceed in order to
achieve these goals;

(3) to develop and to pursue plans including programs of study for achiev-
ing these objectives and goals; and

(4) to assess his progress toward attaining these objectives and goals.

Guidance professionals have begun to realize the mammoth effort needed to
develop behaviorally specific, student-oriented oojectives and to use thesz as
guidelines for systematically planning, implementing and evaluating school
guidance and counseling programs. As difficult as the process is of identifying
and specifying objectives within conventionally defined curricular areas (e.q.,
mathematics, social studies, etc.), it seems infinitely more difficult in the
relatively uncharted areas of guidance where previous attempts have been
unsystematic and abbreviated,thus providing a limited background or base on
which guidance workers can build. Ev'n in the few attempts that have been made,
only a small number of guidance and cuunseling advocates (cf. Krumboltz, 196€a,
1966b; McDaniel, 1970; O'Hare, 1969; Wellman, 1967) have stressed the necessity
of relating guidance objectives to behavioral student outcomes which specify
what students will be able to do as a result of guidance and counseling learning
activities. Often, guidance objectives emphasize variables which do not permit
program development or evaluation in terms of student competencies. Examples of
such objectives include ones addressed to the general characteristics or aims of
guidance services (e.g., to provide student-counselor ratios not exceeding 350:1,
to establish a library of educational and occupational literature; to schedule
one qualified school psychologist for three elementary schools) or courses of

¢

study (e.g., to require that each graduate have completed a course an occupations;

to help students to learn about interpersonal relationships).

Advances must be made toward implementing needs-assessment-based and
behavioral-objectives-regulated approaches in the guidance field. In addressing
itself to this area of need, this project used a systematic approach to assess
youth guidance-related needs, to draft youth-oriented objectives and tnen to
develop and evaluate related instructional and evaiuational experiences for
youth and parent guidance and counseling. These attempts have been incorporated
into the design of a Comprehansive Career Guidance System (CCGS) for programs
of individualized education where computer-support facilities are available.

It is possible, as has been suggested by many critics, that certain forms
of youth development, (e.g., intense feelings, appreciations, creative responses)
will be impossible to operationalize through the identification of behavioral
objectives. However, this still leaves a vast domain of potential youth pro-
grams in which much progress can be made through systematic analysis aimed at
formulating meaningful objectives. More explicit applications of the concepts
of systematic planning and decision making are necessary as are strategies of
training counseling personnel in the use of more systematic approaches to
guidance and counseling program development and evaluation. If attention is not
given to some type of pre-service and in-service training for pupil personnel
workers, the guidance subsystem will continue to laa far behind signficant

o~
R
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advances that conventional curriculum areas and gen:ral educational administration

have made in bringing systems strategies to bear on problems occurring in
educational institutions.
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Presented in the next section of this chapter are some cf the basic
assumptions underlying this project's approach to individualizing guidance and
counseling activities. Chapter III describes a set of procedures for deriving
a guidance system from these assumptions.

Assumptions Basic to the Comprehensive Cireer

Guidance;§¥§tqﬂ

Assumption #1

Guidance and counseling programs rmust takc the major
responsibility in the educational system for relping

to derelop and to protect the individuality of studentgs.
To meet this assumption, these programs must provide
students and parents with individualizel assistance so
that each student will be able to become aware of hic
needs, to formulate and to pursue immediate and long-
range personal goals, together with related pians for
achieving these goals, in a nwmber ¢ lije areas of
activity.

An immediate response of most readers to this assumption probably is: "Of
course!™ However, too many schoo! guidance services seem to be basac upon
assurptions and operate for purposes completely incompatible with this statement.
Instead of protecting and fostering the development of each student's individ-
uality, many pupil personnel workers are required or choose to engage in
activities which seem to ignore principles of individual differences. Examples
of such activities include: registration and enrollment of students, development
of class lists, compilation of teacher grades, performance of record keeping
tasks, test administration to students with special learning problems in Jrder
that government program subsidies can be obtained, and administration of standard-
ized tests--without any clear concept of the specific questions to which answers
are being sought through testing, or without any procedures for consistently
and clearly communicating the test results back to students and parents and for
prcviding indications of just how these results might be used for the purposes
of goal formulating and decision making. Perhaps the best examples of the
defiance of Assumption #1 are to be found where large group lock-step instruc-
tional procedures are predominant and in situations where there is an absence
of pupil personnel workers whose primary mission is to serve as individuals
who, while identified with and working as part of the educational superstructure,
are advocates for the legitimate concerns of youth and who are dedicated to
insuring that the needs of youth are receiving attention.

At the same time, a comprehensive guidance system must not have goals which
are separate and distinct from those of the educational framework within which
it functions. Its existence must be justified on the basis of its ability to
assist in carrying out the goals of education. As indicated by Wellman (1968)
in the preliminary reports of the National Study of Guidance, it must be shown
that when guidance is assisting in the educational process a larger percentage

27

-1



of students attain tne desirable goals which education espouses than reach these
goals when guidance is absent. The purposes of education--such as to transmit
knowledge and skills, to prepare learners to actively and cffectively appropriate
new knowledge and skills, an¢ tc enable them to apply these skills to practical
problems, including new learning situations--must be shared and facilitated by
guidance. In a democratic society a guidance system must exist, as mus® the
tctal educational framework itself,

to make man free. Free to choose and decide for himself.
Free to develop whatever talents he has to tneir highest
degree of productivity. Free to try--even when the
chances for success are poor (Hoyt, 1968, p. 15).

The joint ACES-ASCA (Association for Counselor tducation and Supervisicn- ..
American School Counselor Association) policy statement (Malcolm and Hays, 1968) ..
for superintendents of schools and school boards concerned with the role of the
school counselor indicated an interest in seeing counselors fulfili tte respon-
sibility of developing and protecting student individuality. This statement
outlined at least three ways counselors Should meet this expectation. They
should help each student:

1. increasingly to assume responsibility for his own learning;

2. with both short-term and long-term decision making and planning in

order to promote the more efficient learning that results from
goal-oriented behavior; and

3. to be reasonably free from, or able to control, distracting needs and

problems.
It is a basic premise of this report that these expectations are ones which
must be met by all aspects of a comprehensive guidance system, not just by the
counselors who function within it. Such responsibilities must be shared by more
than a guidance system. That all educational practice, not just a guidance
system, should focus on the nceds of each student has recently been noted by Huyt
(1968) in a testimony before the House General Subcommittee on Education. He
stated that

the belief that society will tenefit most if primary emphasis
in education is placed on individual rather than societal
goals underlies both the philosophy and the operation of
public education (Hoyt, 1968, p. 15).

Possible procedures for, and implications of, placing emphasis on individual
goals in education are the topics of concern in later sections of this report. j!
In summary, Assumption #1 is predicated on the belief that students' most

ef(icienv and personally satisfying learning and development results from goal-
directed behavior. Therefore, the main purpose of a comprehensive guidance

system must he to help youth assess their multi-potentialities and limitations,

to discover treir needs, to formulate their goals and related objectives, and

to work toward realization of these goals with increasing ability to construc-
tively manage their own behaviors.
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This is another apparently trite assumpticn since most lists of aims for
education contain at least one statement which implies that students need to
rece.ve trainina for decision making and problem solving. Yet 1n practice,
most students receive training in the scientitic method as applied to science
croblems but arc .ot provided with techniques and wethods with which to con-
front their personal prob.ems and are not permiited to mike reascnably impor-
tant, or even in many cases minute, decisions ibout personal or social probliems
within the school setting. In other instances, students might receive cons‘id-
erable training in science but none in the application of problem-solving
strategies related to crises and conflicts srising from heman interaction; yet
they are given opportunities to make decisions about substantial issues in the
school setting. In neither case are the ,chools training youth for "educated
involvment" in decision making and planning.

Assumption #2 predicts that studenis can learn to apply principles, which
are in some cases similar to those usec¢ in the scientific method, in order to
resolve persoanal and social problems successfully. Support of this assumption
suggests that in addition to helping youth acquire basic information and
problem-solving skills which are necessary ingredients for human problem-
solving activities, schools must give them opportunities to make ana acceptl
responsibility for relevant and meaningful decisions. This assumption is predi-
cated on beliefs that youth are capable of gqradually assuming more and more
respensibility for the issues which affect them and that choices in most con-
texts are not completely determined by external factors--i.e., that individuals
can and do exert some control over their environment. If human decision making
were completely determined by factors external to the individual:

then choice would be either irrelevant or superfluous.
Furthermore, in order to create information on which
to base decisions, one must ac:ively process data
rather than passively be guided by them, and therefore,
the individual must become a significant agent in the
choice process . . . the individual is responstile for
his decisions in both meanings of the word: he is the
one who makes the decisions, not somec.ne or something
external to him; he is the one who enjoys or suffers
the consequences. This is one way to define “freedom"
. . . (E1Vis and Wetherell, 1966, p. 1).

N
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To label all guidance programs as "vocational" limits the comprehensive-
ness of a guidance system and connotes the conception of guidance as a
process for making man-job matches. To avoid any such restrictions, the
label "career guidance" (cf. Katz, 1968; Lewis, 1968) has been adopted here.
For Katz, the werd “career" incorporates 211 possible patterns of choice at .
any given point in time and refers to the totality of life style. For persons
who restrict the word career to educational and vocational endeavors, the
term "1ife guidance" might be more palatable. Another aspect of Assumption #3
necessitates that all students have access to guidance and counseling services.
To group students in a category with a distinctive label and to restrict
guidance and counseling efforts to them does not obviate the needs of other
students for these or similar services (Wrenn, 1962). It is impossible to
build a case ethically for serving only a segment of the student population
(Shaw and Tuel, 1966). The lack of long-range, develcpmental guidance programs
which provide all students with sequential learning experiences nas been
documented by Strowig and Farwell (1566); however, the need for guidance programs
which are welj thought out and coordinated across academic levels had earlier been
~eflected repeatedly in theory and wesearch (e.g., Super, 1957; Flanagan, 1962;
Havighurst, 1965).

In one of his strong recommendaticns to members of the counseling profession,
wrenn {1962) reflected support for both of the aspects of Assumption #3 by
suggesting:

that primary emphasis in counseling students be placed on the
developmental needs and decision points in the lives of the

total range of students rather than the remedial needs and crisis
points in the lives of a few students, with the major goal of
counseling being tnat of increased self-responsibility and

an increased mi‘urity of decision making upon the part of the
student (p. 109). N

Assumption K4

Guidance and counseling chjectives and procedures must
be integrated into the basic instructional process of
the school in order to help each student and his parents
to recognize the relevance of the instructional program
to youth career development by selecting and utilizing

a unique set of instructional objectives related to his
career goals.

JJ
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In the same way thut many attempts to individualize education are corre-
lating and integrating student performance objectives across subject matter
lines, continued effort must be made to bring the guidance system back into
the mainstream of the instructional process. There are "separatists" who
seem to take pride in believing that guidance and counseling have something
<0 distinctive and different to offer youth that in order for these programs
to make a successful impact, they must be treated as entities separate from
other educational subsystems. Usually it is impossible tc get such people to
operationalize, in terms of meaningfully communicable student outcomes, just
what influence their programs can have in the total educational process. The
possible loss of identity inherent in Assumption #4 seems to be very threat-
ening for such people.

This is not the first place in which it has been proposed that guidance
and counseling programs be designed as integral portions of the total instruc-
tional process. As noted in Chapter I, Flanagan (1970a) envisioned such a
synthesis from the beginning phase of development in Project PLAN, an attempt
to individualize education on a nationwide scale. Such a recommendation also
would seem to be a natural implication of Sorenson's (1967) exposition of "an
instructional model for counseling." He believes that a counselor's:

goals and his methods are intellectual in the sense that
they have to do with teaching students problem-solving
skills--how to gather and analyze information in order

to make predictions about the outcomes of alternative
courses of action in problem situations. Both his goals
and his methods can and should be described in behavioral
terms (p. 10). . . it would seem to be useful to think of
counselees as persons who need to be taught certain heur-
jstic rules, or in other words, taught to apply certain
abstiract principles in solving their persoral problems.
The pecple with whom a counselor works are in trouble
because they don't know the proper principles or because
they habitually use principles that are incorrect or
self-defeating (p. 20).

However, Sorenson seems to have inadvertently omitted from this statement the
process by which the counselee's goals influence the counseling process. The
role of counselee's goals is central to the Krumboltz (1965, 1966a, 1966b) and
Krumboltz and Thoresen (1969) treatises on behavioral counseling, additional
references which seem to be compatible with Assumption #4 since they suggest a
desirable procedure for tailoring school instructional activities more closely
to the goals of youth.

Cooley and Hummel (1969) also seem supportive of this assumption when they
culminate their review of system approaches to guidance and counseling by con-
jecturing that “a systematized guidance program might also be interrelated with
other subsystems to form an educational system . . ." (italics ours). They
conclude, however, that "(to) date, no attempt has been made to systematize all
the guidance functions in an ~ducational program . . . (pp. 253-254)." Else-~
where, Cooley, (1969) specifies one of the aspects he believes might be contained
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in such a guidance program. Although his label of "guidance curriculum" is
disagreeable since it opposes an orgaiic curriculum approach, his concept of the
nature of this guidance is more palatable: "principles involved in goal setting,
planning towards goals, self direction, ana decision making need to be taught.

. The guidance curriculum must try to prepare the student to make more
effective use of the counseling interview (p. 65)." There seems to be agreement
from varied sources that there are students who have needs which can be met through
guidance-related objectives and procedures injected into, and not dissimilar
from, the central instructic.ial process of education.

Assumption #5

A guidanc~ system to be comprehensive must involve inter-
ventions divectly with youth through both a developmental
phase to maximize the prevention of problems, and a pre-
scriptive phase to help youth alleviate those problems
which persist. Indirect interventions in the environment
around yoth should not be neglected but should be inte-
grated clusely with knowledge about each young person and his
progress, as such information is made available through
the direct intervention phase of guidance from the assess-
ment of youth needs and empirical data concerning those
factors which either facilitate or impede student need
reduction.

Guidance and counseling programs must emphasize a core of continuous,
sequential learning activities which facilitate development through direct
jhteraction with the young person. This core would constitute the devel:;p-
mental phase of guidance; a secondary direct emphasis would be placed upon
the prescriptive phase aimed at remediating specifiable problems of individuals
or small groups of students. A comprehensive guidance system must place
priority attention on facilitating student development as opposed to only
remediating difficulties (Hoyt, 1968) or correcting specified problems. Else-
where (Dykstra, Pritchett, ard Ojemann, 1967) it has been suggested that part
of such an emphasis necessitates the development of a positive mental health
program which, as stipulated in Assumption #4, will exist as an integral part
of the total instructional curriculum, not as an awkward addendum to it.

Indirect intervention services must be conducted as a youth advocacy or .
ombudsman operation in order to insure that the educational system and the settin }
(e.g., community, home) with which it should cooperate, foster rather than impede,-
or ignore, the development of each student's individuality and his movement
toward gocals he participated in selecting. A comprehensive guidance system must
study the influence the learning environment has upon each student and must
assist in making modifications wherever necessary. In fact, writers such as
Shaw and Tuel (1966) infer that a guidance system's prime responsibility is this
type of indirect intervention. In addition, guidz..ce must be one of the key
educational systems which will study the characteristics of community and society
factors outside of the school since these influence the nature of student needs.
Silvern capsulizes this constraint well when he states that he hopes that:
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INSTRUCTIONAL SYSTEMS include within them that part of the
real 1ife environment for which the learners are being
prepared and from which feedback may be obtained to cause
the curriculum parts of the SYSTEM to be modified to keep
up with, or even ahead of, the needs of the real life
environment (Silvern, 1965, p. 20).

If the guidance system is an integral, contributing part of the surrounding
educational framework, it must adapt and help the educational suprasystem
adapt to variables both part of, and external to, the school's environment.

Assumption #6

In order for a guidance system to be responsive to the
individual differences of the wouih served, the effect-
iveness of various instructional and counseling strate-
gies for helping youth meet their needs must be
experimentally investigated. The purpcse of these
imvestigations would be to determine the most appropriate
matching of student and strategy urder specifiable con-
ditions.

Humanistically oriented pupil personnel workers who are dedicated to
relationship counseling often are single strategy advocates. In fact, some
individual counseling devotees even seem to hesitate exploring the use of
empirically validated group counseling technicues. Restrictions on educational
budgets, concern over fiscal accountability, and the shortage of qualified
counseling perscnnel suggest that viable alternatives for fulfilling the
guidance needs of youth must be studied. Perhaps some activities carried on
currently by counselors could be conducted just as effectively by other person-
nel, or even by personnel with less professional training. Perhaps many student
problems might be alleviated prior to the initiation of one-to-one counseling
or students could be more adequately prepared for this relationship so that
the time devoted to it would be utilized more efficiently.

Lohnes (1969) spoke to the central issue behind Assumption #6 when, while
addressing his comments to college career guidance systems, he pointed out that:

Extensive guidance services for a majority of college
students can only be accomplished by an auto-
instructional system which minimizes counselor contacts.
. . . (this) guidance system would give students an
opportunity to turn to a counselor when and if a serious
discontinuity occurred in self exploration and personal
planning processes. When the student recognizes a need
for assistance in bridging a discontinuity, the counselor
would be available. . . . The implication of (a systems)
approach is that we may err if we start out thinking
“computer" just as we may err if we start out thinking
"counselor.® We should start out thinking "guidance
needs" of our intended clients, hoping to encourage




creativity of means by deliberately holding maans
ccnsiderations in abeyance (pp. 17-18).

i1 this statement Lohnes reinforces both the needs assessment-based guidance
zncepts introduced in this chapter and discussed in more detail in Chapter
111, as well as the demands of Assumption #6, which encourages guidance and
counseling program developers to search for and experimentally investigate
innovative alternatives to interpersonal counseling.
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CHAPTER III
DERIVATION OF A CQMPREHENSIVE CAREER GUIDANCE SYSTEM

. The following activities facilitate the derivation of an individualized
gu1d§nce and counseling system from the assumptions described in the preceding
chapter. Though no strict stage or step model is intended by what is presentéd
below, there is a tendency for these clusters of activities to ¥low Togically
from one to the other when sufficient time for exploration and refinement exist.
However, due to a model of a cybernetic lcop which has been incorporated into
the systematic approach outlined by these activities, the resuitant process
takes on a cyclical character which is one of continual modification of eariier
gu1d§nce system activities as information feedback is made available through
ongoing activities. Each activity listed below receives detailed attention in
subsequent sections of this chapter.

1. Identification of youth development needs and the translation of these
into behavioral objectives which state desired youth outcomes.

(=]

Classification of objectives by commonalities and priorities which
will serve as guidelines for the design of guidance and counseling
programs.

3. Specification of alternative strategies which could be used in guidance
and counseling programs designed to bring ahout student attainment of
the objectives and selection of the strategivs which seem most appro-
priate for particular groups of objectives or 1roups of students.

4. Design, scheduling and implementation of selected strategy or strate-
gies through the organization of instructional and ~ounseling materials
and procedures into individualized guidance-related iearning units.

5. Evaluation of the efficiency and effectiveness of such units in helping
students achieve the desired terminal outcomes specified in each unit's
behavioral objectives. This activity necessitates the development of
tests and performance standards for measuring student attainment of
objectives. It also provides corrective feedback information which
can be used to make modifications in products and procedures developed
and used in earlier activities of systems analysis and systems develop-
nient. »

A long-range benefit accruing from such activities will be the accumulation
of a comprehensive bank of behavioral objectives, each of which is keyed to a
variety of needs-assessment instruments, appropriate instructional-counseling
units, and evaiuational materials and procedures. After actual use of these
units, it is anticipated that summary data on the positive and negative features
of each unit will be available. This bank should be available for student and
parent use in conjunction with counselors, teachers, or administrators. With
it, guidance personnel should be better able to individualize guidance services
to the separat2 needs and characteristics of each student and to avoid the
typical fragmentation of diverse guidance and counseling techniques and pro-
cedires. Far too many innovative approaches have met with 1ittle long-range
success because no attempt was made to fit them into a systematically
planned guidance framework. A systems approach to guidance and counseling
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programs stresses the development of a system as an "interdependent entity
rather than as a conglomeration of parts or elements (Thoresen, 1969, p. 276)."

1. Identification of Youth Deve]oEment Needs and Related Objectives

A comprehensive guidance system must define the various subpopulations com-
prising the total range of students, specify the desired terminal competencies
of individual youths in these varied groups, identify the current status (entry
level) of these competencies among the youth, and formulate meaningful needs'
statements which: (a) describe the extent and nature of the discrepancies
between these entry and terminal levels, and [2] can be translated into
explicitly stated objectives for program developers, evaluators, and the target
populations.

Concept of "Need"

The term "need" often is used ambiguously both in professional literature
of the social and behavioral sciences and in descriptions of educaticnal programs
purporting to "meet student needs." Typically, the word is used to refer to
intrapsychic traits or predispositions as is the case when references are made
to such "psychological needs" as "emotional security," "personal identity," and
"commitment" (Murphy 1969). Maslow's {1954, 1962) hierarchical conceptualization
of psychological (e.g., seif-actualization, esteem, belonging) and physiological
needs is often used as a foundation for such references.

The difficulties involved in using this concept of psychological needs
become immediately apparent to the developer of instructional or counseling
programs designed and evaluated in terms of behavioral objectives. To operation-
ally define a term like "emotional security" presents a serious problem
(Krumboltz, 1966a, 1966b; Mischel, 1968). The developer must immediately ask:
[1] What does an emotionaiiysecure young person do (or feel, or know, or believe)
that distinguishes him or her from an emotionally insecure person? [2] In a
guidance system aimed at individualizing the educational process, is it meaning-
ful te attempt to determine the characteristics common across all emotionally
secure or insecure youth, when really we want to attend to the needs and charac-
teristics of an individual youth, or, at most, to those of a small group of
youth who have similar needs and characteristics?

To be useful in guidance system activities of needs assessment, program
development, and program evaluation, the concept of need must be defined in
terms of identifiable student understandings, attitudes, skills, and overt
behavicrs which can be subjected to empirical documentation thiough reliable
and valid subjective or objective measurement procedures. The assessment of one
of a youth's personal need necessitates measurement of his current status on
a pertinent variable as well as a clear indication of the desired outcome level
or status he wants, or persons assuming responsibility for his development want
him, to achieve on this variable. Need satisfaction or reduction is synonymous
with goal attainment or the achievement of an objective. As an example, a youth
would have a need if he currently was able toc conveirse fluently and without
excessive tension with aroups of two or three people but experienced debilita-
ting tension if the group size exceeded that number. His goal is to speak more
fluently and to decrease kis anxiety in groups of more than three people. His
need is the discrepancy between the current and desired levels of performance
on this variable; t.e response to a narticular type of sociai situation.
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If a quidance system centers its operation on this definition of the concept

of need, it probably will be most appropriately based in an jndividualized
educational framework within which it will accentuate Tiedeman and Field's (1962)
conception of “the professional use of a science of purposeful action" as it
assists students to move toward the goals and objectives it has helped them

to formulate.

Often a guidance and counseling program is designed and evaluated on the
basis of an institutional need emphasizing desired improvements in staff quali-
fications, personnel activities, or departmental facilities and equipment. If
these improvements are not defined both in terms of their potential impact on
the current level of youth competencies and in terms of the desired level of
competencies they are intended to help youth attain, they undermine Assumption
#3 of an individualized guidance system. On the basis of tnis assumption, the
key program concerns become: [1] What needs of youth are being met by this
program; what desired outcomes is it helping students achieve? [2] How impor-
tant are these needs compared to other youth needs on which such programs should
concentrate?

Youth Involvement in Needs Identification

Many statements about the needs assessment process in education imply that
it is conducted in spite of youth and that objectives derived from this process
are imposed on them. It is not too difficult to find youth development programs
inside and outside the school setting which are completely dictated by adults
who firmly believe they know "where it's at" for the youth participants. This
approach is incompatible with any youth development program which seeks to cul-
tivate the potentialities of each individual student. This assertion is based on
two beliefs: first, most youtl: possess some information about what their needs
are and this information can be valuable for the individualization process;
second, even if they cannot contribute much to needs assessment activities, you:g
persons' dignity will be enhanced and their later cooperation will be more likely
if they have been honestly permitted a role in these activities. Only when
youth are knowledgeably involved in the assessment of their needs can progress be
made toward individualization of educational processes.

The attempt made in the Glossary to differentiate between "instructional
objectives® and "personal goals" suggesis that it is possible for an educational
system to have a comprehensive 1ist of instructional objectives unrelated to
the goals of the youth it attempts to serve. Only when youths are assisted to.
formulate their career goals wisely, tc assess their current status relevant
to these goals, and then to progress toward these goals is it possible to attain
individualized education of the type discussed by educators such as Fl2nagan
(1970a) and Morgan Bushnell (1966). As more and more public and private schools
move toward individualized education during the 1970's, continued emphasis will
have to be placed uron individualizing gtudent goal formulating and planning
so that progress can be made beyond individualized instructiun and into meaning-
ful individualized education. If educators have broad aiwus such as to assist
students to take respcnsibility for their academic progress and total career
development, it seems strategically desirable first 1o help students to acquire
the information and skills necessary for their go2l formulation and then to aid
them to take a leadership role in the actual setting of their goals as soon as
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they are capable. The recommended procedure is not one of asking students

"What are your needs?" or even "What are your goals?" It is a procedure of
assisting them to apply a problem-solving approach to their goal formulation
and involving them in identifying both their current competencics and ones

they desire in order to perform specifiable career roles. When youths' goals
make explicit the terminal outcomes they desire, a major step in the needs'
assessment process has been taken. Adult expertise should not be deemphasized.
Rather, a partnership of student and adult in promoting a profitable educaticnal
enterprise is recommended.

A distinction needs to be made at this point between the concepts of
"personal need" and "personal problem." They are not synonymous. The latter
denotes a cormitment to change, a dimension not included in the former. Once
a statement - been made regarding a youth need (ie., the discrepancz between
a student's current status and that status which is reguired by one 0: his goals), ="
the next question should be: Does the youth experiencing that need want to do any-
thing about it? If not, it cannot be designated as a “personal problem" for it
is not something the individual wishes to resolve. His need might indeed be
interpreted as a problem but it is a nroblem experienced by those around the
individuail. 1In schoo! settings, the problem belongs most likely to school
officials. Until such time as the individual perceives the existence of the
need and commits to work toward its elimination, these officials can either
ignore "their" problem or tan exercise 2 directive manipulative approach in
order to promote that ciudent's behavior change. Manipulative strategies are
not unknown to schozi psychologists and counselors who have been exposed to
behavior modification principles and techniques. In situations where it is
impossible tc involve a youth in decisions about strategies aimed at behaviors
which are injurious to himself and/or tc others, a strong case can be made for
such directive, structured interventions. Therefore, these interventions
shouid not be omitted from the realm of treatment alternatives considered in
any truly comprehensive guidance system. Nevertiheless, since that youth has
not consciously or willingly accepted the problem as his own, no reference should
be made to his having a “personal problem."

-~

Upon the foundation of these concepts of need, goal, objective, problem,
youth involvement, and individualization, the framework for systematically
designing a comprenensive guidance syste will be constructed. The remainder of
this section will concentrate on systems analysis activities involved in the
jdentification of needs and related objectives.

Target Populations

What persons should receive the attention of guidance and counseling
programs? Shaw and Tuel (1966) believe the target population should not be
students berause:

the guidance worker's basic objective is to
appropriately affect the learning environment,

. . and since he is trained primarily as a
specialist in human behavior, it seems logica.
that his primary function in the school system
would be to work with, and through those people
who most directly influence the child's learn-
ing environment, i.e., parents and teachers

Q (p. 828). ‘
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Assumption #5 in the previous chapter demands that the primary focus of school
guidance should be students (rather than teachers or parents), but even that
does not resclve the issue since there is still a difference of opinion on

which students should receive attertion. Guidance and counseling programs often
are criticized because they provide extensive services to select groups of
students, such as the college bound or the behaviorally deviant, while totally
neglecting others or providing them with more superficial or intermittent help.
Assumption #3 speaks to this criticism by dictating that the gsidance-related
needs of all students must be addressed by guidance and counsel ing programs.

Both of these assumptions compound the data collection and program design
problems which ever exist in dealing with small groups of students who receive
all available attention. If these assumptions are accepted, the first mcnumental
step should be the gathering of comprehensive needs assessment data representative
nof all students since, as has been discussed earlier, the key unit of needs
assessment should be the student. One strategy for expediting this assessment
procedure is to assess the needs of representative samples of students who
seem to nave characteristics similar to those of other youth in the various
subgroups from which they were selecied. Then, a feedback verification process
should be used to determine if the sample needs assessment data collected are
representative of the total population needs.

Terminal Competenciec Desired

The purposes of guidance and counseling programs should be stated in the
form of objectives whicn specify the desired terminal behaviors or outcomes of
snecific student target populations. These Statements of terminal behaviors
must clearly indicate what each student should be able to do as a result of
undergoing program instruction or counseling. Such statements can then serve as
tne bases for the selection of appropriate instrustional-counseling stra.egies
and evaluational techniques and procedures. The cverall aim is for each pro-
gram in a comprehensive career guidance system to include these cbjectives,
as well as learning st-ategies and tests instrumerts necessary to enable every
student to have assistance in meeting his guidance needs. In order to Jrogress
toward this type of an individualized system of giuidance and counseling, it is
necessary to have th2 resource capability to produce needs assessment cdata,
related objectives, and the materials and procedures needed to meet each student’s
particular problems, as weil as the authority necessary to implement tie pro-
grams thus developed.

The principal portion of any useable objective specifies the terminal
behaviors or outcomes desired by or for the students entering a program. Varied
approaches have been used to igentify possible terminal behaviors for guidance
Jrograms. For example, for the design of vocational guidance programs, pro-
fessional li*erature is replete with theory-based opinfons and subjective
otservations °f phases in the vccational development of youth and these often
are used to suggest particular youth needs. There are also a number of reports
using supposesly objective data collected through needs surveys of current
students and follow-up studies of school graduates and dropouts. Too often such
data involve abstractions which are difficult to translate into specific student
knowledge, skills, attitudes, and overt behaviors. Since the most pranising
approach to the identification of terminal behaviors is to rely on empirical
data collected on current and former student guidance-related needs anc problems,
some recent attempts to accomplish this will be reviewed below. The purposes of
this review are to point out strengths and weaxnesses in these attempts and to

o Make suggestions for improved needs assessment instruments and procedures.
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Lilerature review. 5Sone e.treTely cumprehensive follow-up studies have
Leen conducted tor the purpose of improving educational subsystems including
auidance. An example is a recently completed study (Eninger, 19¢5, 1968), based
on a large national sample of American nhijh schaels, of the processes and products
of programs in trade ar:! industrial vccational eac.cation. The questionnaire used
‘n this study inzluded typical items requesting reactions to vocational counseling
and job placement assistance provided in the high schools. ilowever, data collected
tnrough suct auestions contritete little to the problem of clarifying student
objectives tnd related outcome benaviors on which imp-aved guidance prograsis
should focu ..

Two otner parts of the Eninger :uestionnaire focused on more meaningfu!
¢ata which have implications for improvements in needs assessment approaches.
Gne was a sect’on asking yraduates to indicate, among other things, how import-
ant various skill areas like "personal relations skills . . . dealing with
people” were for their preseat jcbs and whether they feit they could have
profited from more 1nstruction in this area. Althcugh it represents a laudable
effort at collecting data concerning skills which pay off in a real world
nccupational setting, the label “personal relations" is not sufficiently specific
tu provide information useful tc a program aeveloper. In other words, Eninger’s
stretegy moves in the dircction of determining desired competencies, but the
dat2e lack the specificity needed for guidance system purposas.

The otner relevant section of the questionnaire deait with the recru: .v-nt
and selection of studen*ts for vocational education programs. For exampie,
tninger (1969, pp. 2-66) reported that for samoles of students from the 1951, 1958
ana 1962 years, vocational graduates who entered and were found working in
accupations related to their fields of study experienced more favorable occu-
pational outcomes (e.q., presert job wage rate, and jobo satisfaction) than:

. academic program high school dropouts (35%)

. academic program direct to work graduate: (38%)

academic program college dropouts (33%)
Tnese findings suggest that cany students in academic programs might have
received a more appropriate educaticn, as far as subsequent occupational
outcomes are concerned, if they had selected and completed a vocational pro-
gram. Another finding outlined in this same report indicated that on the basis
of 394 vocational courses an average of 32% of the graduates woule not have
been recormended to the employers ian the occupatioral area these ycung people
studied. This raises questions concerning the wisdom of their oriyinal course
selections. All of these findings point to recruitrent and seiection problems
which a guidance systen couid help resoive, but they do not pruvide sufficient
detail on exactly what the resultant guidance programs should enable students
to do--i.¢., the terminal competencies students should possess. Such detailed
outcome infcrmation was not an intended product of Eninger's work.

Comparad with the Eninger study, most other follow-up studies contain major
flaws. A typical approach has been to ask students to indicate the most as well
as the least beneficial courses and services provided during their high school
experience (e.g., Donaldson, 1969; Cook, 19633. Campbell (1968) in his national
survey of vocational guidance in secondary education attempted to go beyond this
type of superficial probing. He asked approximately 7,000 respondents (parents,

4




teachers, students, school administrators, and counselors) detailed guestions
about available and needed quidance services. His pricedure of involving the
key participarts in the educational process in needs assessment activities is
con,istent with the approach recomnended earlier in this chapter. A. an ex-
ter:sion of this procedure, it mighi be even more desiratle to have them interact
with each other during the collection of preliminary assessment data and/or
during the review ¢: data collected from them separately.

Campbell used a variety of item formits to get students to indicate which
of the following services were available in their schools, which ones they had
used, and which ones were not available in their schools but definitely were
needed:
help in choosing occupations
interpreting and understanding test results
improving study habits
help in being admitted to post high school educational institutions
dealing with personal and social adjustment problems
getting a job after graduation
celectina school sutjects
conducting parent conferences
planning programs of siudies
evaluating school progres:
learning about the world of work {(e.g., salaries, job promotions,

fringe benefits, job adjustment, etc.)
In addition, Campbell asked students aboui their procedures for contacting
counselors; what specific job information they knew was available; and their
reactions to available occupational pamphlets and publications. This type of
detailed approach should produce useful findings for persons interested in
specifying terminal behaviors upon which to develop guidance programs. How-
ever, there still is room for improvement in the specivicity level of thne
items. Hopefully, these improvements would e achieved 10 surveys solely
dedicated to the gathering of data meaningful for the design of guidance and
counseling programs. NO such survevs were tound; therefore, ihe only alterna-
tive was to glean ideas from clightly relevant approaches and then to construct
a more appropriate technique.

—r  —
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Fifield and Watson (1967) reported the results of a more localized folicw-
up study conducted in two Tdaho cities in wnich they focused on the educational
and occupational experiences of high school graduates over a ten-year period
(1954 to 1963). They sampled student attitudes toward the general effectiveness
of various educational programs including the guidance services. Tor example,
students were asked t¢ indicate on @ four-point scate their reactions to the
following guidance program aspects:
understanding interests, abilities, and limitations
interpreting tests
deciding what courses to take in high school
meeting some personal and social problems in high school
planning for current work
getting adjusted after graduation
deciding whether or not to go on to college or to school
choosing a school or college
getting into a school or college

OER~NOU &AW~
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Fifield and Watson's list bears marked similarity to the areas touched by
Campbell's national survey. However, the questionnaire used in the Idaho study
took an additional tack in trying to get students to identify major personal
adjustment problems encountered after graduation from high school. These
researchers apparently assumed that if students were to identify such problems,
guidance leaders would gain information regarding both developmental phase
programs which they should design in order to help other cstudents avoid such
problems and prescriptive phase programs which should be aimed at students
currently encountering such problems. In order to arrive at their persondl
adjustment data, Fifield and Watson asked their questionnaire respondents %o
check items which applied to them from those listed below:

accepting adult responsibility
finding a job

adjusting to college life (academic)
adjusting to college life (social)
adjusting to married life

financial problems

getting out on my own

no problems

other {specify)

Loo~NOUH W~

The ibstractrness of these items reflects the ambiguity which undoubtedly was
characteristic of the data collected by them. These data simply would intro-
duce areas of concern which would have to be investigated in more detail if
information for determining student terminal competencies was needed by gquidance
program developers.

There are two especially serious limitations which plague follow-up studies
of graduates and school dropouts: (1) the questionable validity and accuracy
of students' recall of their previous school experiences, and (2) the appropriate-
ness of such information when it is applied to needs and problems being faced
by current school students. By the time follow-up study information is reported,
too often the actual respondents are at least five to ten years beyond their
high school experience. Some attempts are being made to overcome this problem
by doing intense analyses of current student reactions. ror example, in Santa
Clara, California a countywide survey (Bay, Preising, Dedong, 1968) of the
reactions of 4,457 tenth-grade students was conducted in 1968 and reported as
a "need assessment”" for schools in that county. Two of the techniques in this
particular survey were to ask students to indicate areas in which they wished
the schools would help them, and areas in which they also felt the schools were
doing the poorest job. These techniques an also be criticized since they ask
young students questions which they might ot be able to answer because they do
not know what they will need later in life. Such students also might not have
sufficient "observationa. distance" to be able to criticize current educational
services objectively. It is predicted that no approach to needs assessment will
be safe from criticism.

Examples of Santa Clara County items which possibly might produce data
relevant to the design of guidance and counseling programs included the following:
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receiving help from counseiors on personal problems

helping to make school ruies

being involved with the problems of other people in the community

understanding yourself

knowing how to handle emotions

having parents and teachers talk together

understanding why you act as you do

understanding what contributes to a good family life

helping you think that learning is important

helping you feel that it is worthwhile to do something with your life

helping you have the skills needed to make a living

helping you believe that democracy is important to individuals

having opportunities to discover what you would 1like to do with
your 1life

having information about future employment opp..tunities

feeling that you are now profiting from what you are studying

learning about 1life as it really is

understanding the causes of racial disorders in cities

understanding the purposes of law and order

—_ et
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Even though these jtems on which data were collected are more comprehensive and
specific than any of the other surveys reviewed here, once again the results
provide little more than hints of the types of terminal behavior areas upon
which program development and evaluation can be based.

Two alternate procedures which procured detailed data should be noted,
A study conducted by the American Institutes for Research (Flanagan, 1966)
for a school district in the eastern United States, attempted to combine data
from both former students (one to five years out ef school) and current students
at the fourth, sixth, and high school-grade levels. Open-ended questions were
used in order to get at more behaviorally specific information than that
typically available through such surveys. Examples of the 9uestions used were:
"When you need help in learning, to whom do you' go for help?" and "Do you get
the help you need?" The high school students sampled also were asked to indi-
cate a recent illustration of a need they had experienced, what had happened,
and their opinions of how well the school had met their particular need. Further-
more these students were asked to identify effective and least effective things
the school had done in helping them to meet their particular needs.

This investigation of current students involved innovative strategies
including the use of open-ended (i.e., free response) items and the collection
of some data through interviews instead of through group administered or mailed
questionnaires. These strategies suggest that future attempts to collect data
on desired student outcomes for guidanc: and counseling programs should include
viable alterna-ives to the short-answer format typically used in surveys. The
difficulty of the *ess structured approaches becomes quickly apparent once the
data compilation process is begun, particularly when large samples of youth are
studied. However, it seems quite possible that the desirability of collecting
large sample data through massive surveys could be counterbaianced by the benefits
of using sensitive but representative investigations conducted on smaller
scientifically selected samples of youth.
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In 1960, Project TALENT, a 20-year follow-up study, began by assessing the
aptitudes, abilities, interests and background information of over 440,000
American high school students (Flanagan, et al, 1962). Although this project
is a very reputable follow-up study, guidance program developers have received
only indirect assistance from its resuits because TALENT was not initiated for
the explicit purpose of collecting data which could be translated into student
terminal competencies for guidance and counseling programs. The approach used
in this longitudinal study provides a highly specific model for career pattern
studies: however, it was designed basically to provide test-validation datz and
to provide background characteristics of students pursuing various career paths,
not for the explicit purposes described here. Its purpose was not to assess
youtns' felt needs. In performing this mocelling role, however, it does establish
some guidelines which should be followed by program planners who recognize that
needs assessment procedures should .e administered on a longitudinal rather thar-
a "one shot" schedule. -

Recommended approaches to needs assessment. Most of the studies described
earlier attempted to involve students in making recommendations for improvements
in educational subsystems. Most contemporary youth desire to be more involved
in making decisions relevant to both institutions in which they participate and
to their own personal futures. VYouth participation should be attempted in the
area of guidance and counseling program development after young pecple have been
given sufficient background so that they can make informed contributions to the
stating of desired terminal competencies. Program developers should communicate
closely with youth to help them identify their concerns and to tic these down to
factual reports of behaviors students need to acquire or to modify. Students
should not be asked to help in program design without having opportunities to
consider possible alternatives that could be incorporated into such programs.
During the process of eliciting student participation, attempts should be made
to explain some of the possibie alternative programs and program elements.

One needs assessment strategy that has not been explored in detail involves
intensive behavior analyses of the problems faced by youth both during and after
their elementary and secondary school experiences. Such behavioral analyses
can be used:

(1) to identify these behaviors students need to acquire and to perform

in order to function effectively in youth and adult roles both
within and outside of the school setting.
(2) to identify behaviors which seem to interfere with the learning of
these effective behaviors; T
(3) to collect data regarding internal and external stimulus conditions
(e.g., conscious thoughts, environmental factors, etc.) which: (a)
seem to have influenced the learning and past performance of both
types of behaviors, and those which (b} seem to currently maintain or
reinforce performance of these behaviors.

To implement a behavioral analysis approach for these purposes probably
requires detailed interviews, observations, or case investigations. Former
youth who had experienced success and satisfaction in various adult roles and
similar individuals who had experienced an inability to perform these roles
effectively could be sampled. For guidance and counseling programs concentrating
on current youth roles (rather than anticipated adult activities), the same
general approach could be used by collecting detailed information on the effective
and ineffective performance and the prevailing control conditions influencing
young persons who are presently in such roles. Studies could be made of persons’
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selected through stratified, rather than random, sampling techniques. The
stratification considerations should match the characteristics of the various
subcultures within the student population for which each guidance and counsel-
ing program will be designed. Eventually, discriminations between effective
and ineffective behaviors could be used to facilitate the identification of
program terminal objectives for these students.

It is anticipated that in subsequent adaptations of the project reported
here attempts will be made to develop interview instruments which will involve
students in a process of identifying terminal competencies which they believe
guidance and counseling programs should help them acquire and perform. Student
and adult interviewers will be considered. Each interviewee will have an oppor-
tunity to review a series of competencies printed on cards pre-sorted into
understandable categories. He will also be able to add to this series any
he thinks have been overlooked. Rankings will be employed in an effort to produce
meaningful data which can be collated across student subgroups. Some students
will be interviewed .n more depth in order to obtain the detailed behavior analysis
information described earlier. Variations of the student instrument will be con-
sidered for administration to other individuals {(e.g., parents, school adminis-
trators, pupil personnel workers, teachers, etc.) who have interest in developing
and evaluating a comprehensive career guidance system and its specific programs.
It is predicted that this needs assessment strategy will combine strengths and
avoid weaknesses noted for many of the survey approaches reveiwed in the previous

sections of this chapter. The lists of competencies can be extremely compre-
hensive and yet sufficiently behaviorally specific to provide youth information
which will clearly facilitate the writing of instructional and counseling
objectives for individualized guidance programs. In addition, the process will
be open-ended both during initial and follow-up interviews and should be more
motivating for the interviewee than would be the case if survey questionnaires
were used as in earlier studies.

The design of guidance programs in the developmental phase of a comprehensive
guidance system should involve the integration of this type of perscnalized
behavioral analysis data with information from other sources if such information
can be made specific and meaningful. Example information sources include exten-
sive theories of career development and experimental research investigating
various ways that the developmental patterns of youth can be modified. Educa-
tional personnel both within the school system and from post-high school
education and training programs have important information students must con-
sider in making their long-range career decisions and plans. Societal neads
as expressed through community expectations, including the needs expressed by
industry and business, must be given due consideration, aleng with student-
initiated data, by those persons developing objectives for guidance and
counseling programs.

In respect to the prescriptive phase of guidance, behavioral analysis data
on the desired terminal competencies of students should be more meaningful than
data available through instruments traditionally used by counselors to help
students assess the problems. For example, the Mooney Problem Check List
attempts to collect youth probiem information by presenting students with an
extensive list of 300 prcblems which might be troubling them. Even though such
a Tist is much more comprehensive than those used in any conventional follow-up
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counseling per:.onnel and measurement techniques siuch as performance tests and
behavioral observation records. In order to provide students with additional
date against which they can check the validity of their perceptions, the
critical incident technique incorperating couriseling personnel observations

has been investigated (Kratochvil, Jones, and Ganschow, 1969) and is discussed
in more depth in Chapter IX. An example instrument developed to help students
determine their competencies in the vocational guidance area is the Occupational
Knowledge Survey (OKS) (Jones and Johnson, 1970) discussed in Chapter VI. As

is discussed later in the current chapter, more emphasis needs to be placed on the
development and validation of what might be termed "Guidance Placement Tests"
which, unlike the JKS, would measure all types of student competencies including
skills, attitudes, and overt behaviors, and not just knowledge.

Needs Statemcuis and Behavioral Objectives

The final step in needs' identification and assessment involves a
"pachaging" activity of putting down in written form the data collected on
terninal and entry competencies of ycuth in each target population. Guidance
and counseling professionals, students and parents, and teachers and adminis-
trators should cooperate in stating the range of guidance-related needs upon
which programs and services, directly and indirectly involving students, might
be based. Needs' statements describe the nature and extent of discrepancies
between terminal and currvent stlatus competencies for individuals in the t:rget
populatinn i for homogeneous groups o yourth with similar needs in spec. able
areas. Behaviorally operational obj..tiv~s are developed from these needs’

statements. However, the exact cont- . 1.1 format of t{hese objizsctives are
determined by the nature of the iu «no v.g9., students, proao-am deve]ogers,
srogram evaluators, parents, tea“hers . ,coitoard members, punlic, etc.) for

wiom they are written. The same cbject ve migcht have to be stated three or
four different ways depending upun the rature of ~he audience involved. On
this issue of the content of obj:ctives, Briggs (1y70) pointed out that:

Many important purr o< are served by stating
educational object <, and the kinds of
statements that are rc2levart to each purpose
differ. Mare specific objectives are needed
by a teacher or a course designer than are
needed for other purposes {(p. 34).

Regardless of the purpose for which objectives are stated, they all siiould
specify student performance outcomes, (i.e., exactly what the student will be
aple tc do). Ir urder to accomplisn this, objectives must concentrate on student
terminal competencies and assume that decisions about target population and
student entry competencies were made explicit in th? reeds’ statements from
which the cbjectives were derived. Briggs (1¢7)) presetted aun excellent
surtuary of the role and development of behavioral {jectives in instructional
design. He ac:epted Mager's (1962) threc .riteri tcr wiel nust be specified
in oUjectives:

(i) the inaterials or cbjects with wnich the <. dent wi.  be proviled;

(2) wh-t ne will be able to do (i.e., tre terr il competence); and

(3) how well e will be able (o perr v gt
Than, he went v to 11lustrate how objecis e ~an ., a%one a dimension of
generality-specificat,.  Includ ' in his list of <-+ -~ le. 2re national educational
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aims, local school aims, local curriculum decisions, course objectives including
life-long objectives and end-of-cours objectives, and unit and specific
objectives.

In Chapter VII, the activities of identifying terminal competencies and
translating these intc objectives at varying levels of specificity are illus-
trated in the guidelines used in the development of a program for effective
personal problem solving. Helping young people to solve real-life problems
wisely often has been viewed as the central task of the guidance movement. In
this program, a comprenensive 1list of 28 behaviors postulated to be conducive to
effective persoral probiem solving served as terminal competencies expected of
students and was used to derive program objectives for jnstructional materials
development. From the program development objectives, sets of objectives for
program evaluators and student use were formulated.

The process of defining explicit objectives at various levels of specificity
for various purposes can be very exacting. At the same time, the advantages of
performing such detailed activities should be readily apparent. It is postulated
that many of the previous attempts to help youth develop personal problem-
solving skills have been ineffective because of the lack of operationally
meaningful objectives phrased in terms of student performance. It is predicted
that if such objectives are specified for all types of gquidance and counseling
programs key steps will be made toward the improvement of guidance and counseling
services in school systems.

2 Classification of Objectives by Commonalities and Priorities

Needs statements translated into meaningful behavioral objectives should
constitute a rather extensive data bank of guidelines for guidance and counseling
activities and later should be linked to alternative types of assistance avail-
able for students. To expedite student comprehension of the available alter-
natives and to foster improved cdministrative efficiency in the development and
evaluation of programs, the data bank of objectives shouid be organized in a
meaningful fashion. One organizational approach involves finding commonalities
among the various needs and related objectives by determining how they group
tcgether 1n terms of their content or purposes.

Commonalities of Objectives

One example of grouping student needs and objectives by content is that
which resulted from data collected through yuuth needs surveys, follow-up
studies, theories of career development, ad analyses of successful guidance
programs and guidance-related research projects. These act*vities led to the

tentative classification of the following six interfacing content areas of
student needs:

Vocational. Behaviors related to exploring and making decisions concerning
both opportunities in the world of work and personal charac-
teristics related to such opportunities.

Educational. Although often related to vocational behaviors, behaviors
in this area involve exploring and pursuing educational
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opportunities independent of, or not immediatcoly
having, vocational concomitants. These beha\icrs
involve e nloring, making decisions concerning, and
pursuing the amount ard kind of education and train-
ing one wants during and after elementary ani second-
ary school and throughout life.

Personal-Social. Intrapersonal competencies needed to fun:ztion
effeccively as an independent person and inter-
personal behéviors needed i1, small group situations,
including two-person relationships. Behaviars
applicable to various settings including home, class-
room, and marriage.

Academic-learriing. Behaviors involved in handling difficuit
situations and varied learning tasks more effect-
ively and efficiently. Learning how to learn in
varied settings, not just in the formal classroom,
is of prime concern as are one's thoughts and feelings
in non-social interaction settings.

Citizenship. Behaviors differentiated from those in the social
Lehaviors area because they are appropriate to larger
groups of peopie and to secondary (e.g., goverrment)
rather than primary (e.g., family) social systems.

Leisure. Behaviors utilized in the exploration of leisure,
cultural, recreational pursuits and behaviors
involved in exploring one's personal characteristics
related to such pursuits, making decisions on the
basis of such information, and pursuing one's
involvement in available opportunities.

The follow1nq example of classifying student needs and objectives by
their common aims and purposes cuts across the above six content areas. ~he
classification procedure illustrated in Table 1 identifies the 12 componencs
postulated to include all functions needed for a <omprehensive career guidance
system and, therefore, is more conducive to the actual development of guidance
and counseling programs than is the content classification scheme. Undouhtedly,
program developers in such a sy.tem will have to make additional groupings of
students' needs and objectives in order to efficiently carry out their program
design activities. In any additional grouping or regrouping, each group of
related behaviors should be treated as a program .nit with its own instructional
and counseling strécegies and materials and with its own evaluation procedures.
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Priorities Among Groups of Objectives

A major benefit which can accrue from systematic analysis of student
guidance-related needs and the specification of groups of objectives cerived
from these needs is the decision-making parspective permitted by comprehen-
sively mapping out these guidelines for all possible guidance and cownseling
programs. As indicated earlier, the personal relevance of groups >f objectives
and specific objectives will depend on the goals of students in the target
populations involved. Ir. most schocl settings, many and variea guidance and
counseling programs pro*ibly will be required. If this will be the case,
decisions will have to be made regarding the sequence of specific program
development and implementation. Far too freauently. such comprehensive
decisions about program priorities are neglected because guidance professionals
choose, or are forced, to devote thaiv time to crisis intervention, “"putting

o out brush fires," or to what sometimes has been called 'dispensing the inme-
ARJKj diate.* Hopefully, program design which has reached this particular point
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through the application of a »ysteallc anpr.ach to discovering needs and
specifying objectives will nol have to 071 Hack an unsysteratic decision
~ar1ng governed only by limitations in staff, tacilities, and resources--
let alone by unsophisticated admimistrative Teadership.

Before decisions regarding program priorities can be rate wisely, the
criteria for establisning tnese priorities rust be established. Character-
1stics of the tarcet ares and the target population for which programs will
be designed will influerce the selection of criteria. Example criteria in-
clude: cnronological order of cccurrence of students' needs, deyree of severity
of the needs, student interest levels, number of students involved, fiscal
cynstrainis, facilities available, or supply of qualified staff. Criteria
celection should be conductec in concert with the students andg parents whose
interests are being served. In an optimal situation where few constraints
nave to be placed upon this decision-making process, individual students'
needs should be stressed as much as possible. As the number of constraints
increases, then one alteraative is to group students’ nceds by similarities
or even to 90 beyond this to focus programs only on the needs of the largest
or most reoresentative groups of students.

A close _..dy of components listed in Table ) ¢ ;nests that some decisions
regarding pri.r.ties also could be made on the bas » ¢¢ the categories into
which these components have been grouped. Ffor padtnle, 85 noted earlier Shaw
and Tuel (1966) prefer that programs involving indirect interventions be Jiven
top priority for guidance and counseling staff time and effort. Assumption
55 is incompatible with their recommendations since it encourages focusing
on direct intervention programs and recormends that attention be directed
first to programs in the develupmental phase of guidanze a~d next to programs
in the prescriptive phase. In any school setting where attemuts are made to
rank-order program priorities, the rationale underlying such decisions should
be made explicit and the participants who will be most affected by the decisions
choyld ha informed of the alternatives available and should be involved in the
choi:es that have to be made.

3. SEecification of Alternative Stratsﬂies and Selection of One or More

To this point no consideration has been given to the identificaticn and
design of strategies and materials which hold promise for helping youth effect-
ively and efficiently master high pricrity objectives cr groups of objectives.
This has not been inadvertently omitted but has been consistent with Lohnes'
(1969) recommendations made in the previous chapter. Means considerations
should be held in abeyance until detailed attentior has been directed to clar-
ification of youth needs and prograi: purposes. Having achieved clear state-
ments of priorit. needs and related objectives, program and evaluation designers
should now be able to demonstrate creativity in selecting and investigating
a wide range of possib'e instructional, counseling, ard evaluational approaches.
Once again, this is an activity in which youths anu parents should be involved.

We have been attempting to: (1) compile a body of techniques and pro-
-edures which can be used in implementing the 12 components outiined in Table 1;
(2) to evaluate the effectiveness of some of tre currently available techniques
and procedurec; and [2) to conduct developmental work where ones have not been
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2eatlal oL Suth eftorts w11l orgt erhaust the range (¢4 rossibie strategie s bt

w1l persat experirental comparisons of the relevent ef fectiveness of a few
alternate approechs2s. bxamples of raterisls and strateaies that have been
investigated include: booklets, films, audio®apes, videctapes, group discussions,
v1s1tations with cormunity resource persons. tndividyal and group interaction,
tisiussions with fellow students and with counseliny personnel (i.e., teachers,
counselors, school psychologists, school social wirbers, pdaraprofessiondls,

ard any otner scnool personnel having direct counseling interaction with students),
COTuter Tonitoring, and on-line computer assistance.

Cf all the recent innovations in guidance-related in:tructional and
counseling strateaies, including a proliferation ot multi-media presentations,
group counseling procedures, simulation games, wory samples, and problem-soiving
hits allowing youth tc reality test actual job experience, perhaps the most
sijnificant developments to date have been computer applications, particulariy
in vucat onal guidance. In order to illustrate the wide variety of strategies
svailavle through a single medium of presentation, the remainder of this
section will focus on alternative cusputer approaches. The basic purpose of
these illustrations is to indicate the innovative thinking that can lead to
adopting a resource, such as a computer, for a plethora of instructional and
counseling purposes once the terminal competencies of students have been
specified. Not too surprisingly, the guidance computer applications wnich
have received most publicity have been those involving the direct intervention
components identified in Table 1. In the following paragraphs, thic type of
application is referrea to as a computer-acsisted approach while each appli-
cation which concentrates on th: indirect intervention components of Table 1
is labelled as a computer-supported strategy.

Computer-assisted applice ions involving students in an 1nt2ractive mode
at the input-output typewriter of a computer terminal have received extensive
investigation. One of the best publicized projects was the lnformaticn System
for vocationa! Decisions (ISVD) developed at Harvard University by Tiedeman
and colleagues (cf. Tiegeman, et al, 19b/7). This comprenensive system attempted
to build in the flexibility necessary for students to take a leadership role
in interacting with computerized assistance related to the vocational areas
of components two through five listed in Table 1. ISVD intended that students
should: (1) explore data on themselves and available educational and vocational
opportunities, (Z) develop their decision-making skills through a career
simulation game, and (3) use those acquired skills to translate such data into
information necessary for making personally meaningful vocational and educational
decisions. The remarkable attempts this project made toward achieving an
open-ended systen in which each student experienced trecdom in determining
his own goals are characterized by ISVD's progress in the area of natural lan-
guage programming. If the plans for such computer programs had been realized,
stud-nts would have been able to converse with the computer in their natural
conversational mode. In the light of the current status of both computer
technology and educational finance, the probability of installing an ISVD-type
system in most ccnventional schools has been recognized by many persons to be
particularly low. However, ISYD's aim of enabling each student to feel a
"sence of agency” in being free to make and capabie of making career decisions,
espec ‘ally wnen assisted by computer technology, must remain as a prevailing
theme for ali guidance and counseling programs.
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A more restricted but currently operational apprnach to computer-assisted
yuidance is the Educatioral and Career Exploration System (ECtS) deveioped
with the computer technology oxpertise of IBM and the guidan:e and counseiing
knowledge of staff, especially Donald E. Super, at Teachers “ollege, Columbia
University {cf. Minor, Myers and Super, 1969). Unlike ISVD, ECcS received
4 three-month field field test (Thompson, Lindeman, Clark anc B«hn, 1970) in
New Jersey and is currently being evaluated with students in f1lint, Michigan.
Jther examples of computer-assisted educational-vocationai guidance approaches
which have been made or are being investigated include the System for Inter-
active Guidance and Information (Katz, 1969), Computer-Assisted Career Explora-
tion (Impelliteri, 1967), and the Computerized Vocational Information System
(Harris, 1970). A1l of these touch with varying degrees of depth and reputa-
bility on the educational-vocational aspects of components two, three and
five of the comprehensive guidance svstem outlined in Table i. Another alter-
nate computer approach focusing solely on component three invuives providing
students with large information binks of educational and occupaticna’ data.
Many such alternatives aic currently being marketed within price ranges
considered feasible for modern school systems.

A number of innovative computer-supported strategies involve procedures
which are within the budget Timitations of school districts but are beyond
the more administratively oriented pupil accounting and business management
activities usually computerized by school districts. Smith (1969) reported
one approach, ALERT, derived from Cooley's (1964) description of a "computer-
measurement system for guidance." The purpose of ALERT was to use data
derived from follow-up studies of four successive classes of graduates in
order to monitor current students' plan-_ activities and characteristics.
The computer apprised counselors of “alert" cornditions for specific students,
such as those who had selected courses considered inapprcpriate for their
post-high schcol educational plans, whose grade-point averages did not
maasure up to tnair post-high school plans, or who were not enrolled in classes
required of all graduates having similar plans. The type: of computer-monitored
activities programmed by Smith are exemplary illustrations of indirect inter-
ventions in which technological resources can be used in a student's behalf
in order to tailar the educational setting and system to his needs and multi-
potentialities.

Flanagan (1970b) presented examples of computer-supported indirect inter-
ventions implemented in Project PLAN, a nationwide atvempt to provide individual-
ized education. PLAN is perhaps the best available example of a computer being
used in diverse ways to: (1) enable guidance programs to integrate with student
learning activities in s.>ject matter disciplines; and {2) provide a wide
variety of indirect interventions which facilitate student cereer planning,
particularly through helping each student and his parents to develop his
program of studies of specific instructional modules and teaching-Tearning
units related to his long-range educational-vocational goals.

The major strategy of the PLAN educational system is
related to the guidance and individual planning func-
tions, the program of studies, and the analysis of
students' results on module and achievement tests.
These aspects are also heavily dependent or the com-
puter, primarily for doing scoring, record keeping,
matching, and making predictions and indicating
probabilities. The computer thus becomes a very
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valuable resource for the teacher and studert in
planninc and guiding the student's educatiunal
program (Flanagan, 1970, p. 9).

Procedures such as these provide the clearest derivations of Assumptions 1
and 4 stated in Chapter I1. PLAN guidance programs will be discussed in
greater detail in later chapters of this report.

Ore computer-supported function planned as a future w.ddition to those
which Flaragan lists apove is the processing ot critical incidents of student
behavior recorded by students and their teachers, and the subsequent suggesting
cf prescribed learning experiences which siudents might decide to explore
in order to help them maintain or improve behaviors related to their personal
and social development goals. A second possible addition involves computer
processing of simulation experiences which provide students with opportunities
to practice career decision making and planning skills. Simulations would
be developed using student data availavle thiough large data banks such as
Project TALENT and would enabie students to explore and to plan hypothetically
the career developmental patterns of anonymous students. This simulation
process would enable students tc compare the decisions and plans they
construct for each data bank student against those actually implemented by
that student. A more detailed treatment of simulated career planning
exercises can be found in Chapter VIII.

‘r

The computer-assisted and computer-supported strategies just described
illustrate the wide array of possible enabling procedures available for
guicance and counseling programs. Numerous other examples could be appended
using media other than computers. The conclusion which should be drawn from
these illustrations is that when such a monumental cafeteria of resources
is available from which guidance program developers and students can identify
alternative strategies and can decide on a specific strateqy or strategies
to implement, guidelines must be available to regulate this decision process.
Primery guidelines are the predetermined d2sired competencies, needs and
related behavioral objectives of the programs' target audiences. Only when
decisions regarding enabling procedures are delayed until such guidelines
are meaningfully clarified can relevant, purposeful student and parent prograns
be selected and developed. When more than one desirable strategy is available
for any behavioral objective or set of objectives, constraints in addition to
those imposed by the learning value of the materials and procedures should be
considered. A second set of guidelines should be based cn empirical data ‘
coilected through reputable research and evaluation studies. Too few data
indicating what works with which students under what conditions are available
as determinants of strategy selection decisions. Regardless of which guidelines
are used, the selection criteria should be stated explicitly in advance and,
wherever possible, should be derived from consultations involving guidance and
counseling professionals as well as representatives from the target population.
Throughout this decision-making process, such criteria as cost, staff avail-
ability, staff skills, and s-hool plant facilities should be given delayed
consideration in the selectiun of instructional and counseling strategies
which will be used in the design and implementation of guidance and counseling
programs. If these criteria are considered prematurely, the creative design
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of potentially effective strategies can be stifled by the weight of what is
"practical."

4. Design, Schedu]ing, and Implementation of Selected Strategx or Strategies

The organization and implementation of programs keyed to particular object-
jves and composed of related instructional-counseling strategies, necessitates
concern for school settings (including the immediate availability of trained
staff and the coordinated scheduling of quidance-related programs with other
academic activities) in which they will be tried and for the conditions (e.q.,
feasinility of a management informatio: system perhaps computer supported,
long- range supply of trained and motivated professional staff, adequate
financial support, ~Hsitive student interest, and degree of program adaptability
to changing characte. istics and needs of the youth in the target populations)
which will expedite the maintenance of these programs, and of the comprehensive
guidance system itself, over an extended period of time. Often this fourth
step in the system analysis-development-evaluation cycle is one which is ignored
or given only minimal consideration. Students, parents, and school staff need
definitive suggestions of alternative ways to organize the guidance learning
process and to put it into practice. One such alternative which is being
investigated in many school districts is that of incorporating selected
instructional and counseling materials and procedures into individualized
guidance-related learning units presented in a separate guidance class or in
selected “ime periods in various subject matter classes, or in such a fashion
that they are integrated with (and are not distinguishable from) other instruc-
tional materials and procedures used by students. In Chapter VIII, an example
process is described by which a group of counselors and teachers from the Santa
Clara Unified Scnool District in Santa Clara County, California, recently
reviewed a data bank of 175 student-orierted educational and vocational guidance
objectives. Subsequently, they chose 21 objectives to comprise a pilot develop-
mental program for students in grades 7 through 12. Guidance learning units
were then developed for these objectives and are currently being implemented
and evaluated during class periods assigned to the basic subject matter areas.

Earlier in this chanter it was suggested that guidance and counseling
techniques and procedures used in the indirect intervention components listed
in Table 1 should be linked just as closely to desired student outcomes as should
the direct interventicns such as those noted throughout this chapter. For example,
if systems monitoring, parent orientation, or community resource assistance
(see Table 1, "INDIRECT INTERVENTIONS") are being initiated in a comprehensive
guidance system, objectives should be developed for these interventions and
these objectives should focus on the respective target populations (i.e., systems'
moniitors, parents, community resource persons). llowever, these objectives also
should contain statements which directiy link the desired terminal behaviors of
these people with priority needs of students.

An illustration of this point is provided by counseling nersennel who are
attempting to implement what previously was referred to as a youth advocacy or
ombudsman orientation--performing a role of active advocacy for youth concerns.
These adults would attempt to determine whether or not the educational systiem
is meeting, and is capable of changing to meet. evolving youth needs. This
role of systems monitoring from students' viewpoints might include activities
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such as the following:

1. investigate the processes by which each student is assisted to
formulate his long-range career goals and to link these witn inter-
mediate and immediate goals and with instructional objectives within
his program of studies;

2. interact with teachers and administrators to study the learning
methods and materials which are being used in classes in order to
determine if they do indeed enable each student to achieve instructional
objectives specified in his program of studies;

3. monitor the school testing program to evaluate the efficiency and
effectiveness of the various tests purporting to assist each student
to assess his performance on his instructional objectives and his
progress toward his agreed-upon career goals.

4. study the services offered by technical support facilities in order
to insure that technology is efficiently and effectively enabling
each student, parent, and school personnel to monitor student progress
and to facilitate his planning and decision making; and

5. work with teachers and administrators to investigate the degree to
which the enviroument of the school is facilitating each student's
learning and personal development.

General activities such as these should relate closely to the developmental
needs of students within the school setting. This necessitates that these
activities be translated into meaningful behavioral objectives wh“ch can help
regulate and evaluate the performance of counseling personnel. Such objectives
should state the terminal outcomes which optimal performance of each activity
should help a’1 students acquire and perform within the school setting.
Similarly, detailed analyses should be conducted and the resultant objectives
should be stated for implementation activities of personnel and technology
selected in the other indirect intervention components listed in Table 1.
Perhaps guide sheets, 1ike those illustrated in later chapters, are just as
necessary for school staff engaging in these activities as they are for youth
who participate in learning activities in guidance and counseling programs.

5. Evaluatior of Strateax and Efficiency

To complete the initial cycle moving from systems analysis and into systems dgﬁ
development and implementation and to provide feedback information facilitating
validation or correction of previous phases of the systematic derivation of a
comprehensive guidance system, concerted and early atteition must be devoted t5
evaluation design, procedures and instruments. The delay of all systems evaluza-
tion considerations until the last phase courts failure since it implies th+-. an
inappropriate sequential "step model" is being used instead of the cybernezic
model discussed earlier in this chapter and incorporated into the five-phase
paradigm of activities described throughout this chapter. The cybernetic model
has been used because it permits evaiuation concerns to be entertained continu-
ously from the beginning activities of assessing youth needs and translating
these into behavioral objectives through subsequent program design and imple-
mentation activities. 1In fact, if each student-oriented objective upon which
individualized guidance programs are designed does not identify both the
measurable student outcome behaviors (i.e., what each student will be able to
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'0) and the criterion levels demanded for performance of such behaviors (i.e.,
how well he will be able to perform), subsequent evaluation of program effects
and efficiency will inadequately concentrate on superficial and perhaps unrelated

outcomes (e.g., staff reactions, student opinions, student attendance, or
parent support).

Evaluation design and procedures for measuring the impact of any part, or
all, of a comprehensive guidarce system must be directed toward 2ssessing the
degree to which each student's needs are being satisfied. This is measured
by the extent to whish students are achieving agreed-upon goals and objectives
both within the total educational framework and more particularly within the
guidanca system jtself. The evaluatior process must p:roduce feedback to the
guidance system programs and to the tota]l educational framework so that correc-
tions can be made if student needs are not being satisfied due to deficiencies
in the system. Some deficiencies might result from the changing and emerging
needs of students as they adapt to, and mold, the rapidly changing society.
A1l activities and programs must have this flexibility of adapting to changing
conditions. For example, without it a guidance program focusing on the goal-
oriented approach of assisting students with long-range educational-vocational
planning might suffer from the weakness imposed by "assuming static conditions
in both the collegiate and the work worlds" (Wurtz, 1566).

As implied above, evaluation design for individualized guidance must be
criterion referenced rather than norm referenced since the evaluation of each
student's progress toward individually appropriate objectives and goals is what
is desired rather than the comparison of each student's progress with that of
other students. Therefore, the ultimate criterion for the evaiuation of any
guidance program musi be the degree to which its direct or indirect interventions
facilitate the student's progress toward his immediate and long-range goals=--
that is, the degree to which each student's needs are being satisfied. Once
behavioral objectives have been specified, the key element in criterion-
referenced evaluation becomes the construction and continued improvement of
evaluation procedures and instruments keyed to these behavioral objectives.

To be useful, these procedures aiid instruments must be capable of assessing
each student's status on 2ach objective both before and after he has entered
into a learning activity period. As in any feedback and correction cycle,
evaluation data must help to refine the original objectives and the suggested
student learning experiences.

It is recommended that here again students and parents must play a vital
role in the evaluation process since by this time they should be particulariy
informed participants. They should be able to make educated judgments concerning
the effectiveness and efficiency of the various guidance and counseling strategies
to which they have been exposed. However, evaluation approaches involving only
a student, parent or counselior "check" should not be considered sufficient.
Specific measures should be developed to sample student knowledge, attitude, and
overt performance outcomes specified in behavioral objectives. Those outcomes
should be sufficiently specific and observable to schcol counseling personnel,
parents and students that agreement will be possible as to when each student
has achieved his objectives. To assist in the evaluation of direct intervention
program outcomes, three types of instruments should be developed:
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(1) Placement Tests should facilitate initial placement of each
student within gquidance-velated units appropriate to his current
developmental status. The purpose of these tests should be to
identify, and to exempt students from working on, guidance and
counseling activities which relate to behavioral objectives they
already have achieved.

(2) Guidance Proficiency Tests should be the =na-of-unit tests which
"help each student assess the extent to which s achieved the
objectives upon which a particular unit was ¢ yped. Each student
should take a Guidance Proficiency Test after he has completed
activities in a learning unit. No student should proceed to another
guidance and counseling unit until he has mastered all of the cbjectives
in the current unit considered to be appropriate for him. ’

(3) Guidance Survey Tests should be of two types. One type should be
made up of some items similar to those used in three or four Gg1@ance
Proficiency Tests, and some items which measure students' abilities
to integrate competencies they have learned in each unit. In essence,
these tests should be designed to monitor the development of each
student over a series of units he has just completed and, therefore,
to check each student's retention of performance related to previous-
1v achieved objectives and to assess his ability to synthesize
the competencies he acquired in a series of units. A second type of
Guidance Survey Test should b= used as a followup instrument to
evaluate student achievement relative to a larger number of guidance
and counseling units. This type of test is exemplified by a broad-
band evaluation instrument such as the Occupational Knowledge Survey
discussed later in Chapter VI. A second example is provided by the
Goals and Behaviors Survey for assessing students' attitudes toward
having or not having career goals in a number of areas of 1ife. This
particular instrument could be used as an evaluation instrument across
a number of guidance and counseling programs. A third example is the
Performance Record for helping students, counselors and teachers
observe and record critical incidents of student personai and social
behaviors in classroom and school settings. Every item on measures
such as these three examples should be keyed to specific guidance
and counseling objectives which students with the aid of coupse11ng
personnel might decide to select and to incorporate into their personal
programs of studies. A final example of a more general followup type
of Survey Test is the case study for assessing student and parent
feelings, attitudes and opinions in regard to guidance and counseling
programs. This procedure should be particularly effective in
identifying important side effects of programs; ones which were not
expected or identified in the evaluation design adopted.

Another important aspect in the process of evaluation design and
procedures should be experimentally controiled studies particularly for
identifying the most effective and efficient guidance and counseling strategies
for helping students achieve each objective. An experimental study should
be most germane when a series of alternate instructional or counseling
strategies have been identified for the same objective or set of related
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objectives. Here the major evaluation problem is to decide which particular
strategy, if any, enables students to achieve that objective or set of
objectives most quickly. This type of efficiency study is an example of
formative evaluation which should facilitate continual revision und improve-
ment of guidance and counseling programs. An example of this type of study

is a recent attempt to experimentally examine the orientation of 165 fifth
graders and 114 ninth graders to an individualized educational system. This
study, which is summarized in Chapter IV and is described more fully elsewhere
(Jones, Kratochvil, Nelson. and Stilwell, 1969). i1lustrates how evaluation of
student outcomes can be tied to program object:i-es and how formative evaluation
procedures can be used within a criterion-referenced design in order to identify
and to develop more appropriate strategies for assisting students to meet those
behavioral objectives. The optimal evailuation design would . ‘o employ such
studies over a long-range period so that more definitive stc » 2nts could

be made regarding longitudinal effects of various intervention strategies

which attempt to assist student development. This type of approach has been
labeled by Thoresen (1969) as an "experimental-longitudinal” procedure in

which "all subjects are carefully followed over time, some subjects readmin-
istered with the same treatment while other subjects are exposed to other
experiences" {p. 275). The optimal design also should include case studies

of the career development of specific individuals sampled from the target
population. These detailed case ctudies should involve the collection of
baseline and post-treatment data on individual students so that definitive
statements could be made regarding the effects which various intervention
strategies seem to have had on each student's development. When used in
conjunction with the two types of Guidance Survey Tests, case studies should
facilitate beth summative evaluation of the overall effects of various guidance
and counseling programs, as well as the previously mentioned formative evaluation.

This discussion of evaluation design and procedures implies that school
personnel who desire to take a more systematic approach to individualizing
student guidance services should not relegate evaluation to a time period
which receives attention when all other tasks have been completed. Evaluation
should become an integral part of the daily use of guidance and counseling
services. The reactions of the guidance consumers {(i.e., parents and students)
should be a necessary evaluaticn element (cf. Wyscng, 1969) but should not be
considered a sufficient condition for carrying out meaningful evaluation. On
the other hand, evaluation should not be construed as totally product or
outcome oriented. Guidance professionals must be aware of warnings such as
those expressed by Messick (1970) when he commented on the dangers of an
overemphasis on outcome evaluation in educational research. Messick demanded
that evaluators study the foliowing elements while attempting to assess the
impact of strategies on anticipated student outcomes:

(1) study the complete educational environment, not just the students
in that environment;

(2) investigate a wide range of possible outcomes including possible
"side effects of the intervention strategies;

(3) investigate the students' feelings and reactions to the inter-
vention strategies; and
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(4) investigate the nature of the actual process strategies which are
producing the outcome effects.

Only when this type of extensive evaluation of guidarce services is jmplemented
will a complete and systematic approach be feasible for the design and applica-
tion of programs in a comprehensive career guidance system.

Summarx

This chapter has summarized into a five-phase paradigm a series of
activities for developing, implementing, and evaluating a computer-supported,
comprehensive, career guidance system of individualized school guidance and
counseling programs. Evolving throughout the general discussion in this
chapter has teen a guidance system derived from the basic rationale and
assumptions introduced in Chapter I and detailed in Chapter II. Three major
systems activities are j1lustrated by the current chapter's paradigm. First,
systems analysis in order to: (1) define problems facing guidance and coun-

seling professionals, (2) make explicit the bas-c assumptions necessary for

the development of individualized guidance and counseling programs, and (3) use
these assumptions in the derivation of proarams nased cn needs assessments and
objectives-related data collected in concert wi-1 members of the target popu-
lations for whom such programs are being designed. Second, systems design,
development and trial in order to: (1) classify student objectives by common-

aTities of content and purpose, (2) establish priorities among and within

classes of cbjectives, (3) specify alternate strategies for helping students
achieve these objectives, (4) select a strategy or series of strategies which
then will be developed into programs aimed at helping students achieve groups

of nbjectives, and (5) implement such a strategy or strategies within jndividual-
ized learning units for each guidance and counseling program. Third, systems
evaluation, feedback and correction in order to: (1) assess the process and

product of trhe implementation of the selected strategy or strategies; and (2) feed-
back information which can be used at each phase in the paradigm and especially
to validate an employed strategy or group of strategies, to improve a stratedy

or strategies, or to develop more appropriate ones. No attempt has been made

to describe the interaction of these types of activities as a "one shot,"

static prccess. Rather, a cybernetic model has been proposed as more appro-
priate for conceptualizing the interaction of these activities and for providing
reedback from one phase to another so that the reliability and validity of each
previous activity can be verified or modified in an attempt to provide improved
services. The main sustaining element of this complete systematic process )
involves accurate and comprehensive assessment of student guidance-related needs
and translation of these needs into meaningful objectives. Without this base -
of empirical data, guidance programs and systems will be designed on whims,
traditions, authoritative edicts, trials and errors, or guestionable intuitive
hunches. ‘

The next six chapters of this report will summarize projcct activities on
the first six components listed in Table 1 on page 36. These are the components
which have received major attention. Fach of the six chapters will ioilow a
similar format including discussions of these seven topics:

(1) the process through which student guidance needs related to each component
were identified and translated into rather specific guidance objectives;

(2) the classification of these objectives and the designation of classes
deemed to be of a pfiority nature;
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(3) the search for and selection from among a number.of q]ternatiye
strategies by whicn students might attain the objectives previously
formulated;

(4) the actual design and content of programs as they are now taking
shape as well as previous and proposed attempts to implement them
in school settings;

(5) evaluation concerns and activities;

(6) suggestions for possible improvements in program materials and pro-
cedures, new areas of further research related to each component,
and possible impiications of each component for existing guidance
programs and practices; and .

(7) a listing of all materials which have been developed or identified
in connection with each component.

The final two chapters of this report will briefly summarige the final
six components identified in Table 1. Most of the discussion 1n these.chapters
will be speculative since project staff members devoted limited attention to
these areas of the Comprehensive Career Guidance System.

Glossarv of Terms for ChaEters 11 and III

Career-- having to do with all possible patterns of choice not just those in the
educational or vocational domain; refers to the individual's total life style
invelving his activities in all content areas (i.e., vocational, educational,
leisure-recreational-cultural, personal-social, citizenship, academic-learning).

Goal, Perscnal--a desired state or set of conditions that has a regulating function
over the individual's behavior; something toward which he might decide to
direct his efforts; can be a long-range career goal or an immediate, short-
range goal as constituted by an instructional objective, or group of objec- -
tives, upon which he might decide to work.

Instructional Objective--a guideline for the student's performance; contains details
on: (1) the materials or objects with which he will be provided; (2) what he
will be able to do; and (3) how well he will be able to perform it. Groups of
objectives can be formulated into the student's program of studies which will
constitute part of his immediate career-related goals.

Outcomes, Personal--that aspect of an instructional objective or a personal goal
which specifies the terminal competence desired--i.e., exactly what the student

will be able to do in order to demonstrate that he has acquired a certain overt
behavior, an attitude or ar understanding.

Goal Formulation, Personal--the process by which the individual selects and sets
immediate and long-range goals from a universe of available goals for various
areas of his career. Also, involves relating his personal goals to instruc-
tional objectives available in the total educational program. Once an indivi-
dual has been assisted to select instructional objectives related to his

career goals, these become part of his program of studies which should regu-
late his academic performance.
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Personal P]anr-ap organized sequence of details, which might include a schedule for
how Fhe individual decides to go about formulating or achieving cne, or a group,
of his career goals or achieving his instructional objectives.

Planning, Personal--the process by which the individual establishes plans for how
to formu]ate or to achieve one, or a group, of his goals or to achieve his
instructional objectives.

Purpose, Aim--more general concepts representing the desired ends of systems,
genera]_p(ograms, institutions, or organizations; but not necessarily the ends
of specific individuals.

Need, !nstitutional—uthe discrepancy between conditions defining an institution's
aims Or purpcses and what it currently is doing or achieving. j?

Need, Personal--the discrepancy between conditions defining the individual's
present status and those defining his decired status as expressed either in
one of his career goals, or in an instructional objective appropriate for
him. Therefore, nead satisfaction or reduction is synonymous with goal
attainment or the achievement of an objective.

Problem, !ns?itutiona]-—an institutional need to which that institution decides to
commit its energies in order to resolve the need.

Problem, Personal--a perceived personal need which the individual decides to resolve
or satisfy; acknowledges that there is a discrepancy (i.e., a goal or an objec-
tive he could achieve) and commits himseif to work at remoying that discrepancy
(i.e., satisfying that need). In the traditional mental heaith context, this
concept usually is limited to a negative state of affairs. However, here this
word is used to refer to a desire for positive growth as well as to the exis-
tence of aversive conditions of which the individual might be aware and to which
he might make the personal commitment to resolve or terminate,

Individualized Instruction--providing instruction individualized to student personal
characteristics and background of experience but not making any attempt to
provide for students' individual goal formulating and planning.

Individualized Education--individualized instruction made personally reievant and
meaningful through goal formulating and planning activities of individualized
ouidance.

Guidance--the total content and process aimed at helping students to develop and to
protect their individuality and potential; includes instructional and counseling
procedures coupled with evaluation based on youth guidance-related needs.

Counseling--an interpersonal process strategy which provides one type of alternative
for achieving guidance-related objectives. In this process, counseling person-
nel (i.e., counselors, teachers, administrators, school psychologists, etc.)
interact with students individually or in groups in order to facilitate youth
career development.
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Component, Guidance System--a group of youth guidance-related needs and derived
objectives classified because of the nature of their content or puyvpose.

Program, Guidance and Counseling--within a single guidance system component
directly invoiving youth, a set of individualized guidance and counseling
units designed tou help students achieve groups of cbjectives in one aspect
of tieir career development.

Unit, Guidance and Counseling--an individualized learning package of materials
containing: statements of related instructional-counseling objectives,
suggestions of the materials students might use and procedures they might
follow in order to achieve each objective; descriptions of the setting in
which students should be able to perform the cutcome behaviors specified
for each objective, and references to an evaluation procedure or instrument
which will help students determine whether or not they have met each
objective.

Developmental Phase, Guidance System--components and related programs focusing on
preventive guidance and positive mental health; facilitating student career
development through a core of continuous, sequential learning activities for
all students.

Prescriptive Phase, Guidance System--components and related programs focusing on
guidance Tearning activities that are corrective or remedial in nature for a
student or group of students experiencing specifiablie problems for which assis-
tance already is available in the guidance program or can be developed.
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CHAPTER IV

COMPONENT NO. 1--QRIENTATION-IN |

The first cluster of student needs which was identified in the process
of delineating the components of a comprehensive guidance system was designated
"Orientation-in." The aim of this component is to assist each student tc acquire
the various kinds of information, understandings, overt behaviors, and attitudes
he needs in order to function successfully both in a new educational system or
specific program and in the specific school setting in which the system or
program operates. The target population for this component is all students who
are entering a new setting or all students who are about to participate in a
new system or program within the setting.

Identifxing Student Orientation Needs

Student needs grouped together in this component were identified in a number
of ways. Teachers and counselors werking in various educational settings
informally collected needs data through observing that students entering a new
setting or participating in a new school system or program face special concerns
and require special assistance in order to function effectively in that setting,
system, or program. For example, during the initial year (1967-68) of individual-
jzed education in Project PLAN (cf. Flanagan, 1968) the observations of teachers,
administrators and field consultants suggested that students needed experiences
designed to orient them to this individualized educational orogram. In this
framework appropriate student responses varied markedly from those in more con-
ventional contexts. Extensive data, not too systematically collected, suggested
that *he longer a student had experienced conventional instruction, the more
difficult it was for him to make the transition to Project PLAN. Staff observa-
tions indicated that specific orientation activities might reduce the number of
students who appeared to flounder academically during the first months of the
school year. Thus the first attempt to identify student orientation needs was
performed by interviewing teachers and counselors who had had opportunities to
observe student performance and to assess their reactions. "Orientation-in" needs
were also identified hy observing and interviewing students and developing case
studies of their academic performance during and following the students' first
few weeks in the new system. These procedures of collecting data from students
revealed that students themselves perceived needs in this area. Extensive
reviews of followup studies and research of current guidance programs and systems
further indicated needs in the area of orientation.

In general the needs which were identified clustered into three areas.
First, there were orientation needs related to the school setting. A sample of
general needs in this area would include: a need to know the operating procedures
of the school setting, a need to know any schoul regulations, and a need to be
familiar with the physical school plant. A second area of orientation needs
related to systems of education within the school setting--most particularly an
individualized educational system for which the comprehensive career guidance
system is designed. Orientation needs emanating from the Project PLAN system of



individualized education included a need to know how to prepare materials for
the computer which monitors student progress in the system, and a need to know
how to plan an individual program of studies. A final cluster of needs related
to orientation to specific programs, incorporated within the system and setting;
for example, individual guidance and counséling programs which are designed to
help students with their personal, social, or education and vocational develop-
ment. Orientation needs of this type include a need to understand the purposes
of such programs in addition to a need to know the necessary procedures in order
to function efficiently and effectively in the precgrams.

These needs were then translated into related instructional objectives.
Once the instructional objectives were clearly defined, they specified exactly
what the oriented student should know, undarstand, express, and perform. These
then are the desired behavioral outcomes and they in turn facilitate the selec-
tion and development of criterion measures by which the efficacy of orientation
programs can be evaluated. From the orientation-io-a-setting needs whiich were
jdentified, a complete set of ihstructional objectives and desired student out-
comes relative to these needs was developed. The following are two sample
instructional objectives and related outcomes which were transiated from the
student's nead to know the operating procedures of the setting.

OBJECTIVE: To kniow and understand the unit system of credit at the school.

Student Outcomes:

1. Identify how many units are given for a selected gioup of specifis
courses.

2 State what the minimum and maximum unit load is.
3. Identify how many units are required for graduation.
4. Explain how many units are required for the various class standings.

OBJECTIVE: To know and understand the school's grading system.

Student OQutcomes:
1. Identify the meaning of letter grades such as A, B, €, etc.
2. If letter arades are not used, explain the method that is used.
3. Describe the school's policy on incompleta course requirements.

Based on the needs of students entering an jndividualized system of education,
a complete set of related instructional objectives, student outcomes and possible
criterion measures was developed. These are i1lustrated by the following examples
of what was used in the area of orientation to the Project PLAN approach to
individualized education.

OBJECTIVE: To identify the four subject areas for which instruction is provided
in Project PLAN. '

Student Outcomes:

Q 1. Identify these: Language Arts, Social Studies., Mathematics, and Science
ERIC Go .
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OBJECTIVE: To state some of the zctivities of a computer .. ..e PLAN system.

Student Qutcomes:

1. State that the computer performs activities such as the following:
a. scores tests
b. keeps track of progress
c. suggests TLU's
d. stores information about each student
2. Explain the following:
a. that the "inﬁut" terminal "reads" the PLAN communication cards.

b. +that Lhe "output" terminai prints information for the teachers
and counselors

c. that the computer can do only thcse things that teachers,
students and the project's staff wish to assign to it.

Instructional objectives were also translated from student corisntation needs
to specific programs within the system and setting. Sample orientation objectives
from the Personal and Social Development program which is a specific guidance
program of the comprehensive guidance system is as follows:

OBJECTIVE: You will be able:

a. to explain what "manaaing your behavior" means;

b. to tell what kinds of things can be managed; and

c. to tell what things are involved in managing behavior.
OBJECTIVE: You will be able:

a. to define the term "personal problem"; and

b. to explain how problem solving skills can help you manage
your behavior.

i T
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Classifying Objectives by Commonalities and

Assigning Priorities

The orientation needs and their related jnstructional objectives were tnen
classified by commonalities. As has been mentioned. three clusters of needs and
objectives were identified: (1) orientation to a school setting; (2) orientation
to an educational system within the setting; and ’3) orientation to specific
programs within the system. The bank of objectives developed for this third
cluster was classified into sub-clusters. At present there are objectives related
fo orientation to an educational and vocational guidance program, and to a personai
and social development program. Definitions and examples of each of these three
needs categories were presented in the preceding chapter.

In establishing priorities for this component, major emphasis was placed on
orientation to systems and programs within a setting, rather than on orientation
to the setting itself. Orientation programs of the latter type were already
available in student handbcok form or first-day-of-school activities in schools
contacted by project stafi and seemed to be considered successful by most schooi
personnel. More pressing student needs were presented in the other two categories.
Therefore, emphasis was placed on orientation both to general educational systems
as well as to specific guidance programs. A major basis for further establishing
priorities was the temporal sequence in which the orientation activities were
scheduled. Orientation needs occurring at the beginning of the school year had
to be met before orientation to subsequent programs in students' schedules could
be provided. For example, orientation needs which arose from students' entrance
into a system of individualized education had to be resoived first before students

could participate in other specific guidance and counseling programs within that
system.

Specifying Alternative Strategies for Fulfilling

Student Orientation Needs

The next step was to specify alternative strategies for meeting the orien-
tation needs and achiewving the instructional objectives in the priority areas.
The variety of learning stratagies which could have been employed in the orienta-
tion to an individualized educational system included audiotapes, videotapes,
fiims, reading, teacher or student demonstration of instructional equipment and
materials, group discussions, jndividual planning sessions with teachers, practice
sessions for the performance of skills important in the system or program, and
lectures. A plethora of strategies were considered in order that the best strate-
gies for orientation could be chosen.

Different strategies of orientation were also generated for the more
specific guidance and counseling programs which composed part of the comprehensive
career guidance system. Two such orientation programs were developed, one for a
personal and social development program, and one for an educational~vocational
program, both of which are described in more detail in Chapters v, VI, and VIII.
These orientations were necessary in order to familiarize students with these
particular guidance programs and to acquaint them with the purposes and vaiues
of pavrticipating in such programs. Once again, a wide range of strategies was

67

-53-



considered so that the ones predicted to be most effective could be chosen. When
a wide range of strategies is available the probability of being able to match
the characteristics of the student with the most appropriate strategy is greater.

Se]ecting, Designing, Scheduling, and Implementing Strategies

In the orientation to an individualized educational program, printed
instructional units were used to organize the instructional and counseling
strategies for students. Each unit contained information and suggestions as to
what students might do and use to achieve the instructional objectives of the
orientation program. The specific strategies which were selected were: teacher
and student demonstration of instructional eguipment and materials, practice
sessions for performance of the necessary skills, individual planning sessions
with teachers, group discussions, and individuai reading. The orientation
objectives for this individualized program (Project PLAN) were requenced so
that students proceeded from an introduction to the new educational program, to
fearning the specific behaviors needed to function in it, and through individual
planning and scheduling of their work in each subject area. Both the intermediate
and secondary levels of this program included a discussion of the nature of Project
PLAN, explanations of the terms used in Project PLAN, discussions of the use of
module and placement tests, instructions on planning and challenging programs of
studies, and directions on completing a contract for each PLAN subject.

The strategy selected for student orientation to the Personal and Social
Development Program (PSDP) of the comprehensive career guidance system was a
written presentation in the form of a bnoklet and was accompanied by a group
discussion. Two orientation booklets were prepared for all participating
intermediate level students. The first booklet entitled "Managing Your Behavior”
has the following instructional objectives:

Step 1 OBJECTIVE: You will be able:
a. to explain what "managing your behavior" means;
b. to teli what kinds of things can be managed; and
c. to teil what things are involved in managing behavior.

Step 2 OBJECTIVE: You will be abie:

a. to identify examples of students managing their
own behavior;

b. to tell which students in a group are managing their
pehavior successfully; and

c. to give examples of a student managing his behavior
successfully.
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Step 3 OBJECTIVE: You will be able:

a. to identify at least one step a person usually takes
to make sure he manages his behavior successfully;

b. to choose from several plans the one which should bring

the best results for a person who faces a problem;
and

c. to identify the results of a behavior for the person
who acts and for the other people involved.

The second PSDP orientation booklet, "Personal Problem Solving," contains

these instructional objectives:

Step 1 OBJECTIVE: You will be able:
a. to define the term "personal problem," @nd

b. to explain how problem-solving skills can help ycu
manage your behavior.

Step 2 9BJECTIVE: You will be able:

a. to list and define five key probliem-solving skills,
and

b. to understand how thesz skills can be applied to a
scientific problem.

Step 3 OBJECTIVE: You will be able to understand how to apply problem-
solving skills to a student's problem.

Step 4 OBJECTIVE: You will be able:

a. to explain at least two areas of student behavior
that are considered in the Personal and Social
Development program.

b. to identify the two kinds of booklets written for
each area of behavior, and

c. to decide if you want to begin work on a special
Jearning activity booklet after you review your
behavior record with your teacher.

Orientation to the Personal and Social Development Program is also provided

for all students at the secondary level. The first oricentation booklet, "HSSST:
what's It A1l About?" is given to each student prior to his participation in the
assessment techniques and performs a vital role in this program. It explains
what the sutdent will do, the purpose of the assessment techniques and what he
can gain by participating. Following his participation in this first part of the
orienation program, the student should be ready to take part in the High Scheol
Social Situations Test (HSSST) itself and understand the reasons for his doing so.

6J
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In "Chance to Change," the second orientation booklet at the secondary
level, each student: (1) learns what behaviors he performed during the assessment,
and then, on the basis of his experience, adds to or modifies these data;

(2) thinks about the consequences of his behavior; (3) learns about his four
alternatives fo- behavior change (i.e., produce a desirable behavior not currently
in his repertoire, maintain or perform more often a desirable response he has
already learned, perform less often or eliminate an undesirable behavior, or not
work on his behavior); and (4) using his assessment data, decides what alterna-
tives for behavior he would like to try. Thus, following his participation in

the second phase of PSDP orientation, the high school student should be able to
interpret his results from the assessment portion of the program and be able to
make a decision about what behavior modification alternative he will pursue.

Films, group discussions, and individual reading were the strategies which
were selected for the orientation to the educational-vocational guidance program w
of the comprehensive career guidance system. These strategies are contained in .
self-instructional units which are designed to enable students to become familiar
with (1) the nature of educational-vocational goals, (2) new operational and
organizational procedures employed in a guidance and counseling program like
this which is embodied in an individualized setting, and (3) new terms which are
used in this particular guidance program. These three points are made in a
bocklet which the students read and which is accompanied by writing activities
and exercises. Two films are also presented as a part of this orientation unit.
The final orientation activity involves each student in a personal coriference
with the teacher. At this conference the teacher answers any questions the
student might have regarding the new procedures he is about to experience in the
guidance program, and also assists the student in the selection of the particular
ecucational-vocational instructional objectives oh which he will work.

The three orientaticn programs whicn have just been described are imple-
mented within the classroom during the school year. The orientation to an indi-
vidualized educational system takes place immediately at the start of the school
year. A1l students begin working on the program at approximately the same time
but the units are individualized so that each student may work through them at his
own rate and not be held back or hurried by the rest of his classmates. The
self-instructional nature of the program also makes it possible for new students
who enter the system during the year to be properly oriented to it. The other
two orientation programs are also of a self-instructional nature.

Eva]uating Strategies and Providing Feedback and Correction JZ

In order to provide feedback to students, teachers, and parents on student
achievement of the instructional objectives, and to provide information that
would help in refinement of these orientation units and identification of additional
student learning activities related to these objectives, criterion measures
were developed to accompany each orientation unit. As was stated earlier, needs
related to knowledge, attitude, and performance outcomes were identified, and
criterion measures were developed to test all three of these.
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Two types of knowledge tests were used to evaluate the effectiveness of
the orientation to an individualized educational program: (1) orientation module
tests which contained multiple-choice items and assessed the students' knowledge
relative to the PLAN program after they completed their orientation booklets;
and (2) orientation survey tests aiso composed of multiple-choice jtems, which
were administered three weeks after the orientation program in order to cneck
the §u§jects' retention and subsequent acquisition of knowledge. The guidance
proficiency test which accompanied the orientation unit for the educational-
vocational program also contained multiple-choice items designed to test the
students' comprehension and knowledge. Similarly, the Student Reaction Sheets
which followed the orientation activities of the Personal and Social Development
Program presented kiiowledge questions.

_ The second type of criterion measure for the individualized education
orientation related to attitudes and provided an important measure of the success

of the orientation program, apart from its ability to impart knowledge and skills.
Since one of the goals of orientation was to increase students' positive feelings
toward themselves by helping them understand that the system was interested in
helping their development, attitude items had to be included in order to measure

the effectiveness of this aspect of orientation. An Cpinion Survey was developed
for the student orientation to the individualized educational system. This instru-
ment attempted to measure students' expressed opinions toward the PLAN educational
system and was administered three weeks after orientaticn. The possible effects

of response set were counterbalanced by phrasing the statements so that to agaree
with some would represent a favorable opinion of PLAN, while agreement with others
would represent an unfavorable opinion of PLAN. Degree of agreement or disagreement
on a four-point scale (to force a decision in one direction or the other) was
requested. In a similar way, attitude items were also used to determine the
effectiveness of the orientation to the Fersonal and Social Development Progvram.
Here the students were asked to give their opinions on how interesting, realistic,
and helpful ihe booklets were, and to 1ist any suggestions they had for improvements
in the program.

Finally, performance criterion measures were developed. An important
aspect of any evaluation is whether or not students can actuaily perform the
responses required and considered appropriate for their functioning effectively
in the system or program to which they are being oriented. During structured
interviews which followed the jndividualized educational orientation program,
students were asked to perform behaviors which were necessary in order to function
in a PLAN calassrcom. For example, students were asked to fill in a computer
card just Tike the one they would have to use later in PLAN classrooms in order
to record their instructional test answers. Another performance criterion measure
involved the maintenance of precise records regarding the amount and quality
of each student's academic performance. Performance criterion measures were
particularly important in testing the effectiveness of student orientation
experiences for the Personal and Social Development Program. Since student
me.sagement of their own behavior is the key to this program, critical incidents
of student overt responses were collected in order to measure the effect of the
nrientation program. These were collected by daily, spontaneous teacher and
-~unselor observations, by student self-reports, and by peer evaluation of
v2havior change.
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Experimental Investigation of the Effects of Orientation to_Individualized
Education

In order to evaluate the effectiveness of the student orientation exper-
jences to the PLAN individualized educational system, a special evaluation
study was designed and cnnducted. Two alternate forms of the orientation
materials develope.: for this program were prepared; one form constituted
a comprehensive program, and the other a brief orientation program. One of the
two major ways these versions differed was in the amount of information and
behavioral practice included; the brief version was substantially less complete
than was the comprehersive version. For example, students in the brief orienta-
tion program had fewer opportunities to practice operating audio-visual equip-
ment and to participate in group discussions of various aspects of the educationa’
program. A second difference between these two versions was that the brief “ %
approach allowed each student less involvement in planning and decision making
relative to his academic work. For example, the teachers of the students in
the brief program specified the type and amount cf work @ach student would try
to complete later in his basic curriculum areas of study, while the teachers
of the students in the comprehensive program met with each student to discuss
the type and amount of work each student wouid try to achieve. The compre-
hensive orientation program consumed, on the average, about five days of student
time, while students completed the .brief program in two days or Tess.

B

It was hypothesized that students who participated in the comprehensive
orientation program would perform better in the system, have more knowiedge
of, and more favorable opinions toward, the system than would students who
participated in a brief orientaticn program where the amount of information pro-
vided and student practice and involvement allowed was reducad ts that which
was deemed absolutely essential. In order to investigate this hypothesis in
an experimental setting where statistical results could be achieved, 114 ninth-
grade students from two schools and 168 fifth-grade students from four schools
were randomly assigned, regardless of sex, to either the comprehensive or the
brief orientation program. It was impossible to implement an inactive control
treatment because teachers refused to withhold all orientation assistance from
some of their students. Such refusal might be ascribed to their observations
of the deleterious effects of no student orientation experiences during the
previous year. Similar negative reactions were received regarding possible pre-
treatment administration of criterion measures. Since there was a reluctance
to greet students with a series of tests immediately upon their return to school
in September, no pretest data were collected at that time. Therefore, the study's »
design had to rest upon previously gathered information on PLAN students' orienta- ..
tion needs, random assignment of subjects, and analysis of variance statistics
on post treatment data only.

With the help of research assistants and printed guidelines, each PLAN
teacher administered the two treatment procedures without informing the students
that an experiment was being conducted. Because students in any PLAN ciassroom
seldom work on the same materials, there were no problems in introducing two
sets of orientation materials. Criterion measures were developed to relate
closely to the student orientation objectives adopted for the individualized
educational system within which this study was conducted. Nine criterion measures,
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similar to those mentioned earlier in this chapter, wore formulated for this

study and each dependent variable was keyed directly to at least one instruc-
tional objective. The details of this study are described elsewhere (Jones,

Kratochvil, Nelson, and Stilwell, 1969; Nelson, 1970).

Results of the orientation study proviced little supporting evidence for
the original hypothesis that students who participated in a comprehensive
orientation program would perform better academically, have more knowledge of
the educational system, and have more favorable opinions about the system than
would students who were exposed to the brief orientation program. Students
in the comprehensive orientatior pirogram actually performed better than students
in the brief orientation program on only the two testis which reflected students’
knowledge of the school system immediateiy after they completed their orientation
activities. On all other comparisons of all students in the two programs, there
were no differences on any other criteria.

The lack of evidence supporting the major hypothesis may have been related
to several of the following factors. While there were extensive subjectie data
on which to base a belief that PLAN students had specific orientation needs,
no objective measure of each student's needs was administered as a pretest
device. If the orientation needs of PLAN students ware different in kind or
jntensity from those anticipated, differential effects due to the amount or
comprehensiveness of orientation perhaps shouid not have been expected. It is
also possible that the amount of orientation, as depicted by the comprehensive
program, was more than necessary. Perhaps the assumption that "the more in-
formation {or practice) the better” is not true with respect to orienting students.
The best orientation program might be the one that provides each student with
“just enough to get going in the system" and then allows the student to learn
by performing in the system.

A number of confounding variables resulting from some of the constraints
within which this study had to operate could have contributed to the lack of
differential results between the twc treatments. Since the students in the
comprehensive and brief orientation programs were in the same classrooms, stu-
dents in the two groups couid have learned from one another, therefore confounding
the effects of the treatments employed. Furthermore, the teachers may not have
performed as the research design required. For example, they may have conducted
group discussions in which material that was designated for only the compre-
hensive program was covered with all the students. Or, students in the compre-
hensive program may not have participated in all the activities designated for
their orientation program. Research assistants attempted to monitor teacher

jmplementation of the research design but were unable to control and to correct
all deviations.

One of the implications of this experiment is that in order for more know-
ledge to be gained about the process and effectiveness of student orientation
programs, future investigations must refine and ‘“mprove their design and pro-
cedures. Few previous studies, for example, have included a true control group.
In the case of this Project PLAN investigation, there was considerable resistance
on the part of the teachers to withhold orientation assistance from some students.
This resistance was due in large part to a strongly held belief tha*t students
all desperately needed an orientation program. There is no opposition to such

73

-59-



sincere concern for the students involved but it seems clear that under cir-
stances where control groups are not available, no definitive answer can be
obtained regarding the effectiveness of a given orientation procedure. Thus,

ways must be devised to insure inclusion of valid control groups in such studies,
perhaps by promising orientation assistance to the control group students following
completion of the investigation.

A second inadequacy in orientation investigations is insufficient data
concerning both the student characteristics and responses required for success
in a particular educational system or guidance program and the specific orienta-
tion needs of the particular students to be served. That is, not only must
the educational or guidance innovation and setting be closely studied in order
to ascertain just what student behaviors and other characteristics are needed
for them to function effectively, but each student must be assessed with regard
to each of the behaviors and characteristics selected as necessary for youth. :t*
Only in this manner can the specific orientation needs of each student be
identified.

Also, concern must be directed not only toward an analysis of the innova-
tional system or program in question but also to a similar analysis of the setting
in which the innovations operate. Some students who possess sufficient know-
ledge and skill to sticceed in an innovative system or program might flcunder due
to some factors operating not in the instructional system per se but due to
variables incorporated in the setting in which the system or program functions.
Another area for improvement in orientation studies involves clearer designation
of meaningful variables and formulation of precise and appropriate criterion
measures. Criterion instruments in orientation studies customarily have been
weak. Often these studies have employed only one or two measures which usualily
have been subjective reports from students and staff. In the orientation programs
developed in the project described in this report, criteria were keyed rather
precisely to the instructional objectives of the orientation materials. As
the knowledge, behavioral, and attitudinal outcomes needed by students to
succeed in educational settings, systems, and programs increase in number and
complexity, the necessity for clearer relationships between orientation needs,
instructional objectives. and criterion measures becomes more and more crucial
for determining meaningful answers to orientation problems and for the develop-
ment of more effective and efficient orientatior programs.

Current Status and Plans

The investigation of the orientation to Project PLAN provided useful
feedback for the further development and modification of that program. Because
the study provided no clearcut evidence supporting the comprehensive version
over the brief version of the materials, the PLAN orientation units were some-
what reduced in length. It was felt that an orientation program which was just
as effective as the previous program could be provided without absorbing as
much student time. Similar experimentai investigations of the orientation units
for the Personal and Social Development Program and the Educational-Vocational
Development Program are being planned. It is hoped that these studies will
facilitate the modification and improvement of these orientation units, and
that the studies will also provide useful information for the development of
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additional orientation materials. As new guidance and counseling programs are
developed and incorporated into the Comprehensive Career Guidance System,
accompanying orientation units will also be developed in order to enhance the
effectiveness and usefulness of those programs. The three types of orientation
experiences which were discussed at length in this chapter have been, or will
be, implemented in schools during the 1970-71 school year. It is assumed that
these orientation activities greatly assist students to acquire the various
kinds of information, understandings, overt behaviors. and attitudes that
students need in order to function successfully in school settings, systems,

and programs. Continued evaluation efforts will be conducted to investigate
that assumption.
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APPENDIX--CHAPTER IV

Cata1ogue of Available Materials

1. AIR* developed orientation materials designed for an Individualized
Educational System.

Project PLAN Orientation

Students®' Guide to Project PLAN

Preparing a Program of Studies, a Schedule, and a Contract

Student Opinion Survey

Orientation Survey Teét

For more information write to: PLAN
Westinghouse Learning Corporation
2630 Yanover Street
Palo Alto, California 94305

2. AIR developed orientation materials for a Personal and Social Development
Guidance Program.

Part I Managing Your Behavior

" Part II Personal Prcblem Solving

HSSST**: What's It A1l About?

Chance to Change

3. AIR developed orientation materials designed for an Educational-Vocational
Guidance Program.

Getting Started

For more information about materials listed under items #2 and #3, write to

Guidance Research Program
American Institutes for Research
P, 0. Box 1113

Palo Alto, California 94302

*American Institutes for Research
**High School Social Situations Test

Ve,
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CHAPTER V
COMPONENT NO. 2--PERSONAL ASSESSMENT

The Comprehensive Career Guidance System proposes to assist students in
preparing for life roles and activities that will be meaningful and
satisfying to them. Instructional proccedures include providing students with
information about the requirements for (and the probable consequences of
selecting) a wide variety of alternatives, with opportunities to assess their
talents in relation to these alternatives, and with assistance in formulating
their educational and 1ife goals in light of this information. Students
participate in the planning of an educational program that is relevant to
their personal goals, and learn to manage their educational development sO
as to be able to assess their progress toward achieving these goals. The
chief purpose of this chapter is to describe the uses made of personal
assessment information in this guidance system.

Identifying Student Perscnal Assessment Needs

Information now becoming available from long term follow-up studies of
high school students suggests that many individuals are confused by the
kind of continuous career planning and decision-making required today and
desire more assistance. For examplie, in Project TALENT's recent survey of
students one year and Tive years after they graduated from high school, the
students were asked to evaluate their high school experience (Flanagan,
1966). Approximately 25% of the students in each class pointed te “guidance
and counseling" as the most crucial unmet need in their high school education.
How to prepare young people to cope with personal and environmental change
is an educational problem for which there are few, if any, ready sclutions.
It would seem that students need to understand "where they are" in terms of
their own characteristics, the levels of these personal characteristics that
are required in various career opportunities, and sore of the methods thay
can use to develop themselves in relation to particular personal assessment
variables so as tc increase the likelihood of their achieving long-range
career goals. :

Further support for the statement that students have needs for accurate
information on the patterns of individual differences predictive of career
choice comes from recent reviews of career development theory and research
(Holland and Whitney, 1969; Osipow, 1968). For a student who is exploring
possible career goals in the areas of education and occupations, just to
know that his score on a test of guantitative ability places him at a
certain percentile rank (according to national norms) does not help him
very much in making decisions such as whether to take a particular high
school course or to select a certain post-high school occupational training
program. Rather, he must be able to connect such items of information with
some of the available alternatives and make thoughtful interpretations of
their predictive powers in order to make the personal assessment data
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meaningful. While prediction information is 1imited by the amcunt of
stability in the follow-up sample, it can serve as a usefui gauge for a
student who is struggling with such questions as, "What are my chances of
success in entering or succeeding in this occupation?" If a student is not
like peopie in a particular occupation or not 1ike people who have been
accepted at a certain college, he still has some control over choices that
will determine how similar or different his performance will be from previous
students. He has the option of changing to be more 1ike those people (in
terms of the measurement data), changing his occupational or educational
goal, or going ahead toward his original goal with the knowledge, at least,
of some of the difficulties which might impede his success.

Student personal assessment needs were identified through an extensive
review of follow-up studies, of research in career development, and of S
current guidance programs and systems. Then, data on the needs that oy
students have for understanding their present developmental status in
relation to available career alternatives were translated into a bank of
instructional objectives. Instructional cbjectives in several career
content areas are-sampled below.

Educational-Vocational

The following instructional objectives and related student outcomes
illustrate those that were developed in the educational and vocational
domains. :

OBJECTIVE: To understand the manner in which particular kinds
of information about you might cause you to select
various educational and vocational goals.

Student Outcomes:

1. Classify examples of five important factors you
should consider when you think about your future
educational and vocational goals.

a. abilities
b. interests
c. values--things that are important to you in
any job or education and training situation ;
d. physical attributes (how you look and how 42
healthy you are)
e. how you act in different personal and social
situations '

2. Identify examples of these five factors after
studying a description of another student.

3. Explain how each of these five factors might

influence the selection of a student's
educational and vocational gJoals.
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OBJECTIVE:

To summarize what you are now like (in relation
to various educational goals) in terms of: your
developed abilities, your interests, the things
that are important to you, your physical
attributes, and the way you act in different
personal and social situations.

Student Outcomes:

1.

OBJECTIVE:

Summarize (on a Personal Assessment Summary) the
following information in relation to various
educational goals:

a. your abilities as assessed by you, by your
grades, and by the Differential Aptitude
Tests;

b. your interests as you express them, and as
measured by the PLAN Interes: Inventory;

c. your values as you express them;

d. your physical attributes as you and the
school nurse assess them;

e. your personal and social behaviors as you
assess them.

Demonstrate the accuracy and relevance of this
summary in conferences with one of your parents
or guardians, and with one of your teachers or
youyr counsaisr.

To demonstrate that certain things about you
wiil (or can) change, and that such changes
may affect your chances for participating in
and successfully completing various educational
and vocational activities.

Studenit Outcomes:

Identify major kind:c of personal characteristics.

Accurately judge how difficult it is to change
specific characteristics.

Indicate the effect a change in a particular
perscnal characteristic has upon an
individual's educational and vocational plans.
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OBJECTIVE:

To update information on what you are like, and
to relate it to tentative post-high school
educational and vocational goals you have been
thinking of exploring.

Student Outcomes:

1.

OBJECTIVE:

Summarize on a Personal Assessment Summary the
following information in relation to two
tentative post-high school goals (one educational
and one vocational) you have been thinking of
exploring:

a. any changes you think you have made in your
abilities since you iook the Differential
Aptitudes Test;

b. your interests as ycu express them. and as
measurad by the PLAN Interest Inventory
which you recently took;

c. your values as you express them, and as
measured by the Work Values Inventory;

d. your physical attributes as you assess them;
and

e. your personal and social behaviors as you
record them.

Evaluate these educational and vocational goals

(during conferences with one of your parents or

guardians, and with one of your teachers or your
counselor) by:

a. pointing out possible positive and negative
outcomes of your exploring and perhaps
pursuing these goals;

b. stating how desirable these goals are for you;

c. indicating what objective support you have
for pursuing these goals; and

d. estimating your chances of attaining these
goals if you selected them.

To understand the concept of individual differences,
and the different ways that people can and do
change.

Student Outcomes:

1.

Identify four ways peopie differ, and at least
one example of individual traits based on each
of these ways people differ.

Define heredity and environment, and indicate
whether specific traits are mainly a result of
heredity or environment. ’




3. Identify traits which can and cannot be changed
easily.

4. Choose which individual traits can be changed
more easily than others and identify ways a given
trait might be changed.

5. Indicate the difference between physical and
mental measurement.

Personal-Social

The following instructional objectives define the behaviors on which
students assess themselves in theiy personal and social need areas.

OBJECTIVES: 1. To deal effectively with difficult situations
(e.g., when the student fails, is teased or
criticized).

2. To carry through cn assigned and agreed-upon
tasks with responsibility and effort.

3. To show independence, initiative, and
originality when faced with unexpected
situations or special needs.

4. To show strength of character and integrity
toward work and in dealing with others.

5. To show consideration for others' feelings.
6. To contribute to group interests and goals.

7. To deal effectively with rules, conventiorns,
and teacher suggestions.

8. To function effectively in a leadership
position when in a small group or with
another student.

Citizenship

Although personal assessment objectives have not been specified in the
citizenship area, previous efforts by the National Assessment of Educational
Progress staff provide a very promising foundation. A joint effort by the
Social and Educational Research Program at American Institutes for Research
and professional and lay committees has resuited in a bank of objectives
encompassing a wide range of citizenship understandings, attitudes, and
performances. This bank of objectives would provide a useful starting point
in the development of objectives requiring students to assess their personal
status relative to a variety of citizenship responsibilities and activities.
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C1assifz1n2 Objectives bz Commonalities and Assigning Priorities

An attempt to find commonalities among the various personal assessment
needs and related objectives resulted in the five following major groupings
classified according to the type of personal characteristics involved.

Developed Abilities

These are personal skills, developed or learned by individuals, that
relate to what they can do. People's abilities differ mainly because they
have spent more time or effort developing some of their abilities than other
people have. For example, if a student spent a lot of time and worked hard
on his mathematical ability and not much time or effort on his mechanical
ability, he would probably complete his schooling with greater mathematical o
ability. Abilities, however, can change. If a student does not have all
the abilities required for a certain goal that he wants to reach, he has
the options of working to develop those abilities, changing his goal, or
going ahead with the knowledge that it might not be very Tikely that he will
attain this particuiar goai.

Interests

These are activities that individuals 1ike to do. An important
question is: How are interests distinct from abilities? Most people ar
interested in “the things they do well, in their areas of high ability. But
sometimes a person likes to do something such as repairing motors but does
not do it very well. He probably has lTow mechanical reasoning ability

despite the fact that the activities involved in working on motors truly
fascinate him.

Values

These are the key satisfactions that an individual seeks, the things
that are important to him. They relate to the highly personal question
"What dc I want?" They are the things that usually influence how an

individual acts, what he chooses to do and how hard he works at it.

Physical Attributes

This group inciudes such variables as physical appearance, healith,
physical handicaps or limitations (e.g., hearing, seeing, or speaking -
problems), and physical structure (e.g., height, weight, strength, muscle
coordination, and endurance).

Perscnal and Social Behaviors

The final group of factors which might influence a person's goal
selections are the ways he acts witen he is by himself or with others. It
is useful- for scmeone to know how he usually acts in personal and social
situations that might frequently occur 1 e pursued certain goals. If a
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student were considering an opportunity to work as a velunteer tecreation

leader at a settlement house in an urban ghetto, he probably would want to
assess his own skiils in performing social behaviors such as "cunsidering

the feelings of others."

These five behavioral categories of student personal assessment needs
can be viewed as interfacing with the six content areas of student needs
which were described in Chapter III.

Specifxing Alternative Strategies
for Fu]fi]]ing Student Perscnal Assessment Needs

In recent years a number of guidance related instructiona! and
counseling strategies, designed to help students reach specific personal
assessment objectives, have been developed and tried out. For example, in
Project PLAN the personal assessment program has emphasized the design of
ability and interest measures which will provide data for student and parent
long range goal planning (Dunn, 1970). Three instruments. an 18-scale
Developed Abiiities Performance Test, a 30-scale General Information Test,
and a 12-scale PLAN Interest Inventory, have been developed along with
related biographical and -self-description instruments tc provide students
with information about their levels of ability, interests, and values. 1In
PLAN, the terms inteliigence and aptitude are not used. Typicaily, studenis
and teachers have viewed these concepts as describing fixed limits for
abilities, whereas in PLAN these concepts have been replaced by one which
focuses on the student's developed ability to perform with respect to
various types of activities (Flanagan, 1970 ¢). Each student must understand
that his score on any test provides only a rough estimate of his present
status, and that his performance with respect to any ability mignt be
improved by speciail effort.

PLAN students are provided with additional information about the nature
of individual differences, about principles of behavior change, and about
the amount of an individual's effort that will be necessary to produce a
specified amount of improvement in his level of perforimance on any given
ability. To inform students of their present levels of abitity in relation
to requirements for jobs typical of broad occupational groups, Project TALENT
data, based on the reports of the career plans of students who are five
years out of high school, were organized into profiles and then presented
in booklet form. Close study of these bocklets permits young people to
evaluate their abilities in reiation to those who enter various careers.

Another personal assessment program %as developed by this project's
staff for the Santa Clara Unified Schoci District in California. In contrast
to Project PLAN which employs a computer to store student test data, this
alternative strategy has each student collect his own personal assessment
information and record it on a iarge "Personal Assessment Summary" chart.

The program focuses on curreint student personai assessment information in
five previously mentioned categories: (1) developed abilities; (2) interests;
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(3) values; (4) physical attributes; and (5) personal and social behaviors.
The Differential Aptitudes Vast Battery, the PLAN Interest Inverntory, the
Work Values Inventory, and other related self-report instruments were
identified as personal assessment instruments both appropriate and available
toc Santa Clara students. The general aim of the program is te help students
understand wnat they are now like in relation to possible education, training,
and job-related cpportunities in the worlds of education and work.

These personal assessment programs developed at the American Institutes
for Research emphasize measured abilities, and both inventoried and expressed
interests and values. An alternative approach is found in the Self Appraisal
and Assessment Structure (SAAS) (Ostrom, 1969) which stresses student self-
assessment cf abiiity levels reiated to broad occupational fields. SAAS is
comprised of a group of self-rating scales presented to students in a hand-
book format. 1Its overall instructional aim is to stimulate students, as a
consequence of making and then examining their varicus self-ratings, to
start thinking about the prcbable consequences ¢f selecting and pursuing
various broad occupational goals.

Thus far, the discussion of alternative instructional and counseling
strategies has concentrated on personal assessment programs in the educational
and vocational areas of student needs. The staff of this preoject also used
the Personal and Social Development Program {PSDP) which empioys behavior
assessment procedures in the areas of learning behaviors and interpersonal
development. Students, teachers, and counselors gather information on student
performance in such behavioral areas as "carrying through on assigned zand
agreed-upon tasks" by means of two personal assessment strategies tnat employ
the critical incident technique (Flanagan, 1954). Both strategies, the
Performance Record being tried at the intermediate ievel and the Social
Situations Tests (Flaragan, 1962} that are being studied at the secondary
level, are direct and factual approaches in which opinions, generalizations,
and ratings are reduced to a minimum by having okservers record the incidence
of specific overt behaviors. The overall aim of the PSDP is to assist
students in assessment and self-directed change of particular learning and
social behaviors.

Also in the academic-learning content area, another set of personal
assessment strategies involviig observaticnal techniques was used by
project staff in order to nelp students to manage their learning activities
in and out of the classroom. The purpose of these strategies and their
related instructicnai and counseling activities is to enable youth to
acquire and *c exercise control over their learning activities. One group
of these stratlegies uses self-observation and evaluation. One strategy
nacessitates that each student keeps records of the rate and quality (or
accuracy) of his academic performance. These records are then used in
individual or group counseling settings for "individualized scheduling"--
each student 'is helped to plan his iearning activities and schedule his
working time, if his performance indicates he needs this type of assistance.
Two other strategies focus on students' study problems. Study skil’s
assessment techniques attempt to measure what the ;tudent thinks he ean do,
while study performance instruments concentrate on what he identifies that
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he does do. Many survey tests of study skills are available. Therefore,
project staff members have concentrated on performance assessment procedures.

On the Time Evaluation Form, the student identifies the types of daily
activities in which he participated for a week or more. This technique
attempts tc get him to compare the amount of time he spent studying with the
amount of time he devoted tc other activities. Fo: more specific assessment
purposes, the Study Effectiveness Form requests that the student make a
daily record of the frequency of each study behavior which he emits, time
spent on each activity, and his evaluation (i.e., on a five-point scale) of
the effectiveness of each activity. Another group of strategius capitalizes
on interviews and systematic observations conducted by counseling personnel
(i.e., teachers, counselors, administratcrs, etc.) in order to provide
information which can be combined with students' perceptions and desires.

In order to faciiitate interviews and the recording of behavior observations,
case study Torms and observational checklists were developed. Most of the
strategies noted in the last two paragraphs were used in the jdentification
of specific students experiencing iearning problems.

Not all personal assessment programs have been developed specificaily
for student, teacher, and parent use. Recent efforts by the National
Assessment of Educational Progress staff to assess student (and adult)
knowledge, attitudes, and performances related to citizenship objectives
(NAEP, 1970) provide a promising base for the development of instructional
and counseling programs. NAEP has already developed and field tested a
bank of behaviorally exolicit objectives and a set of exercises designed to
assess student achievement of them. Moreover, each objective (and related
exercises) has been identified as either appropriate for 9-year olds, 13-
year olds, 17-year olds, 30-year oids, or for combinations of these age
groups. However, inguiries must be made to determine whether these objectives
and assessment exercises can be construed as being in the "public domain”
and thus available to program developers. The Education Commission of the
States has adopted a recent policy whereby NAEP materials will be made
available to states school agencies after they have been released publicly.
This will permit states to assess their young people by using the same
evaluation materials and procedures used in the National Assessment project.

Selecting, Designing, Schedu]ing, and Imp]ementing Strategies

The instructional and counseling strategies, selected for special
attention in Component 2 of this project, emphasized the five previously
described categories of personal assessment infermation: (1) developed
abilities; (2) interests; (3) values; (4) physical attributes; ard
(5) personal and social behaviors. These five fairly discrete categories
were selected (rather than fewer but more global labels, such as "self-
concept") since each represented a specific type of personal assessment
information shown to have been useful to individuals when generating,
considering, and selecting alternative goals. In contrast with more fixed
and unchangeable categories (e.g., inteliigence and aptitude), the concept
of developed abilities was selected principally because it suggests that
abilities are to some extent under the control of the individual. To
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provide students with information about the status of their own personal-
social and learning behaviors prior to selecting particular self-instructional
units, the Personal and Sccial Development Program stressed role enactment
strategies drawing on results from laboratory studies of operant behavior.
Since this project had neither the time nor the resources to develop prototype
programs in all six content areas, strategies for helping students to obtain
and to use personal assessment information relative to citizenship goals and
cbjectives were not investigated.

A number of personal assessment programs that include both student
objectives and related instructional-counseling strategies were organized
into individualized guidance-related learning units, and put into practice.
The typical method was to cluster 4-5 objectives requiring about 8-10 hours
of student time. Each unit contained explicit directions to the student as
to what procedures wouid be likely to help him attain each objective, and
that there was a proficiency test to help him measure his achievement.

This method, consistent with that used in Project PLAN, was designed
primarily to facilitate the building of educational programs relevant to
the career goals of individual students.

Accordingly, student personal assessment activities (e.g., learning
about measured as well as expressed abilities, interests, and values in
relation to the requirements of various career opportunities) were keyed to
specific student objectives and organized into individualized learning
units. Student outcomes, resulting from achievement of these personal
assessment objectives, yielded information for the selection of each
jndividual's long-range occupational goals. This tentative choice of a
broad occupational family was, in turn, used to assign a program nf school
related studies for each student (Hamilton and Webster, in pressj.

Recently, a group of counselors and teachers from Santa Clara,
California, reviewed this project's data bank of some 10-15 personal
assessment objectives in the educational and vocational content areas.
Subsequently, they chose four objectives to comprise a pilot developmental
program for students in grades 7 through 12. Following the selection of
priority objectives, alternative learning strategies were considered for
each of them. Two criteria, anticipated instructional value and costs, were
employed in making selections among these aiternatives. Individualized
learning units were then developed by keying previously selected materials
and activities to particular student objectives and related ~ehavioral
outcomes. Specifically, these units:

1. present students with statements of particular objectives;

2. indicate what materials they should use and what procedures they
shouid follow to achieve these objectives;

3. stipulate a setting in which they can perform the related outcome
behaviors; and

4. help them to evaluate the extent to which they have et the
objectives.
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Table 2, which presents a guide sheet from one of the four personal
assessment units in the Santa Clara pilot program, illustrates how this
sequence was typically displayed for students. Although only a few
strategies are represented in the two columns of this guidesheet, in
principle any type of appropriate learning activity could be included as
an alternate approach for helping students to achieve objectives similar
to these. For example, student personal assessment oriented individual
(or group) counseling sessions could be designed for listing as a learning
activity wherever appropriate.

In the Personzl and Social Development Program, students have a major
role in the assessment of their own behavior patterns, especially during
self-instructional orientation activities presented in instructional-
counseling units like those just described related to general objectives
discussed earlier in this chapter. The Performance Record (PR) was used by
teachers and counselors at the intermediate level to collect information on
behaviors considered critical in those aspects of student development related
to the PSDP general objectives.

In this procedure, behaviors are classified into categories related
to the first seven general objectives noted earlier and are of two types:
Behaviors to be Encouraged (e.g., sharing with another student), and
Behaviors to be Improved {e.g., laughed at the mistakes of another student).
On the PR slips (which include spaces for student names, descriptions of
critical incidents and dates), counselors and teachers record critical
incidents of student behavior that they notice occurring spontaneously
during the school day. Later, using the PR, they classify each incident
into one of the seven categories of Behaviors to be Encouraged or Behaviors
to be Improved. Then, on the basis of their experiences, students help to
modify information teachers and counselors have gathered about their
performance relative to these same objectives. With this information,
students in consultation with counseling personnel later identify either a
desirable hbehavior they want to encourage or produce (learn), or an
undesirable behavior they want to improve or eliminate. These decision-
making activities involve close counseling interaction between students and
teachers or counselors. No attempt is made to force a student to participate
in an instructional-counseling experience which he believes is not justified
on the basis of his personal assessment data. This is similar to the
counseling interaction which follows student and counseling personnel data
collection on other types of academic-learning behavior investigated in this
project. Student records of academic performance data and study responses,
as well as counselor or teacher observational, interview, and case study
information are reviewed during such staff-student interactions, sometimes
involving small groups of students with similar assessment data. Out of
£hese discussions can come decisiors for subsequent prescribed learning
experiences aimed at helping students overcome specific learning problems.

Aniother part of the PSOP involves the Social Situation Test (SST) which
was investigated at tiie secondary grade levels. In this test, students
progress individually or in small groups through a series of situations
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TABLE 2
EXAMPLE PERSONAL ASSESSMENT GUIDANCE LEARNING UNIT

American Institutes for Research Santa Clara NDEA Project

Guidance Research Program June 1970

SKILL AREA 2
OBJECTIVE 3

WHAT? ME CHANGE.

OBJECTIVE: The purpose of this unit is to help you to:
demonstrate that certain things about you can be or will be changed and that.such changes can affect
your chances for participating in and successfully completing various educational and vocational
activities.

EVALUATTON: To help you make sure that you have achieved this objective you wili be tested to see if you can:

a. identify major kinds of personal characteristics. :

b. accurately judge how difficult it is to change specific characte: stics.

¢. indicate the effect a particular change in a certain personal characteristic has upon an individual's
educational and vocational plans.

EXAMPLE: When you can answer correctly questions 1ike the one below, you probably are ready for the test that

follows this learning package.
Sid had worked hard to increase his ability to spell and to develop an interest in history.
These changes in personal characteristics probably would:
a. make it more likely that he would be accepted in the apprentice bricklayer program.
b. increase his chances of success in a college liberal arts program.
c. not affect in the least his work in English.
d. decrease his chances of going into an occupation whichk requires a college education.
USE THESE MATERIALS DO THESE ACTIVITIES
1. Booklet, Everybody Changes, American Institutes 1. Read Chapter I and take part in the activities
for Research, 1970. which are outlined.
2. Booklet, Everybody Changes. 2. Read Chapter II and take part in the activities.
3. Booklet, Everybody Changes. 3. Meet together in groups o;}four or five with your
. L teacher or counselor. Follow his directions for
Checklist of Personal Characteristics. the activity entitled, "How Personal Characteristics
Can Change." Also review the ideas you wrote down
earlier for changing personal characteristics.

4, Bocklet, Everybody Changes. 4. Read Chapter III and follow through with the
exercises.

4. Audio-tape, Case Studies in Change, American 5. Study how changes in personal characteristics can

Institutes for Research, 1970. affect the educational and vocational lives of
people by studying the case studias provided on the
tape. Point gut what changed and how it affected
the person's educational and vocational life and
then share your answers in a group discussion.

6. Checklist of Personal Characteristics. 6. Investigate how changes in ~ particular personal
characteristic would affect the pursuit of a )
particular educational or vocational goal. Make up
a case §tudy in teams of two. Include at least one
change in characteristics from each of the six
categories. Meet in groups of four to exchange
case studies and discuss them.

7. Booklet, Everybody Changes. ’ 7. Read Chapter IV and review for test.

When you have successfully completed the above activities, check with your teacher or counselor betare taking the test
which accompanies this learning package.

ERIC
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simulating real-1ife circumstances they might be expected to handle in or

out of school. For example, students are asked to apply for a job, to pian

a group discussion on a relevant topic, or to make arrangements for a class
trip givei several constraints. In each structured situation (some involving
student actors) a student observer has a record sheet consisting of a 1ist of
critical behaviors he is to ohserve. When one of these behaviors occurs, he
notes the student whc performed it. Each behavior is coded as being either

a Behavior to be Encouraged or a Behavior to be Improved, and then as being
in one of the cateqgorias of general objectives previously described. The
situations arz run in two sessions of two hours each. Students who are

participants in the first session become actors or observe in the second
session, and vice versa.

Following the test, a discussion period is held that allows students to
discuss what they considered effective and ineffective types of responses to
each structured situation. In a “Chance to Change" booklet, each student
then: (a) learns what behaviors he enacted during the assessment, and
modifies these data based on his experiences; (b) considers the consequences

" of his behavior; (c) learns about four major alternatives for behavior change;

and (d) using his assessment data, decides what alternatives to try for each
of the five areas of personal and social development covered at the secondary
level. On the basis of these decisions, each student chooses an appropriate
self-instructional booklet he would 1ike to use in changing his behavior. For
each of the five general objectives or areas covered at this level, there is
one instructional booklet on acquiring a Behavior to be Encouraged, one on

maintaining a Behavior to be Encouraged, and one on improving a Behavior to
be Improved.

Eva]uating Strategies and Providing Feedback and Correction

The effects of a personal assessment program should be evaluated on the
basis of whether each student's own needs are being satisfied, i.e., the
extent to which students are achieving agreed-upon goals and objectives
related to their personal assessment data. Alterations in group mean scores,
even if significant, convey little information about individual behavior.
What is needed are evaluation instruments and procedures capablie of assessing

each student's knowledge, attitudes, and performances related to his personal
characteristics.

In this project, a variety of check-off procedures have been used to
validate student achievement of objectives related to personal assessment
data. For example, student self-reports (along with peer evaluations and
teacher and counselor observations) have been employed in the Personal and
Social Development Program to determine whether students can effectively take
responsibility for assessing and modifying their own behavior. This project's
Individualized Educational-Vocational Guidance Program used parent or guardian
reports (in addition to teacher and counselor observations) to evaluate each
student's understanding of the five categories of personal assessment
information, as well as the accuracy and completeness of the data he recorded
about his own personal characteristics.

8J
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Current Status and Plans
v e )

To date the Comprehensive Career Guidance System has developed various
programs which provide students with opportunities to cbtain ana to evaluate
information about themselves in five major personal assessment catcgories, and
to use this information in selecting and managing their progress toward ichieving
objectives in four of the six content areas (Educational, Vocational, Personal-
Social, and Academic-Learning). Plans are currently under way for developing
and evaluating additional persona’ assessment strategies. For example, a
program of personal assessment is being designed for a Houston, Texas, school
with a large black population as part of a U.S.0.E. sponsored field test of
the Comprehensive Career Guidance System. This program will include a
systematic collection of data regarding developed abilities, interests, values,
personal and social behaviors, and physical characteristics. Each student will
be assisted to interpret such data and use it effectively in choosing both -
intermediate and long-range goals in various areas of his 1ife, and in
tormulating specific plans for the attainment of those goals. Specific student
objectives for this program in each of six grade levels (7-12) have been
drafted. Approximately 100 objectives related tc personal characteristics are
currently included in the program. In addition, specifications for instructional
materials and procedures which might be used to assist students in achieving
these objectives have been drafted.

The U.S.0.E. supported guidance field test will ccnduct, as another of its
activities, follow-up case studies of randomly selected groups of students to
explore how the acquisition of personal assessment information subsequently
influences a host ¢f behaviors that have some bearing on personal life, school,
and occupation. For example, these students should be asked about the extent
to which they have continued to collect data on their personal characteristics
and have used this updated information both in modifying previous goals where
appropriate and in identifying and evaluating alternative options. Results from
these case studies should help project staff to evaluate the extent to which
personal assessment information has been useful to students in helping them to
reach their personal goals.
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APPENDIX--CHAPTER V

Cata1ogue of Available Materials

1. AIR* developed personal assessment learning units prerared for an
individualized educational and vocational guidance program.

Ways To Be Different

Who Am 1?7

What? Me Change!

For more information, write to:

Dr. Calvin D. Catterall

Cocrdinator, Counseling and Psychological Services
Santa Clara Unified School District

1889 Lawrence Road

Post Office Box 397

Santa Clara, California 95052

2. AIR developed personal assessment instruments designed for a Personal and
Social Development Program.

High School Social Situations Test

Performance Record

For more informatior, write to:

Guidance Research Program
American Institutes for Research
P.0. Box 1113

Palo Alto, California 94302

3. AIR developed objectives for as-essing ritizenship competencies. For more
information write to:

National Assessment Office
‘Room 201A Huron Towers

2222 Fuller Road

Ann Arbor, Michigan 48105

*American Institutes for Research
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AIR developed personal assessment learning units for the guidance program
in Project PLAN.

Individual Differences and Their Measurement

Interests and Values in Career Decision-Making

PLAN Student-Parent Goal Formulation

For more information, write to:

PLAN

Westinghouse Learning Corporation
2680 Hanover Street

Palo Alto, California 94305

Self Appraisal and Assessment Structure. For more information, write to:
Dr. Stanley R. Ostrom

1953 Colleen Drive _
Los Altos, California 94022

AIR developed program for helping students to assess and to change learning
behaviors through small group counseling.

Counselor's Case Study Form

Observational Checklist for Student Managed Performance

Checklist for Analysis of a Classroom's Learning Conditions

Time Evaluation Form

Study Effectiveness Form

For more informaiion write to:.
Guidance Research Program
American Institutes for Research

P. 0. Box 1113
Palo Alto, California 94302
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CHAPTER VI
COMPONENT NO. 3--PERSONAL CHOICE OPPORTUNITIES

A primary aim of the Comprehensive Career Guidance System is to assist
each student to formulate personal goals that will serve to direct his perfor-
mance both within and outside the school environment. To select (and to
manage his progress toward achieving) both immediate and Tong-range goals,
each student must have specific and accurate information obtained from reli-
able sources about the wide variety of personal choice opportunities available
to him in all the 1ife areas. For a student to be able to erigage in planning,
decision-making, and management activities wisely and independently (i.e.,
with minimal support from others), he should have the necessary information
on his own characteristics and his environment to generate and consider alter-
native courses of action. These information requisites enable him to partici-
pate in "educated involvement" or "informed choice" relative to the various
aspects (e.g., educational, personal-social, citizenship) of his career. The
general purpose of this chapter is to examine the role that information about
the requirements for, and the probable consequences of, selecting a wide
variety of personal choice opportunities plays in this guidance system.

Identifzing Student Information Needs

One of the main prerequisites of informed choice is the accessibility of
a reliable supply of information. That is, to generate viable alternative
solutions to a personal problem, an individual must be knowledgeable of a
broad range of "possible" solutions. Specifically, each student must be able
to obtain from reliable sources specific and current information relevant to
the many and varied high scheosl and post-high school options that are avail-
able to him in each corntent area of the guidance sysiem. Each student should
then be assisted to relate an appraisal of his own personal characteristics
to information about aspects of career opportunities such as the ability and
education requirements, and the conditions of work and study. Each option
can be probed by the student for the extent to which it offers the kinds of
personal and social satisfactions he seeks.

Too often in the past students who lack good information have eithcur put
off setting tentative long-term career goals or have made them based on
contacts 1imited to such people as members of their immediate family anu
friends. As McDaniels (1968) has said, "youth are not too young to choose,
only too poorly prepared to make choices." Interviewers of a representative
sample of 10,000 high school graduates (Trent and Medsker, 1968) found that
many reported not being prepared by their education to meet the demands of
the adult world. They talked to their interviewers about needing further
information about training opportunities so that they could find a job doing
something that would satisfy them, and information about possible goals that
would lead them toward greater personal fulfillment in their Tives. Numerous
surveys of student needs and follow-up studies (e.g., Bay, Preising, and
Dedong, 1969; Donaldson, 1968; Flanagan, 1966) support this study's student
interview data. ‘ .

Student needs, regarding information about personal choice opportunities,
were identified through an intensive review of follow-up studies, research
Titerature on career development, and guidance programs and systems currently
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ments of information needs were translated into behaviorally explicit objec-
tives and student outcomes to serve as specifications for individualized
guidance programs.

Educational-Vocaticnal

The following objectives are sampled from the total of some 200 in the
bank of educational and vocational objectives.

OBJECTIVE: To be familiar with several major sources of vocational and
educational information and judge how accurate, reliable,
and helpful certain pieces of information are.

Student Qutcomes :

1. Identify several important sources of vocational and educa-
tional information.

Z. Use appropriate techniques and methods for judging the accu-
racy, reiiability, and relevance of an information source.

3. Use a variety of information sources to find particular items
of information. :

OBJECTIVE: To be familiar with the ways in which the availability and/or
desirability of specific educational and vcscational opportuni-
ties are being influenced by social, economic, and technological
trends.

Student Outcomes:

1. Define the concept, "trend."

2. Ildentify current sccial, economic, and technological trends
and recognize how they relate to vocational and educational
planning.

3. List sources of information on these trends.

OBJECTIVE: To contrast the kinds of educational opportunities available
to a high school graduate with those available to someone
who has not completed high school.

Student Outcomes:

1. Describe the educational opportunities, including places where
training may be obtained, which are available both to high
school graduates and dropouts.

2. List the educational opportunities that are available to high
'school graduates.

3. List the educational opportunities that are availabie to a .
high scheol dropout.
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OBJECTIVE:

To point out the length of time it takes, the education
needed, and the financial cost of reaching tentative leng-
range vocational goals.

Student Qutcomes:

1.

2.

3.

4.

OBJECTIVE:

Stud

Tell what your present first and second choice tentative
vocaticnal goals are.

Identify some educational and training programs whizh would
help you reach the goals you are exploring.

Estimate the length of time it will take to reach the goals
you are exploring.

Estimate the financial cost of reaching the goals you are
exploring.

To point out different ways in which occupations can be
grouped into families, and to classify some common jobs in
your community into their correct occupational families.

ent Outcomes:

1.

Parsonal-Social

Recognize at least five different kinds of occupational
family systems.

Given certain occupations, classify them according to their
appropriate family within various occupational family systems.

Specify some of the most commonly held jobs in your Tocal area-

Classify these jobs according to their appropriate family
within at least two occupational family systems.

The general instructicnal objectives and behavioral examples listed below
illustrate some of the opportunities available to students for acquiring compe-
tencies for effective functioning both as an independent perscn and in smail

group situations.

Students are helped to understand the meaning of these objec-

tives and to decide whether or not they would like to explore personal and
social development related to objectives like these.

OBJECTIVE:

To carry through on assigned and agreed-upon tasks with respon-
sibility and effort.

Student Behaviors:

Started assigned tasks promptly.

Carried out assigned task without reminder or support from
others.

Did unusually thorough job on assigned task.
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4. Continued beyond requirements of assigned or agreed-upci
task.

5. Planned and completed a strategy or a schedule involving
several tasks.

OBJECTIVE: To deal effectively with rules, conventions, and teacher
suggestions.

Student Behaviors:

1. Protected public property when another was attempting to
destroy it.

2. Took special care of the personal property of others. “E
-

3. Accepted rc-ponsibility and made immediate efforts to carry
out teacher suggestions (e.g., to improve conduct, work, or
health habits).

4, Encouraged anotner person to comply with rules or teacher
suggestions in order to protect the rights and property of
others.

OBJECTIVE: To show independence, initiative, and originality when faced
with unexpected situations or special needs.

Student Behaviors:

1. Worked out satisfactory solution when faced by unfamiliar or
unexpected situation.

™~
o

Verbally demcnstrated independent thinking in face of verbal
opposition to his ideas.

3. Asked teacher or fellow student questions in an attempt to
relate current content to previously learned concepts.

4. Sought additional work or asked to make up work that he
could easily have avoided.

bt

5. Volunteered on his own to try to learn a special skill which
was not a required assignment.

Citizenship

P< was described in the preceding chapter, the National Assessment Syaff
developed a large number of citizenship objectives and.re]ayeq exercises {(cover-
ing a wide range of civic behaviors re]evant to community 11v1ng in a democratic
society) in order to evaluate certain aspects of the educational progress ?f .
American youth. Several are listed below to illustrate the realm of citizenship
opportunities. open to students as perceived by th10pa1.Assessment. They are
age appropriate objectives the achievement of wh1ch 1n§1cates thEt an individ-
ual is able to "encourage ethical and lawful behavior in others.
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OBJECTIVES: Age S

1
A

. To be aware of others' wrong actions, as well as their own,
and warn others about breaking rules.

2. To refuse to participate in unethical group activities, such
as conspiring to blame another child for their own wrong
doing.

OBJECTIVES: Age 13

1. To be aware of others® wrong actions, as well as their own,
and warn othiers about breaking rules.

2. To refuse to participate in unethical group activities, such
as conspiring to blame another student for their own misdeeds.

3. To call attention to illegal or irresponsible acts (e.g.,
vandalism) and report accidents and injuries to parents,
teachers, or authorities.

OBJECTIVES: Age 17

1. To inform others about laws and regulations, and praise or
reward others for taking an ethical stand.

2. To not condone law breaking in others, and avoid tacit
approval of friends' unethical or illegal behavior, calling
attention to bad consequences and suggesting alternative
actioris.

3. To refuse to participate in unethical group activities.

OBJECTIVES: Adult (in addition to Age 17)

1. To show the disgruntled how to prctest by open, lawful means
rather than by covert defiance.

2. To oppose specific irresponsible acts of pubiic officia]S'by
calling them to public attention, petitioning, or reporting
to authorities.

Classifying Objectives by Commonalities and Assigning Priorities

Instructional objectives based on the wide variety of needs that students
have for information on personal choice opportunities were grouped together
initially according to their content. A brief description will follow illus-
trating several ways to further classify these kinds of objectives within three
content areas: educational-vocational, personal-social, and citizenship.

Educational-Vocational

In Project PLAN, to give students a more coherent picture of the range of
occupational opportunities, data from Project TALENT have been used to group
occupations into 12 job families (Fianagan, 1970c). The TALENT data on 17
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developed abilities scales are comprised of scores made by high school students
who later were in the process of entering various occupations. The occupations
in each of the 12 job families were originally grouped on the basis of the
extent to which they involved similar educational requirements and kinds of
work tasks. The profile of developed abilities for each occupation was then
compared with both those of the other occupations in the group to which it

was tentatively assigned, and to those in the other 11 groups. On the basis

of this final step, a few classification changes were made to provide greater
homogeneity among the occupations assigned to each of the groups.

These data, which provided the basis for establishing the 12 groups of
long-range occupations goals, must be viewed as tentative since they are
founded on the reports of the career plans of students who are five years
out of high school. Individuals who had made 1ittle progress toward their
career goals were rnot included. Most of the young peopie are either engaged
in an occupation in an entry level job, or in professional training for this
occupation. Though this classification scheme for occupations is tentative,
the current data do enable young peopie to appraise their abilities in rela-
tion to the personal characteristics profiles of TALENT students who entered
various occupations. The titles of the 12 occupational groups, representin
@ wide range of occupations in terms of educational and training requiremengs,
are Tisted below. ‘

1. Engineering, Physical Science, Mathematics, and Architecture

2. General!, Commercial Service, Public Service

3. Medical and Biological Sciences

4. Business, Secretarial-Clerical

5. Business Administration

6. Construction Trades

7. Teaching and Social Service

8. Mechanics, Industrial Trades

9. Humanities, Law, and Social Sciences

10. Business, Sales

11. Fine Arts, Performing Arts

12. Technical Jobs

The Self Appraisal Assessment Structure (Ostrom, 1969), discussed briefly

in Chapter V, presents students with an alternative approach for organizing
large numbers of occupations into a2 1imited number of broad occupational
clusters. On the basis of tasks workers perform on the job, SAAS has scrted
occupations into eight "fields": scientifiec, mechanical, clerical, computa-
tional, sales, social service, verbal, and the arts. In addition SAAS has
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assumed that within each of theeight fields the particular occupations can
be sub-divided according to the level of skills seemingly required. The
four broad skill levels are listed below.

Jobs requiring:
1. 1ittle training and/or experience;
2. skill and/or experience;
3. education and/or training--"semi-professional;"
4. special education--"professional."

The result is an occupational classification system based on a two-way matrix:
eight occupational fields by four skill levels. In Project PLAN, data from the
TALENT five-year followup study were used to validate the 12 groups of occu-
tional goats, a confirmation procedure not employed with SAAS' eight occupa-
tional fields.

A third approach to organizing educational and occupational information
into a meaningful structure combines elements of those already discussed. It
was develgped by this project's staff for the Santa Clara, California public
schools. Here, emphasis is placed on the fact that occupations can be sorted
into broad clusters on the basis of many different criteria. Students are
shown how occupations can be grouped according to various commonalities among
them, such as the amount and type of schooling or training required, the
specific tasks done in the occupation, and the benefits which are provided
by the occupation. Then they are introduced to two vocational family systems
(the Project PLAN system of 12 long-range occupational goal groups [discussed
above] and the Dictionary of Occupational Titles [DOT] system) that seem to
be organized in a manner that can be especially helpful to students when they
are selecting educational and vocational goals. The DOT categories of occipa-
tions are: ?1) professional, technical, and managerial; (2) clerical and
sales; (3) service; (4) farming, fishery, forestry, and related orcupations;
(5) processing; (6) machine-trades; (7) bench-work; (8) stiructural-work; and
(9) misceilaneous. By stressing two related though in many respects different
methods of classifying educational and occupaticnal opportunities, this program
encourages students to understand not just how to sort occupations into large
groups but also the varying selection criteria employed by competing systems.

Personal-Social

Instructional objectives for helping students to acquire, maintain, or
encourage desirable personal and social behaviors were grouped into several
categories: v

1. Dealing effectively with difficult situations.

2. Showing strength of character-and integrity.

3. Contributing to group interests and goals.

4. Showing consideration for the feelings of others.
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. Showing leadership.
. Dealing effectively with rules, conventions, and teacher suggestions,

Carrying through on assigned and agreed-upon tasks.

W N

. Showing independence, initiative, and originality.

Citizenship

The National Assessment of Education Progress' stated purpose is to
furnish concemmed citizens and educators with reliable information about the
extent to which people in this country are ottaining certain educational objec-
tives. The project's assessment activities are aimed only at those competencies
which nationally representative panels of educaturs, laymen, and subject-matter -~
experts agree are important for schools to help students achieve. The citizen- _}
ship panels agreed to group a large number of spesific objectives according to
nine major citizenship aims. These following nine broad categories for objec-
tives represent the best judgment of the panel as to the attitudes, under-
standings, and performances American youth need to demonstrate in order to
function resporsibly in democratic society.

1. Show concern for the well-being of others.
2. Support rights and freedoms of ail individuals.
3. Recognize the value ofijust Taw.
. Know the main structure and functions of government.

. Participate in effective civic action.

. Approach civic decisions rationally.

4
5
6. Understand prcblems of intefnationa! relations.
7
8. Take responsibility for own development.

9

Help and respect their own families.

SEecifzing Alternative Strategies for Fu1fi11ing

Student Personal Choice ngortunitx Needs
s - - -~ j._ N\

A variety of strategies for furnishing students with information about
personal choice apportunities has been developed and tried out. These range
across the different content areas of the Comprehensive Career Guidance System
and inciude varying modes of presentation. The following discussion focuses
on severai strategies which illustrate those that have been developed in the
educational-vocational and personali-social domains. Sowe of these strategies
emphasize the presentation of information on many specific opportunities while
others stress the general characteristics' of groups of options.
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In the occupational content area, several possible advantages can accrue
to students when they study information about clusters of related occupations.
First, when a student learns about an occupation that is representative of a
particular occupational family, he is learning generalizations that apply to
a number of other related occupations within the family. For example, when
a student learns about the educaticnal and training requirements for a mechan-
jcal engineer, the information probably would apply to numerous other kinds of
engineers. Second, when a student begins to plan toward a general occupational
cluster, he is meeting requirements for a number of related occupations as well,
any one of which may eventualiy become his primary goal contingent upon a minor
change in his plans. A student, for instance, might set a goal to become a
medical doctor which would require certain educational decisions starting him
off on many years of college and professional training. If along ine way he
decided to alter his goal of becoming a medical doctor, his chances would still
be very good for finding a satisfying occupation in a related field, such as
the 1ife sciences. Studying generalized information about familjes of occupa-
tions, therefore, permits flexible and alternate planning on the part of
students.

Project PLAN has integrated current informaticn about 12 occupational
families into each student's regular academic program (Flanagan, 1970a).
Through written booklets and in some cases audio tapes, PLAN students are
furnished information about conventional aspects of these occupational
families obtained from such publications as the Oceupational Outlook Handbook
(and other United States Goverrment materials) and from profiles of developed
abilities based on Project TALENT data. Presented as an applied economics
strand in the Social Studies program, the study of occupations is closely
interwoven with the study of economics and contemporary problems. This
permits using occupational information in connection with such subjects as
ecology, urban problems, and industrial development.

The program of educational and vocational guidance in the Santa Clara,
California schools includes a variety of iearning strategies in addition to
the reading and listening skills stressed in the Project PLAN guidance program.
Activities include such techniques and sources of information seeking as:

(1) observing films and film-strips; (2) reading and manipulating instruments
included in job experience kits; (3) 1istening both to audio tapas and to
classroom visitors describing occupations and various jobs in those occupa-
tions; (4) questioning teachers, counselors, and visiting speakers; and (5)
writing letters to such sources of information as admission offices at colleges
or training schools.

A growing number of computer-supported programs, providing students with
access to large information banks of educational and vocational data, is cur-
rently being marketed within price ranges consideres feasible for modern school
systems. For example, Harcourt, Brace & Jovanovich Publishing Company offers
a SELECT program which permits students indirect access to a data bank on
four-year coileges. In this program, student inquiries are batched and answers
are distributed periodically. Another approach, Interactive Learning Systems
(ILS), enables students to have on-line computer-assisted access with immediate
response to queries regarding national and local data of four types: occupational
college, vocational-technicai schools, and financial assistance.
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The Santa Clara County Office of Education in California has developed a
project illustrating a computer-supported approach, in which computerized Tistings
of county-wide occupational opportunities are periodically d1str1but§d to 19ca1
schoois. This program lists all entry-level jobs in certain county 1ndu§tr1es
and businesses which have volunteered to provide the following types of informa-
tion about each job: (1) educational and training requirements, (2) salary levels,
(3) primary work tasks, {4) present employment levels, (5) forecasted openings,
and (6) position in the SAAS occupational classification system (Ostrom, 1969).
Counseling offices in Santa Clara County schools are continually furnished
with updated printouts centaining current information provided by the local
industries and busiresses.

The national computerized Job Bank program, which disseminates informa-
tion about immediate employment opportunities, illustrates an approach that
is both computer-supported and oriented toward specific job openings (rather

than clusters of occupaticns). The Job Bank uses a daily up-to-date comput- Z]f

erized 1list of available jobs in a major metropolitan area to facilitate

job placement of the unemployed, particularly the disadvantaged. Operational
in 55 major cities under the auspices of the United States Department of Labcr,
the Job Bank has expanded the exposure of the applicant to job opportunities

to the extent that in scme cities t¥> placements of hard core unemployed have
as much as doubled.

Thus far, the discussion has emphasized alternative instructional-
counseling strategies within the educational and vocational content areas.
Brief mention should be made of the alternate strategies available to this
pProject's Personal and Social Deveiopment Program. In this program, intermediate
and secondary level students first learn about the range of desirable per-
sonal and sccial behaviors they might want to acquire (used at the secondary
level only), maintain, or encourage and of undesirable behaviors they might want
to eliminate. Students can then select specific behaviors to comprise their owrn,
individualized behavior modification programs. Strategies for presenting the
personal and social behavioral opportunities could have included such approaches
as video-taped, filmed, audio-taped or written models displaying the various
behaviors, lecture descriptions conducted by teachers and counselors, or group
discussion and role play of the various behavioral alternatives.

Se]ectingLDesigningi Schedu]ing, and Imglementing Strategies

Several strategies for helping students tc meet personal choice opportuni-
ties were selected for investigation in this project. Emphasis was placed on
an instructional-evaluation unit approach in which various instructional-
counseling strategies were grouped “or presentation to the student. The
method for implementing the Santa Clara educational and vocational guidance
program involved individualized guidance units organized by first specifying
student based objectives and related behavioral outcomes and then keying
appropriate learning materials and procedures. The result was units that
furnished explicit directions to the student as to what activities would
probably help him to reach each objective, and what tests were available to
aid him in_assessing the extent of his acnievement. Designed for students
n grades. 7-12, a given unit can be scheduled for students within any or all
of the grade levels depending upon the needs of particular students, i.e.,
there is no fixed sequential order that should be followed in scheéduling the
units. Typically these units are impiemented with students in either a self-
instructional cr a small group instructional setting. Table 3, on the next

 page, displays a guide sheet from one of the Santa Clara program units that
focused on personal choice opportunities.
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TABLE 3

EXAMPLE PERSONAL CHOICE OPPORTUNITY GUIDANCE LEARNING UNIT

American Institutes for Research
Guidance Research Program

Santa Clara NDEA Project
June 1970

SKILL AREA 2
OBJECTIVE 9

SQRTING OUT OCCUPATIONS

OBJECTIVE: The purpose of this unit is to help you to:

point out different ways in which occupations can be grouped into_fami]ies, and classify some
common jobs in your community into their correct occupational families.

EVALUATION: To help you make sure that you have achieved this objective, you will be tested to see if you can:

a. recognize at least five different kinds of occupational family systems.

b. given certain occupations, classify them according to their appropriate family within various

occupatioral family systems.

c. specify some of the most commonly held jobs in your local area.

d. classity these jobs according to their appropriate family wiphin at least two occupational family

Sy LTS,

EXAMPLE :
follows these materials.

When you can answer questions like the one given below, you probably are ready to take the test which

Tom, 16, is a 10th grader. Weekends he works as a gardener. He currently makes $1.50
an hour. From the four ways of forming occupational families which are listed below,
select the one which has been mentioned in this example.

a. Amount of schooling or training required by the occupation.

b. Personal characteristics needed for success on the job.

c. Specific tasks done in the occupation.

d. The benefits which are provided by the occupation.

USE THESE MATERIALS

DO THESE ACTIVITIES

1. Booklet, Making Sanse Out of Jobs, American
Institutes for Resaarch, 1970. .

2. Booklet, Making Sensz Out of Jobs.

Audio-tape, Vocational Families, American
Institutes for Research, 1970.

3. Booklet, Making Sense Out of Jobs.
Audio-tape, Getting Acquainted with Two
Vocational Family Systems, American Institutes
for Research, 1970.
Our World of Work, SRA, 1968
Occupations and Careers, McGraw-Hill, 1969.

4. Booklet, Making Sense Out of Jobs.

5. Booklet, Making Sense Out of Jobs.

Booklet, Variety of Jobe Catalog, American
Institutes for Researth, 1969.

6. Booklet, Making Sense Out of Jobs.

Read Chapter I, page 1; answer the questions, and
check the answers in your booklet.

Listen to the tape and if you wish, read along in
Chapter I1 of the booklet, page 3.

‘Read Chapter III of the booklet, page 8, and the

materials to which it refers you or listen to the
tape. Meet with another student to test each
other's knowledge of the DOT and IRG vocational
family systems.

Do the activity outlined in Chapter IV, page 14, of
the booklet to learn more about how particular Jobs
fit into various vocational families.

Read Chapter V of the booklet, page 17, and do the
exercises to familiarize yourself with the Variety
of Jobs Catalog. Using the catalog and your
interview materials, meet together to participate
in the game outlined in Chapter V of the booklet.

Read Chapter VI of %he booklet, page 22, and carry
out the activities to discover some occupations
which are important in your local area.

When you have successfully completed these activities and materials, check with your teacher or counselor before

taking the test which goes with this learning package.

A
<ot
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Project PLAN employed a method similar to the instructiona]-eva]gationa1
unit approach selected in this project. In PLAN, teachiqg-learn1ng units com-
prising information about personal choice opportunities in thg worlds of
education and work are sequenced across the primary, intermediate, and secon-
dary levels and integrated into each student's Social Studies gnd Language
Arts programs. In the primary grades (1-4), objectives emphasize: (1) the
nature and variety of work in some of the specific occupations (e.g., community
and personal services) that are usually visible to young students; (2) the _
patterns of social interaction usually found in job settings;_(3) the functions
that occupations have in fulfilling various social and economic needs;_and (4)
the general ways that people prepare for occupations. At the 1ntgrmed1ate and
secondary levels, teaching-learning units focus on the 12 occupat1on§1 fam-
ilies discussed earlier in this chapter and on the nature of 9ccupat1ona1_
opportunities typically available following graduation frgm high school--i.e.,
four-year colleges, two-year colleges, occupational training schools,
apprenticeship programs, seiective service, military service, and entry level
jobs (Hamilton and Webster, in press).

A variety of strategies, selected for this project's Personal and Sgcia1
Development Program, enables students tc survey possible personal and soc1a]
behaviors they might want to acquire, to waintain, or to encourage. Spec1f1ca11y
they experience orientation learning units, observe trends in their behavior,

D ¢

discuss such trends wich counseling personnel who have collected student behavioral

data through the Critical Incident Technigue (Flanagan, 1954) and, if they are
high school students, they participate in the Social Situations Tests. Iq these
latter tests, students participate alternately as actors or as observers in a
series of situations simulating actual circumstances they might be expgcted to
deal with satisfactorily either in or out of school. Self assessment is aqother
technique used to familiarize students with opportuniities in the PSDP. This
technique relies on students responding to a checklist of all the personal and

social behaviors emphasized in the PSDP. Because of production costs, audio-tapes

and film techniques were not used in presenting students with iqformgtion_on
personal and social development opportunities. Because gf the 1nd1v1@ua11zed
prescriptive nature of the PSDP, self-instructional bookiet_presentat1ops, group
discussions and role play were selected, at least for the first generation of

this instructional-counseling program. No lectures were incorporated in the PSDP.

Evaluating Strategies and Providing Feedback and Correctigg

To measure the effects of information presentations about personal choice
opportunities provided in an individualized system of career guidance, it is
first necessary to determine whether the system enabled individual youths to
meet their knowledge needs. A basic assumption here is that the greater amount
of information youth have about available choices (regarding occupational roles,
educational opportunities, leisure time activities, etc.), the greater is the
meaningful data upor which they can make particular choices thereby increasing
the likelihood that they will more wisely select appropriate long-range goals
and develop realistic plans for attaining them. Few, if any, instruments are .
currently available that assess student knowledge of available opportunities
(in a particular life area), attitudes toward having such information, and
performances related to seeking such information. In view of this void,
project staff developed and field tested two prototype instruments: the
Educational and Vocational Exploratory Behavior Inventory (EVEBI), and the
Occupational Knowledge Survey (OKS). No efforts were made to pursue a similar
type of test development in the personal and social content areas because the
emphasis there is on objectives stressing overt behavior patterns rather than

knowledge.
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Educational and Vocational Exploratory Behavior Inventory

This inventory measures student overt, self-initiated behaviors relevant
to the gathering and processing of information for subsequent vocational and
educational planning and decision making. The inventory is designed for student
use in recording the number of information-seeking behaviors they report during
a prescribed time period following the administration of an instructional-
counseling program. It can be administered individually or in small groups.
The instrument asks specific questions from seven broad categories:

1. Had they talked with any people about occupations, vocationul educa-
tion, or any other educational opportunities?

2. Had they reguested any printed information, read any booklets, or
watched TV or films related to vocational education or their occupa-
tional pians?

3. Had they made or planned to make any ori-the-job visits?

4., Had they visited or planned to visit a campus Or an area vocational
center?

5. Had they looked into or planned to look into summer work related to
their occupational or educational choices?

6. Had they made definite plans to take or had they taken any interest,
ability, or achievement tests to help their educational-vocational
decision making?

7. Had they changed their educational plans so that they were now signed
up for an area vocational center or had applied to a college?

In a recent study (Ganschow, Stilwell, and Jones, 1970), & random five percent
of the subjects' inventories were selected for objective confirmation after the
inventories were completed. Of the 46 information-seeking behaviors reported
by the subjects, 24 were verified and 17 were not verified. None were discon-
firmed. Overall these verification results compared favorably with those
reported earlier (e.g., Krumboltz and Thoresen, 19643 Hamilton, 1969; Thoresen,
Hosford, and Krumboltz, 1970).

Occupational Knowiedge Survey

The OKS was designed to assess the amount of knowlecge which high school
students have about the world of work in general; about broad occupational
families: and about the present and future opportunities, the conditions of work,
and the requirements of common occupations within particular occupationai '
families. It was anticipated that one of this instrument's uses would be as a
criterion measure for evaluating one aspect of the effectiveness of vocational
guidance programs. Currently the OKS has four equivalent forms: two designed
for girls and two for boys. Total administration time for each form of the survey
is about 50 minutes.

The representativeness of the occupations and occupational families sampled
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in the OKS was validated primarily by reference to:
which each of a large number of occupations was selected and pursued by high
school students participating in the five-year follow-up conducted by Project
TALENT--the natiocnal longitudinal study of 440,000 students, and (b) estimates
of occupational opportunities specified in the United States Department of

Labor's 1968-69 Occupational Outlook Handbook.

(a) the frequency with

About two thirds of the items

on each of the OKS forms sample students' knowledge of the 37 occupations

listed in Table 4.

TABLE 4

OCCUPATIONS SAMPLED BY THE FOUR OKS FORMS

Accountant
Advertising Worker
Aircraft Mechanic
Bank Teller
Carpenter

Chemist

Clergyman

Clerical Worker
Computer Programmer
Cooks and Chefs
Cosmetologist

Dentist

Draftsman

Electrical Engineer
Forester

Lawyer

Machinist

Maintenance Electrician
Manufacturing Salesman
Mechanic

Medical Technician

Nurse (Practical)

. Pharmacist

Pilot
Plumber

Policeman

Postal Clerk
Psychologist
Registered Nurse
Retail Salesman
Social Worker
Teacher--Elementary
Teacher--Secondary
Teacher--College
Tool and Die Maker
Truck Driver

Truzk Dwiver (Routeman)

!
!l

Table 5 on the next page presents the eight categories of occupational character-

istics into which OKS items on these 37 occupations were grouped during item

development activities.

The remaining one third of each form's items include

more general questions about the world of work and occupational families.
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TABLE 5

CATEGORIES OF OCCUPATIONAL CHARACTERISTICS SAMPLED
BY THE FOUR OKS FORMS

um_.-a/m

Occupational Duties Working Conditions Financial Considerations

Required Abilities/ Present and Futurs Sex Distribution
Interests Opportunities

Education Required Legal or Age Requirements

e S S i s U

After preliminary field tasts and item revisions were accomplished, the
0KS forms were administered to a total of 1498 ninth- and eleventh-grade
students in three California schools, one Texas school, and one Maryland school.
Student populations in the California and Maryland schools were predominantly
White, while the population in the Texas school was nredominantly.8lack. Basic
data collected by this widescale administration are summarized in Table 6 on
the next page where it can be noticed that reasonably high internal consistency
estimates of reliability were obtained for each form--i.e.. .82 and .80 for the
two boys' forms and .77 and .78 for the two giris' forms.

In addition, 48 ninth-grade boys and 41 ninth-grade giris in one of the
two California urban schools took both of the male and female forms respect-
ively. Half of each student group started with one form, while the ather half
worked on the other form before they switched to the remaining alternate forms.
Pearson Product Moment test--retest correlations of .67 for the boys ana .65 for
the girls resulted on each set of two OKS tests. Using background information
on these same students, correlations were conducted between the OKS results and
students' total scores on a recent administration of the Differential Aptitude
Test. Resultant correlations for the two boys' forms were .65 and .69 and
for the two giris' forms were .77 and .67.

The main evaluation purpose of the OKS is not to compare students' scores
- across grade levels within schools and within grade levels across schools as -is
so easily done by close inspection of the data in Table 6. Additional data
analyses were performed in order to enable reports of what students actually
knew about various categories of job characteristics (e.g., job situation
[occupational duties and working conditions], background and prerequisites, and
present and future possibilities--for selected occupations samples by the 0KS).
Such data will ba reported for the various school populations and items represent-
ative of those contributing to the data in each category of occupations and char-
acteristics will be provided. In this way as the alternate OKS forms are
further refined in the future, when they are administered before and after students
are exposed tc vocational guidance units focusing on occupational knowledge out-
comes, decisions will be possible about the effects of such units on specific
categories of student knowledge. Tests using a rationale and format similar to
the OKS also should be developed to assess student kncwledge in other content
areas (e.g., educational, leisure, and citizenship opportunities) of the Compi-e-
hensive Career Guidance System.
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In addition to the tests described above (EVEBI and 0KS), project staff
developed a number of guidance proficiency tests to aid students in determining
the extent to which they had achieved the objectives in particular guidance
learning units. Proficiency test items were written explicitly to check on
student performance of each outcome related to a unit's objective. An example
proficiency test item, which was designed to assess a student's ability to
"recognize at least five different kinds of occupational family systems” is
displayed in Table 3. Using feedback from his performance on one of these
proficiency tests, a student (along Wwith his teachers, counselor, and parents)
can identify the outcomes, if any. that he has not satisfactorily demonstrated.
Then, the student can select additional learning activities where approprizte.
A key assumption here is that a student ought not to proceed with another
guidance learning unit until he has first adequately attained the chjective-
based performance levels specified in his present unit.

Curvent Status and Plang

A variety of recently developed instructional-counseling strategies related
to the presentation of information about personal choice opportunities is being
considered for investigation. Project staff are currently exploring competing

_methods for presenting students with up-to-date information on local entry level
jobs as well as on immediate job openings. For instance, is making such infor-
mation available via portable computer terminals that are linked to computerized
data banks more effective with students than permitting them access to computer
printouts containing similar information? In addition, project staff plan to
examine the comparative effects of using alternative strategies for delivering
information about occupations, education and training options, and the various
means cpen to youth for financing post-high school education or vocational
training. For example, does it make a difference whether students read from
a teletyped message while seated at a portable computer terminal {e.g., ILS),
read a magnified display of a micro-fiche card, read from a printed booklet,
or observe a film, film-Tloop, or film-strip production? A host of techniques
such as these for presenting students with current information about personal

choice opportunities are commercially available but few of them have been
empirically tested.

Plans are underway for expanding this system's evaluation strategies to
furnish more adequate feedback to project staff thereby enabling them to make
needed revisions in various programs. The Occupational Knowledge Survey (OKS)
will be refined to insure that its items appropriately sample from the total
population of items related to the world of work in general, to occupational
classification systems, and to typical characteristics of common occupations
within various occupational groups. A similar survey instrument will be
developed for the education content area. Its purpose will be to assess
student knowledge of the major kinds of educational institutions, of the
common characteristics that differentiate these institutions, and cf parti-
cular options that are representative of the different educational categories.
In the personal and social content areas, further attempts will be made to
evaluate the extent to which students understand the various types of behavior
on which the PSDP is based and to determine their attitudes toward such behav-
jors. An example technique is to have students listen to audio-tapes in which
individuals enact behaviors emphasized in the PSDP. Afterward students answer
questions designed to assess their knowledge of, and attitudes toward, the
behaviors enacted in these taped situations. The ultimate aim of these and
other planned efforts is to study the effects of particular instructional-
counseling strategies with certain individuals and to collect information

that will yield a prescriptive system of strategy-student characteristic
matching.
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APPENDIX--CHAPTER VI

Cata]ogue of Available Materials

1. AIR* developed learning units prepared for individualized educational and
vocational guidance programs.

The Information Explosion

Social, Economic, and Technological Trends

Dropout -

Reaching Your Vocational Goals

Sorting Out Occupations

For more information, write to:

Dr. Calvin D. Catterall

Coordinator, Counseling and Psychological Services
Santa Clara Unified School District

1889 Lawrence Road

Post Office Box 397 :

Santa Clara, California 95052

2. AIR developed materials designed for a Personal and Social Development
Program. For more information, write to:

Guidance Research Program
American Institutes for Research
P.0. Box 1113

Palo Alto, California 94302

3. AIR developed objectives for assessing citizenship competencies. For more
information, write to:

National Assessment Office
Room 201A Huron Towers
2222 Fuller Road

Ann Arbor, Michigan 48105

*American_Institutes fo.~ Research
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4. AIR developed learning units prepared for the guidance program in
Project PLAN.

Business Sales Occupations

Business Clerical Occupations

Business Management Occupations

Technical Occupations

Teaching Occupations

Health Service Occupations

Public and Commercial Service Occupnations

Social Service Occupations

Social Science Occupations

Performing Arts Occupations

Building Trades Occupations

Mechanic and Repaifman Occupations

Mathematical and Physicai Science Occupations

Industrial Trades Occupations

Engineering and Architecture Occupations

Biological Science Occupations

For more information, write to:

PLAN

Westinghcuse Learning Corporation
2680 Hanover Street

Palo Alto, California 94305

.
i f

5. Self Appraisal and Assessment Structure. For more informaticn, write to:

Dr. Stanley R. Ostrom
1953 Colleen Drive
Los Altos, California 94022




6.

10.

Occupational Knawledge Survey

AIR developed instruments designed to assess student knowledge and per-
formance related to an Educational-Vocational Progranm.

Educational-Vocatiornal Exploratcry Behavior Inventory

For more information write to:

Guidance Research Program
American Institutes for Research
P.0. Box 1113

Palo Alto, California 94302

Coliege SELECT program. For more information, write to:

Harcourt, Brace and Jovanovich, Inc.
757 Third Avenue
New York, Mew York 10017

ILS system of computerized data banks (college, occupations, vocational
training schools, sources of financial assistance). For more informatior,

write to:

Interactive Learning Systems, Inc.
1616 Soidiers Field Road
Boston, Massachusetts 02135

Job Bank of Computerized data on employment opportunities.

information, write to:

Job Bank
- U. S. Department of labor
Washington, D. C. 7212

Santa Clara program of ccmputerized local job information.

information, write to:

Dr. Stanley R. Ostrom

County of Santa Clara
Office of Education

45 Santa Teresa Street

San Jose, California 95110
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CHAPTER VII

SQUPONENL NO..3

R

ASSISTING STUDENTS TO RESOLVE PERSONAL PROBLEMS MORE WISELY

As a review of the two previous chapters indicates, provicing each
young person with a sufficient amount of accurate informetion both about
himself and about opportunities in the environment is of major concern in all
aspects of career decision making. Howe :r, contrary to the ph110§oph1ca]
position of some authorities, it is predicted here that the provision of !nfor-
mation does not in and of itself either bring about or guarantee wise decision
making. Early in the conceptualization of a comprehensive guidance system, a
major cluster of youth guidance needs were linked to deficiencies students
displayed in exhibiting adequate skills for resolving personal problems which
-confronted them on a day-to-day basis.

Providing young people with assistance in the realm of solving a wide
variety of problems which come up in daily 1life has been advocated as the
priority purpose of the guidance professinn (Krumboltz, 1967) and as the
framework around which the entire guidance program of a school should be
buiit (Gelatt and Varenhorst, 1968?. Some authorities have viewed this pur-
pose of trairning individuals to solve life problems wisely as the major aim
of American education in general and the unifying link between guidance and
the remainder of the educational system (Rothney, 1958; Gelatt, 1962). If
the possible negative ramifications of youth possessing inadequate problem-
solving behaviors are examined (cf. Coleman, 1966; Passow, 1966; D‘Zurilla and
Goldfried, 1968), it is understandable that the process of assisting individ-
uals in learning how to solve problems wisely has been advocated as a major
purpose of the guidance profession.

However, when an attempt is made to clearly operationalize definitions of
personal problem-solving behaviors, difficuities arise in deciding exactly
what phenomenon should receive attention. For example, within guidance
literature, the terms "problem solving" and "decision making" are at times
used synonymously, while in other references they are considered to be dis-
tinct phenomena. Brim (1962) distinguished between decision making and problem-
solving when he assezrted that problem solving more often referred to contrived,
artificial, laboratory tasks, whereas decision making focused more on real-
1ife situations. There is considerable support for this categorization of
research literature, but a more useful clarification was attempted by
D'Zurilla and Goldfried (1968) when they designated decision making as a
major step in the process of human problem solving. Support for this analy-
sis can be found in the work of Gagné (1959) and, therefore, this distinction
has been adopted in work attempted relative to this component of a compre-
hensive guidance system. Thus, decision making involves some but not all of
the diverse problem-solving behaviors.
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Identifzing Youth Prob1em—501ving Needs

A survey was made of the major historical orientations of psychological
research on human and animal problem solving and decision making. The prepon-
derance of research dealing with human problem solving has been conducted in
laboratory situations far removed from problems faced in individuals' personal
daily lives. Though such laboratory problems have some formal properties in
common with 1ife decisions, such as the fact that there exists a choice be-
tween a set of alternatives, research findings from these studies can be
appropriately generalized to personal Tife circumstances only with the greatest
hesitancy and a myriad of qualifications (Tate, 1959). A second area of re-
search has involved attempts to describe decision behavior in statisticai
terms or in terms of me.tal activities. Such research stresses the effects of
various psychological cognitive variables upon problem soiving (cf. Townsend
and Smith, 1964; Sc.aal, Ratoush, and Ninas, 1959), and especiaily supports the -.
conclusions of Gibby, et al. (1967) that problem-solving abilities have been
treated in "a . . . theoretical manner rather than in an experimental fashion.
Only recently have initial attempts been made to define decision-making ability

“empirically . . . (p. 450)."

t

From this survey of relevant literature, it was concluded that cognitive
processes and the overt behaviors manifested by individuals in problem-solving
situations are learned. In fact, as both Skinner (1953) and Brim (1962) have
observed, human problem-solving behaviors which now appear to be habitual
responses on the part of individuals probably have been learned in earlier
problem-solving contexts. By considering that probiem-solving behaviors are
phenomena which can be learned or have been acquired in previous problem con-
texts, it can be postulated that such behaviors may be modified and improved
through training and that effective behaviors may be trained in a manner
which would maximize their transfer to a wide variety of problem situations.
This position implies the need fov practicing desirable problem-solving behav-
jors in real-life problem contexts, but contains no implication of disdain
for or lack of interest in cognitive phenomena. It is argued that if one
prime objective is to assist individuals to resolve real-life problems in a
skillful manner rather than to describe exhaustively the how and why of every-
thing occurring inside and outside the individual in the problem-solving context,
then it is most useful to focus on observable behaviors and not on inferred
cognitive processes or events.

Once the position above was adopted, it was decided that the behaviors
involved in solving real-life problems wisely could be specificaily da:iin-
eated, and alternative methods could be explored for helping youth tc acquire
and to perform these behaviors.. Considerable attention was subsequently given
to an investigation of behaviors involved in the process of effectively
resolving real-1ife personal problems. These behaviors would in essence be
designated as the terminal competencies of the desired training program and
would enable statements to be made regarding youth problem-solving needs
which would be translated into specific objectives for the training rrogram.
The identification of the terminal behaviors was accomplished primarily through
study of available models purporting to describe human problem-solving.

Problem-Solving Models

A multitude of conceptualizations or models of problem-solving phenomena
h~s been offered (e.g., Dewey, 1933; Polya, 1945; Simon, 1957). A representa-
lfRJﬂj tive sample of these is presented in Table 7 on the fcllowing page where an
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attempt has been made to graphically compare analagous portions of the var-
jous models. An important insight to be gained from an examination of these
problem-solving descriptions is that most are predominantly step oriented.
In other words, they are stage models which represent a problem solver as
progressing through a sequential order of activities. Newell (1965) has
raised objections to stage models for represeiiting human problem-solving,
and these objections suggest that it is more useful to avoid static models
and to emphasize beliaviors and skills (i.e., a closely interrelated group

of behaviors) which are useful in effective personal problem solving.

A second group of problem-solving descriptions has direct application
to real-1ife problems as opposed to more artificial or laboratory tasks.
These models, which usually have vocational and educational choices as their
focus, have been summarized by Hilton (1962), and an examination of them is
useful in order to uncover the specific skills demanded by real-1ife problem-
solving. Some of these models are illustrated by Table 8 on page 103. Hilton's
models tend to reflect, more adequately than did the previously illustrated ones
real-1ife precblem-solving contexts of, and the complex inter-relationships

between, various aspects of the problem-solving process. Therefore, a graphic

comparison such as that which has been attempted here tends to force them into
a stage format, which is inappropriate.

From these descriptions and the more extended descriptions formulated
by the respective authors arnd others (e.g., Bross, 1953; Gelatt, 1962), a
number of specific behaviors asscciated with effective real-1ife problem-
solving were derived. Most descriptions of the problem-solving process
consider the importance of identifying and clearly defining the problem at
hand. Additionally, most of them support the need for studying the conse-
quences of various alternatives before choosing one. Finding information,
separating relevant from irrelevant information, and considering such infor-
mation in light of the problem is an additional behavioral ciuster. Another
is that of precducing and considering several different tentative solutions
before choosing one of them. Similarly, several medels imply behaviors
revolving around selecting one of the tentative solutions to be tried and
implementing that solution. Such selection behaviors constitute what is
herein termed the decision-making skill area. A further similarity among
the models is the concern they show for maximizing what the iadividual has
learned from going through the preblem-solving process. This is manifested
by the analyzing of both the outcomes of problem solving and the process
which has been used in arriving at a solution.

While most problem-solving models described the total problem-solving
process, prior to the formulation of specific training program, each skill
area or cluster of behaviors had to be operationalized into its constituent
behcviors. For example, Krumboltz (1966b) generated an in-depth analysis of
two major aspects of problem solving (i.e., the consideration of alternatives
and decision making) and inciuded these behaviors:

Generating a list of ali possible courses of action;

Gathering relevant information about each feasible
alternative course of action;

Estimating the probability of success in each alternative
on the basis of the experience of others and pro-
jections of current trends;

Considering the personal values which may be enhanced or
diminished under each course of action;
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Deliberating and weighing the facts, propable outcomes
and values for each alternative;

Eliminating from consideration the least favorable
courses of action;

Formulating a tentative plan of action subject to new
developments and opportunities;:

Generalizing the decision-making process to future problems.

From a search of these and similar sources a preliminary list of behaviors
requisite to solving personal problems wisely was developed. This 1list served
as the initial draft of the terminal competer.cies for a training program
designed to help each student perform skillfully and consistently behaviors
such as these when he is confronted with pe'sonal problems:

Being sensitive and able to perceive problems when they
exist;

Clearly defining the parameters and nature of the problem;

Being aware of other plausib’e ways to define the problem:

Stating conditions under which problem would be classified
as resolved;

Stating goals or objectives in soiving the problem--
criteria to fulfill;

Formulating a strategy for searching for information
relevant to the problem;

Evajuating information sources;

Identifying sources of information;

Evaluating the relevance and accuracy of information;

Demonstrating how to utilize sources of information;

Being open to information;

Generating several viable alternative solutions to the
problem;

Considering several alternatives in light of the information
gathered and the criteria for problem solution;

Specifying possible ccnsequences of each alternative;

Assessing the desirability and/or probability of such
consequences;

Identifying some personal standards or criteria of
personal desirability;

Selecting ona alternative to be implemented;

Formulating a rationale for such a selection;

Selecting a second alternative as a second choice to be
used in case of certain contingencies;

Stating why the second alternative was chosen and the specific
rationale for it:

Specifying a plan for carrying out the chosen alternative;

Identifying some conditions under which the second alternative
will be implemented;

Considering various rules or philosophies for selecting an
alternative from among many;

Exhibiting the specified behaviors to implemert the chosen
alternative;

Analyzing the implementation process as it i3 carried out
and after it is completed;
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Switching to a back up plan when appropriate;

Being sensitive to and recognizing the consequences and
outcomes resulting from implementing the chosen
alternative;

Analyzing positive and negative consequences of the problem-
solving process followed;

Ascertaining when the problem is satisfactorily solved;

Correctly judging whether the plan of implementation should
be modified or scrapped or if the second choice should
be implemented. (i.e., What should be done if the
protlem was not solved?);

Identifying what was learned that will help in future
preblem contexts.

Needs statements for each student could easily be formulated by deter-

mining the extent to which he performs each of the behaviors just listed.
“From this list of problem-solving behaviors, instructicnal objectives

such as the following were written. These are representative of ones
formulated at a relatively early stage of program development. While
exhibiting some of the qualities of acceptable behavioral objectives,

they however lack much of the specificity and information regarding the
conditions and the quality of the performance requested of each student.

1. When presented with varying situational contexts, the student
can discriminate those in which a real-life problem exists.

2. When presented with a problem in general terms, the student can
analyze the given information sufficiently to define in specific
terms the nature of the probiem.

3. When presented with a problematic situation, the student can
define the problem in at least two alternate ways.

4. When provided with problematic situations defined specifically,
the student can state a minimal set of circumstances under which
the problem would be classified as resolved.

5
.

When provided with a specifically defined problem situation, the
student can state possible goals or priority objectives to be
sought in an acceptable solution to the problem.

&. When provided with a specifically defined problem and with a set of
goals to be included in a solution, the student can formulate &
plan which explains how he will go about obtaining the necessary
information leading to the selection of an acceptable solution.

7. When provided with an example of an information source, the stu-
dent will state the positive and negative features of this source.

‘ 113 T

-105-




8. When asked to obtain a specified piece of information, the student
will be abie to point out at least two sources from which the
information may appropi~iately be obtained.

While deficient in many respects, this level of terminal behaviors and the
subsequent formulation of general program objectives related to those
behaviors, provided something tangible to be shaped and refined. Next,
further attempts were made to clarify the neads, to study the nature of

thejr interrelatedness, and to make decisions regarding priorities or levels
of importance among them.

C]assifzing Objectives bz Coimmonalities agd Assigninq Priorities
N W -7 - 9

At present, the interrelationships of problem-solving behaviors such

as those specified in the previous section are unknown. Fowever, in an
attempt to further integrate and systematize the problem-solving behaviors
reported in the literature, the problem-solving paradigm displayed in
Table 9 on the following page was prepared. This paradigm served as the

. basic framework upon which the comprehensive training program for problem
solving was developad. From the simiiarities found among the previous
problem-solving models discussed earlier and from logical inferences about
how the specific behaviors might be associated or related to one another,
the separate behaviors were grouped into what were designated as skill areas.
A skill area was defined as a cluster of more specific behaviors which were
hypothesized to be closely associated in terms of either similarity in
actual responses made by an individual, or in chrcnology of those responses,
or in terms of their interrelated effects upon one another. In addition, it
should be noted that although the stage model concept is eschewed, the group-
ings of behaviors identified in Table 9 fall into three broad processes (i.e.,
Planning, Decision Making, and Implementing). It was postulated that many of
these behaviors, and in fact the broad processes themselves, cccur several
times; not always in the same order; and at times simultaneously during any
particular problem-solving occasion. The general process of planning seemed
basic to this whole paradigm, therefore, the two skills areas forming this
process were given top priority attention in program development.

In order to illustrate briefly the repeated efforts to refine the
instructional o:jectives of this training program, examples of instructional
objectives written at this more intermediate stage of development are pre-
sented below. By this point in time, student problem-solving behaviors,
as indicated in the paradigm of Table 2, had been quite thoroughly revised
and zettled upon (at least with respect to the formulation of a prototype
program to be field tested) and the clustering of tiiose needs had been
revised. The following example objectives are taken from what became known
as Skill Area #3, the "Consideration of Multiple Alternatives."

1. When provided with an array of alternative problem solutions,
the student will be able to 1list the possible positive and
negative outcomes related to the choosing of each alternative.

2. When information is provided him relative to a hypothetical
problem-solver, the student will be able to express specific
standards for rating the desirability of possible outcomes
associated with the choice of a specific alternative.

0. | 120
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TABLE 9

PERSONAL PROBLEM-SOLVING PARADIGM

{lls !pec!!'c proB!em-!o'v!ng ge;av!ors Lrouoea Ey !egav1ora! !!‘Il Ar2as

Planning Emphasis--decision making
and pergormcnce activities are ynyo}~
ved in these problem-solving beha-
viors but the emphasis is upon using
a planned approach to understanding
the problem and gathering informa-
tion on it in prder to expedite

subsequent problem-solving activities.

Decisior-Making Emphasis--planning
and performance activities are
involved in these problem-solving
behaviors. Planning skills are
ones which are particularly impor-
tant following the decision-making
activities implemented here.

Implementation Emphasis--activities
ere involve what has been referred
to as "student managed performance."
However, decision making (relative
to evaluating one's problem=-solving
behavior) and planning (relative to

revising or changing plans for
implementation) are both involved
in these activities.

Perceiving, delineating, and comitting to work on, the probiem.
a. Perceiving a personal problem when it exists.

b. Inhibiting the tendency to respond impulsively, passively,
or by avpiding the problem.

c. Stating the conditions that would exist if the problem were
resolved.

d. Specifying discrepancies between current personal status and
those levels that would exist if the problem were resolved.

' Searcking for, evaluating, and utilizing the information.

a, Formulating a strategv for searching for information relevant
to the problem.

b. Knowing and evaluating sources of information.
c. Efficiently utilizing the sources of information.

d. Evaluating the reliability and accuracy of informatinn received
and its relevance to the nrohlem.

e. Being willing to consider new information relevant .to the
problem even when it conflicts with that presentlv held.

Generating and considering multipie alternative nroblem solutions.

a. Gererating several viable courses of action or alternative solu-
tions to the problem.

k. “.~wing possible outcomes associated with each alternative.

2. fal.ulating the subjective and objective orohabilities of each
outcome's occurrence.

d. Usinj some personal standards or criteria for determining the
desirability of possible outcomes.

e. Considering each alternative in light of the infermation
gathered on its possible outcomes and in relation to the
conditipns that would exist if the problem were resolved.

Selecting the most desirable alternative problem solutions and
formulating plans for imolementing these alternatives.

a. Knowing and ccnsidering various rules or philosophies for
selecting an alternative problen solution.

b. Selecting a preferred alternative problem solution to be imple-

mented and knowing the rationale for the choice of this alternztive.

c. Selecting, and knowing the rationale for the selection of, a
second alternative problem solution to be used in case certain
contingencies arise thwarting implementation of the first choice
alternative.

d. Detailing a plan for carrying out the preferred alternative
problem solution.

e. Krowing some conditions under which the second alternative
problem solution might be implemented.

Implementing specific plans related to selected alternatives.

a. Until such time as other plans 2opear more appropriate, exhibi-
ting the behaviors necessary to imolement the plan for the
chosen alternative.

b. Correctlv iudging whether the plan of implementation should he
modified, or replaced with a plan for implementing the second
choice or other alternative.

c. Implementing a plan for the second or other alternative as 2 rasult
of information collected while acting on the preferrea alternative.

Analyzing the process and product of orchlem solving.

a. Ascertaining if the problem has been satisfactorily solved by
comparing bresent conditinns with those previouzly specified
for problem solution.

b. In terms of the model oresented here, analyzing the mositive
and negative asnects of the behaviors emitted durins the nroblem-
solving process.

c. In terms of the previously specified conditions for Problem
solution, analyzing the positive and negative aspects of the
solution and the results of the prohlem-solvin~ nrocess,

d. Knowing what has been learned (i.e., Principles and techniques)
that will be of hagip in future problem contexts.

e. Applying tﬁese prfnciples and techniques to future problems
when appropriate.

d
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3. Following practice experiences with probability information and
expectancy tables based on the experiences of other students, the

student will be able to estimate accurately the probability that a
particular outcome which is specified will occur.

Specifying Alternative Strategies for Fulfilling
Youtn rroplem 50|v1ng Needas

Three major efforts were launched to formulate several viable strate-
gies for assisting students to fulfill the guidance needs related to personal
problem solving. First, guidance programs already developed with a similar
purpose were examined. Secondly, previous specific research studies attempt-
ing to produce particular personal problem-solving behaviors were analyzed
and the realm of instruction-related research was also selectively sampled.
Lastly, an experimental investigation was conducted in order to suggest

optimal strategies to be employed with students in an actual prototype pro-
gram to be field tested i: the schools.

Previous Programmatic Efforts

During recent years, several self-contained packages which attempt to
assist students in making decisions wisely have been developed (Katz, 1959;
Ligon and Smith, 1968; Loughary, et al., 19673 Magoon, 1966; Wilson, 19@7, and.
Yabroff, 1966). These have been predominantly product, not process,.or1ented in
that they have emphasized problem solutions or decisions. not the skills employed
in arriving at those solutions. The effects of these programs have been
untested, at least in terms of published reports. Little 1qfcrmat1on has
been provided regarding whether or not each student's behavicrs have changed
as a result of his being exposed to the programs. Some self-report data on
student reactions has been made available and Katz's program did undergo at
least one evaluation study without any control group (Gribbons, 1960).
Most of these programs have béen,geared‘toward a very narrow range of prob-
lems (e.g., educational and vocational) though Wilson (1967) did discuss
decision making in cgeneral and Katz (1961) ogt11ned the ugefu1nes§ of the. i
process in other areas of 1ife. Most empha§1s has.been g1v§n.to information-
gathering skills and to the skill of assessing their prqbab111ty.of success
based on the experience of others. Students have bee? 1nyo1vedl1n actually
carrying cut a few tasks (e.g., filling out next year s h!gh school program)
but no cocrdinated sequence of practice on the various skills of problem-
solving has been provided.

In spite of their limitations these programs are important for they dga]
with perscnal Tife decisions, they are written for the most part in 1angu§ge
understandable to students, there is at least the fo?eshadow!ng of a possitle
trans fer of behaviors to other life areas, and they 1nvo}vg ideas and con-
cepts that are important in solving human problems. Add1t10na11y,.a study of
such programs yields suggestions for a]terna§1ve types of instructional S
exercises which might be employed in a training program. However, no training
program specified the necessary behaviors and skills for solving personal
problems wisely, systematically trained such behaviors, and effectively
evaluated the effectiveness of the training.

PR
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Recantly, D'Zurilla and Goldfried (1968) and Goldfried and D*Zurilla
(1969) became concerned with the general goal of bringing about effective
behavior in college freshmen encountering problematic situations, so they
attempted to develop a program to train individuals in effective cognitive
mediational operations related to preblem solving. These investigators
collected a body of descriptive information on typical day-to-day problem
situations faced by male freshmen and on the ways in which they responded
to such situations. This is a particularly positive feature of this program
in that needs assessment is being carried out directly with representatives
of the target population.

Focusing on those problems with widest application among the target
population, "experts" from the environment, of the students were selected
to judge the effectiveness of the various alternative responses to each prob-
lem situation. Once standardized realistic problems have been jdentified
and the relative effectiveness of alternative solutions for each problem has
been determined, training for "effective" behavior will be initiated. An
.imaginative variety of techniques including discussions, role play, behav-
joral rehearsal, and programmed texts is being considered for training pur-
poses and evaluation procedures based on thz objectives of the prograin are
being planned. Such features combine to make this program exemplary when
it is coritrasted with others reported in guidance-related literature.

Perhaps the finest programmatic work in the training of probiem solvers
has come from war strategy tasks in which an individual using avaijable in-
formation about the enemy has had to make decisions which minimize negative
outcomes to the man and equipment with whose care he has been charged.

Using Bayesian rules for optimal decisions, Sidorsky, Houseman, and Ferguson
(1964) engaged in research aimed at identifying the specific skills needed

in a war strategv decision situation. However, research studies like this
which attempt to identify or to train specific behaviors necessary for
effective problem solving are rare indeed. Due to the vast difference in the
tasks involved and their contexts. their findings can only be roughly con-
verted to the realm of real-1ife personal problems. For this reascn, the
research related to tactical tasks was not examinad in depth.

Individual Investigations and Instructional Research

An examination of isolated individual studies produced both clues to
factors which seem to influence real-life problem-soiving behaviors and to
potentially useful strategies for a training program. For example, one
behavior receiving particular attention in some studies (cf. Johnson and
Zerbolio, 1964; Johnson, Parrott, and Stratton, 1967; Wilson, Guilford, and
Christensen, 1953) has been the generation o: alternatives or multiple solu-
tions to problems. Evidence reported by Maltzman (1960); Maltzman, Bogartz.
and Breger (1958); Mednick (1962); and Sieber and Lanzetta (1966) suggests
that behaviors viewed in this report as being desirable in the problem- -
solving process can be modified experimentally, that reinforcement techniques
may be of potentiai use in bringing about such modifications, and that under

optimal training conditions newly acquired problem-solving behaviors can be
transferred to other unrelated but appropriate situations.

-109- .
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Through the use of programmed materials, Biank and Covington (19€5)
increased question-asking behaviors among sixth aracers on science pvoblems.
Krumboltz, Baker and Johnson (1968); Nelson and Krumboltz (1967) and Krum-
boltz, Sheppard, Jones, Johnson, and Baker (1967) designed kits simulating
the problems workers encountered on the job in various occupations. Some
evidence was obtained indicating that such experiences did increase the
amount and diversity of secondary school students' information-seeking benaviors
relevant to vocational problem solving. Using reinforcement techniques 1in
cotinselor intarviews, Ryan and Krumboltz (1964) increased the number of verbal
statements indicative of both deliberation about a decision and that conclus-
jons about a decision had been reached. This modified behavior was reported to
have generalized to a non-counseling setting.

In an attempt to teach eighth-grade students a decision-making strateay,
Evans and Cody (1969) employed a variety of treatments including cueing and
prompting in addition to video and audio-tape modeling with one group,
veflection of student statements with a second group and no instruction
whatsoever with a third group. Tne strategy included such behaviors as
- considering the consequences of each alternative ccurse of action and judging
the desirability of these consequences. This study's results indicated that
the guided group which received the modeling experiences along with experi-
menter prompts and cues performed significantly better on this criterion
measure than did either of the remaining groups. While this investigation
——provides.strong evidence that some problem-solving behaviors can be taught
to students, the treatment group scoring highest received so many training
experiences that it is impossibl2 to ascertain the separate effects of each
training technique.

The results of the Evans and Cody study are helpful especially in that
they suggest variations of potentially useful training strategies such as the
use of social models. Bandura (1965a), (1965b) has reported that a wide variety
of behaviors can be modeled and imitated successfully. Furthermore, the char-
acteristics of social modeis which have been found to_be influential have been
age (Marston, 1965), competence (Bandura and Kupers, 1964), creditabiiity
(Rosenbaum and Tucker, 1962), power (Mischel and Grusec, 1966), prestige
{Asch, 1948), sex (Thoresen, Krumboltz and Varenhorst, 1967), status (Lef-
kowitz, Blake, and Mouton, 1955), and ethnic group (Epstein, 1966). However,
the specific procedures by which these characteristics promote imitation of
various types of performance have not yet been made clear.

Another important consideration in the review of alternative strategies
for the proposed training program was the possible media of presentation,
especially if social models were to be used. The use of video-tape has been
encouraged by several leaders in the guidance profession (Wrenn, 1962;
Magoon, 1964). Major advantages to this medium are a reproducible sequeace
of events generated at relatively low cost, and the ease with which competing
media such as audio-tape and written booklets can be made comparabie in
content. However, when compared to audio-tape and written materials, video-
tape becomes an elaborate and expensive medium for experimentation in the
schools; so strategies relying on audio-tape and written booklets need to be
explored as well. While the lecture method has frequently proven less ade-
quate than other methods of teaching (e.g., Lewis, 1964) or only as adequate
(e.g., Ulrich and Pray, 1965), it remains a dominant approach in both second-
ary and higher education. However, the preponderance of vesearch has tested
the effectiveness of lecture through information recall based on paper-and-
ancil tests, and not through overt performance of some complex behavior.
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In spite of this fact, it was decided that a traditional 1ive lecture strategy,
not just audio- and video-tape strategies and bookiet presentations, should be
given ample opportunity to demonstrate its usefulness for a comprehensive
training program of problem-solving behaviors.

An additional area of research which has implications for the design of
training strategies is that summarized by Lumsdaine (1961) who concluded
that learning approaches which foster active response in the subjects are
generally found to be more effective than procedures not containing audience
participation. Though dealing predominantly with subject matter recalled
subsequent to the instructional procedures, several studies have supported
this conclusion (Lumsdaine, May, and Hadsell, 1958; Michael and Maccoby,
1961). Another stimulus variable studied in both learning and communications
research 1as been the immediate reinforcement of a subject's participatory
responses. Several studies (e.g., Maccoby, Michael and Levine, 1961;
Michael and Maccoby, 1961) have consistently found that immediate reinforce-
ment of these responses had a positive effect upon student performance even
when the responses were covert. Therefore, in seeking a powerful treatment
‘to train any particular problem-solving behavior, it was postulated that the
factors of requesting overt responses from the subjects and subsequently
reinforcing those responses which are correct could be paired effectively
with modeling procedures used in a variety of media. These suggestions
from research were not considered to be exhaustive but did provide some alter-
natives which were worth further study-

Experimental Investigation of Training Strategies

The review of relevant jiterature summarized in the previous two sections
suggested a number of diverse juestions for further studies more closely
related to the project's purpose of developing a prototype training program
for students. A decision was made to conduct one experimental investigation
to explore some of the issue, outlined previously and to base decisions on
other issues upon a continued intensive study of available literature. The
prime purposes of this investigation were to explore the effect of a number
of promising training strategies aimed at producing specified problem-
solving behaviors, and to investigate the possible effects of one learner
characteristic (i.e., subject sex? upon these treatment strategies. A
problem-solving skill postulated to be of key importance (i.e., the consider-
ation of several alternative problem solutions prior to choosing a solution)
was selected for study. From the study of problem-solving research, several
alternative training strategies were chosen for investigation as to their
comparative effects. These included: (1) video-tape modeling procedures,
{(2) audio-type dramatization, (3) dramatization via a written booklet,
varallel treatments (4, 5 and 6) to each of the foregoing, {each of which
also involvad the provision of social reinforcement for subjects displaying

desirable responses during training), (7) an instructional lecture treatment,
and (8) a control group in which subjects were exposed to programmed materials
on descriptive statistics. The particular questions to which answérs were
sought inciuded: (1) Is video-tape the most effective training medium under
investigation? (2) Does the addition of social reinforcement during training
heighten the effect of each specific treatment? (3) Are there differential
effects of treatments which are dependent upon the sex of the subject being
trained?
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A total of nine criteria were derived from three criterion instruments
developed for this study. Of these nine dependent variables, seven were derived
from two simulated problem-solving situations which were individually adminis-
tered to subjects. The first of these situations assessed each subject's
performance of the desired problem-solving behaviors by using a situation
in which each subject was asked to assist a hypnthetical problem solver with
a personal problem. The second simulation assessed manifestation of the
desired behaviors by having each subject select a personal problem of his
ow:r and subsequently select a person to help him resolve that problem. For
both of these instruments., an experimental assistant kept records of the
number of alternative problem solutions each subject considered, the amount
of information reviewed for each alternative, as well as the final alternative
selected. The two additional criteria were derived from the pre- and post- -
treatment administrations of the "Checkiist for Solving Problems in Real

Life," composed of 12 statements describing personal problem-solving behaviors, e
and designed to assess each subject's need and desire for training in effec-
tive problem-solving behaviors. Ore of these criteria involved an examination
.of the positive and negative reports each subject made about his own personal
probiem-solving behaviors. The other criterion reflected any increase or
decrease in the number cf written requests for problem-solving assistance
made by each subject after exposure to one of the treatment conditions.
The research hypotheses were as follows:
1. Subjects assigned to the video-tape with reinforcement treatment
will score higher on the criteria than will subjects assigned to any
other treatment condition.
2. Subjects assigned to the three treatment conditions involving social
reinforcement will score higher on the criteria than will subjects
exposed to similar conditions not involving social reinforcement.
3. Subjects assigned to the two video-tape treatment conditions will
score higher on the criteria than will subjects assigned to the
two treatments involving written booklets or to the two treatments
involving audio-tape, or to a treatment involving an oral lecture,
or to the baseline controi condition.
4. Subjects assigned to the two audio-tape treatment conditions will R
score no differently on the criteria than will subjects assigned ‘gs

to the two treatments involving written booklets.

5. Subjects assigned to the cral lecture treatment conditivn will score
higher on the criteria than will subjects assigned to *he baseline
control treatment.

No interactions between media, the use of yveinfcrcement, and the sex of
subjects were hypothe:ized. '

In a suburban San Francisco Bay Area high school, all eleventh graders
responding positively to a device designed to assess their need and desire
for problem-solving training formed a pool from which 128 students were
randomly assigned by sex to one of the eignt treatment conditions noted
earlier. Convening in separate rooins within the high school counseling suite
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at various times during a four-day period, each group rec€iyved the same
opening and closing remarks pricr to, and after, the administration of its
treatment procedure. Approximately one week following compietion of treat-
ment administration, collection of criterion data was begun. Students were
summoned individually on a random basis and were exposed to 211 three cri-
terion measures within a 30-minute period. This phase of the investigation
consumed a total of eight school days. The two problem-SOlying simuiations

were followed by the second administration of the Check1ist for Solving
Problems in Real Life,

The conclusions yielded by this investigation are sUMmarized below.
The five specifically related tu stated hypotheses are offered first, followed
by an additional conclusion warranted by the data.

1. With regard to hypothesis one, no one training strategy proved

to be nptimal for helping students to acquire effective problem-
solving behaviors. The results of this study bOth from analyses

of variance and from t-test procedures led to the conclusion that

a nunber of training strategies may be useful in the training of
personal problem-solving behaviors. The most usefyl strategy seems
to depend on the context in which it is being uSed. This involves
factors such as the particulay behavior to be trajned and charac-

teristics (e.q., academic achievement level) of the subjects being
trained.

2. Providing social reinforcement for desirable verbal participation
by subjects during training did have an effect Upon some problem-
sclving behaviors examined by this study but the pattern of effect
was complicated and not entirely consistent. It gppeared that the
effect of reinforcement was confined to the specific behaviors
for which the reinforcement was given and to behaviors highly
related to those behaviors. In other words, the generalization
effect of the social reinforcement was small.

With regard to the consistency and pattern of reinforcement
effects, it appeared that on several criteria the introduction of
social reinforcement procedures in response to_desirable verbal
participation by subjects during training usually had a positive
effect upon both video-tape and written bockiet approaches and
had reverse resuits with regard to the audio-tapPe treatment.

This reversal seemed to be the major barrier t0 a lack of statis-
tical significance at desirable levels being attained in favor of
treatments using reinforcement.

3. No training medium was found to be most effective irrespective
of either the specific problem-solving behaviors peing assessed
or such variables as the use of reinforcement and the sex of the
subjects. Thus, 1ike the question of specifying the optimal
training strategy, the media issue remains comPlicated. Even

_when social reinforcement was added in each of the training media,

ro one medium proved consistently superior to the others. Invari-
ably interactions must be referred to in order to point out the
most effective training medium for a given context.

‘ 127 -113-




4. 1r line with the prediction contained in Hypothesis 4, the
-.dio-tape »~< written booklet procedures did not prove to be
significantly difrerent in their effect upon the dependent vari-
ables. This is the cone hypothecis receiving consistent support
from the data.

5. An important firiing was that the or2l locture did not produce
significantly more or less scoves on t+  criterie than uid the

baseline control treatment. It was expected t@ * . dy-amic live
verbal presentation would produce more of the desirecd beh=viors
than would programmed materials written on an apparent’ ‘ele-

vant subject.

6. Though there appeared to be differences in treatment effective-
ness attributable to sex, most of these did not reiach desired
levels of statistical significance. In spite of the fact tnat
sex did not produce any main effects at the desired levels of
significarce, it cannot be concluded that it is of no conseguence
1n Lrairing problem-solving behaviors. For example, in studying
interaction effects, it was revealed that while both the video-
tape and the written booklet with reinforcement served equally
well among males in stimulating subjects to consider alternatives
on onc ~f the simulaticn critericn instruments, the written book-
let was easily more effective than was the video-tape in stimu-
Jating such behavior ancng females.

In come respects. this study was a disappointment. Clear implications
for a training program on personal problem-solving had been anticipated but
were not received Some critics might make the point that such implications
should not rave been hoped for since arything even close to a rigorous
experiment in the classic sense of scientific research is nearly impossible
i+ sducatignzl receawch. Others, upon close examination of its design and
procedures might well assert that the investigation soucht the answers to
too many questions which resulted in getting definitive answers to none of
them, or that there were too many uncontrolled opportunities for the con-
founding of results. There is some thread of validity to each of these
criticisms and, in the full research report of this study {Nelson and Jones,
1970) they are expiored at some length. However, this study cid have some
implications whicn influenced the formulation of the program. The production
and field testing of sample instructional and evaluational materials and
procedures later used in tne experiment were two areas of definite contri-
Hutions. Other implications are listecd below.

1. It mey well be that there is no overall optimal strategy for
training effective personal problem-solving behaviors. Either
such a strategy does not exist, was not included in those strate-
gies implemented in the present investigation, or, if included,
the design and instrumentation used in this investigatiun were
not sufficiently sensitive to uncover it. The burden of evidence
seems to suggest that if the basic purpose of research and devel-
opment work is to specify an optimal training strateqy, the par-
ticular problem-solving behavior that is to be produced in each
stage of the training program must first be clarified. This
need for clear cut and early deiineation of students' terminal
competencies is consistent with the rationale underlying the de-
sign of a2 comprehensive guidance system.
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2. With regard to the use of social reinforcement in a problem-
solving training program, sufficient support was obtained to ex-
plore its uce in a prototype progrem, though it appeared that
in order to achieve its potential effect reinforcement procedures
might need to be specifically linked with each and every behavior
being trained. Also, rival hypotheses that effects attributed
to the use of social reinforcement might in reality have been
the results of subjects' immediate knowledge of correctness of
response, or frequent changes of activity iring the training

period, should be closely investigated by considerable addition-
al research.

3. Those individuals who appeared to effectively administ e
treatments, to provide social reinforcement, and to pre. .& cri-
terion instruments were not highly trained. The successful imple-
mantation of the study by such personnel raises the possibiiity that
an operational program for the scnools could be produced which
would minimize its reliance upon highly trained professionals,
such as the counseling staff, and cculd maximize the role of
studerts, teachers and paraprofessionals.

4. Thougii the lecture approach failed to fare weil overall when
compared to other strategies, a study of data on a subject-by-
subject basis revealed that certain individuals responded Qquite
favorably to it as judged by their bzhavior on the criterion mea-
sures. If the characteristics of such students form a discern-
able pattern, a series of standardized didactic lectures might
be one useful strategy in an overall battery of approaches.

5. It was ncted that the wiritten booklet training medium rather con-
sistently produccd the most effects as a result of the introduction
of social reinforcement procedures. Perhaps even this strategy
with the assistance of social reinforcement, or some similar
variable, mignt be of help to particular students. This possi-
bility must be considered particularly when the economy of instruc-
tional materials production is important.

6. The content of instructional materials used in the training pro-
gram might introduce a confounding effect into the attempt to a-
chieve clear training effects. In this investigation, logic alone
was employed to determine just what problems should be stressed
as examples in the treatment and criterior materials. Optimal
content in a prototype program should b2 cetermined empirically.
The -interest of students and the quality or frequency of their
responses probably will fluctuate with such content.
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Selecting, Designing, Scheduling, and Implementin

Strategies for a Prototype Program

The preceding literature review and the results of the pilot investi-
gation suggested that the desired training program for personal problem-
solving shculd incorporate a range of instructional media as well as stra-
tegies which permitted the application of principlies of social modeling,
active student participation, and social reinforcement of appropriate
responses. Since a large number of problem-solving skills were involved in
the previously stated teiminal competencies of this -rogram, a decision
had to be made regarding how the program would be sequenced for students.
The main issue involved here related to the controversy over whole vs. part
training procedures--a topic of concern in the psychological literature for
the past 50 years. &

) Briggs (1568) summarized this area of research :y indicating that the

use of whole vs. part training for real-life jobs or -asks (personal problem-
solving skills should fit this category) depends upc : (1) the amount of
relevant prior skills which have been mastered (i.e. the trainee must be
developmentally ready for whole learning) and (2) the relative degree of

time sharing (or overlapping in time) in the performance of the different
parts of a task. This latter statement predicts that part learning is
more effective if there is not much time overlap in the learning process.

Due to these considerations, it was decided that a combination of techniques
utilizing both wnole and part learning appeared to be most desirable.

While the formwuiation of sequential detailed steps in personal problem-
solving did not appear useful for training, it seemed that possible major
behavioral areas could be delineated within the problem-solving process.
These were discuss2d earlier as the six "skill areas" of the personal problem-
solving paradigm. Therefore, it was postulated that films, audio-tapes,
booklets, and other devices could be used to assist students in acquiring

and practicing eiements (e.g.. considering many alternatives) of the problem-
solving process within each skill area. This procedure would incorporate

the part method of learning. However, because it was adreed that these
behaviors probably are highly inter-related, even though in an unspecified
way when the process is actually employed, it was postulated that the whole methcd
of Yearning could be emphasized by having students practice the complete problem-
solving process as a whole several times during the training program.

Once a decision wes reached regarding this sequencing issue, the in-
structional objectives of the training program were again refined. The
objectives illustrated beiow for Skill Area #1 are represertative of this
revision. Thcy more vividly identify the instructional process to which the
student 1s exposed, the context in which the desired response is to take
place, and the mode of response which is requested from the student.

Skill Area 1. Perceiving, Delineating, and Committing to Work on,
the Problem

Having been exposed to a social model who perceived and

defined the probiem and who decided to work on it, and
having completed written and/or oral exercises in which
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he has practiced these benhaviors, the student will be able to:

1. 1identify, when provided with descriptions of an individual's
desired goal conditions and his current status in relation-
ship to those conditions, when discrepancizas (i.e., possible
probleins) between the two descriptions exist.

State or write a clear definition of each discrepancy
identified.

o

3. Exhibit the procedures specified in #1 and #2 above when
placed in a simulated real-life problem situation similar
to ones in his own life, and begin to work on the problem
without responding impulsively or nassively and without
avoiding the problem.

4. Apply the above problem-solving procedures to a personal
problem in his own life.

After successive drafts of instructional and evaluational materials and
procedures, the following objectives tentatively were set for student use
in Skill Area #1 of this training program:

1. To identify the manner by which hypo“hetical person has recognized,
defined, and committed to work or a problem.

2. To explain what is meant by "recognizing a problem," and to
jdentify what a person described to you wants, and what
conditions currently exist for that person.

3. To explain what is meant by “defining a problem," and to

point out when a difference exists between what a person wants

and what conditions currently exist for him. If a difference
exists, to indicate what the difference is.

4. To recognize examples of ways of responding impulsively,
passively, and by avoiding the problem. Also to state the
possible results of respending in each of these ways and to
identify advantages of committing to work on the problem.

5. To apply the problem-solving skills learned in this Skill
Area #1 to a simulated problem and then to a personal problem
in your own life.

Instructional, counseling, and evaluation prccedures and materials

in the training program were organized intc three phases as summarized in
the following sections.

Orientation and Placement Phase

In this phase, each student will be introduced to the training program
through "Pathfinder," the student handbook for the program. B8y using
"Pathfinder" students will discover the purpose and nature of the program
and will be exposed to an introductory film on personal problem solving.
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By viewing this film and by participatirg in the accompanying activities,
students will become familiar with the six personal problem-solving skill
areas. The initial student experience in this phase invclves a two-part
assessment of students' current personal probiem-solving behaviors. This
procedure is aimed at providing the personal assessment information base for
a prescription of the training experiences believed appropriate for each
ipdividua]_student, In essence, the training program is intended as an indi-
vidualized sequence of experiences to assess each student's current level cf
problem-solving functioning and to recommend appropriate instructional
methods and materials to help students who seem to have personal problem-
solving deficiencies. An attempt also has been made to make thece methods and

mgteria]s self-instructional so that each student will be able to progress at
his own rate.

The first part of the assessment is composed of the "Checklist for
Solving Problems in Real Life" through which the student reports the prob-
lem-solving behaviors he normally employs and through which he may request o
assistance in acquiring or improving specific behaviors. The second portion
-of the assessment experience is a simulated real-life problem which the stu-
dent works through on his own. His behavior in this simulation is carefully
recorded and subsequently reported to him in such a manner that he, his
parents, and available counseling personnel will be able to formulate a
training prescription. The Orientation and Placement Phase of the program
concludes with a student-counselor conference in which all the assessment
results are discussed, trainina goals are set, and a Program of Studies for
personal probiem solving is formulated.

Training Phase

Training experiences in this phase are arranged into six sections,
one corresponding to each of the six skiil areas of personal problem-solving.
Many of the training materials are designed to be predominantly self-instruc-
tional with minimal assistance needed from those who administer the prograin.
At times, the student works with another student or with a group of students.
The training materials for each skill area are introduced by a Guide Sheet
which indicates to the student the nature and importance of the skill area
in which he is working, the things he will be able to do after completing
the training, and the materials and activities with which he will be involved.
A major feature of the training exneriences in each skill area is the audio-
taped presentation of a social model who is of secondary school age and who
exhibits desirable personal problem-saiving behaviors. It is anticipated
that as students observe an individual much like themselves working on a
personal problem their interest levels will be kept high. During each of
these presentations, the specific behaviors to be acquired by students are
clearly indicated. In order to point up specific learnings that should accrue
from the obsérvation of the model, each audio-tape is stopped at voints
designated by an electronic signal on the tape. At each of these "stops"
there are additional learning activities including questions to which each
student will be encouraged to respond. These activities scmetimes require
assistance by the program administrator. After the specified activities
take place, the tape presentation is resumed. Student group discussions
follow each of these presentations and are designed to help make the terminal
behaviors more explicit. Following the social modeling presentation and the
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activities related to it, a variety of individual and group exercises have
been designed to help the students practice the relevant problem-solving

behaviors and thus meet the training objectives for each particular skill
area.

In order to assess students' acquisition of the problem-solving behav-
jors included ina particular training section, to provide information to the
student on his performance, and to facilitate closure with regard to the
learning activities undertaken in each skill area, a limited problem-solving
simulation test is inserted subsequent to the instructional activities within
each skill area. Each simulation requires that the student use the parti-
cular things he has learned from the skill area on which he has just worked.
Information from this assessment device indicates if the student needs further
review or additional training of anotker kind in the same skill area, or-if
he has sufficient proficiency to move ahead to the next area of training
prescribed in his Program of Studies.

Terminal Testing and Follow-Up Phase

This concluding phase serves as the primary means of evaluation in the
prcgram. Here, a second administration of the Checklist for Solving Problems
in Real-Life and an elabora%e personal problem-solving simulation offer an
opportunity for the student to receive a report of how well he now performs
‘n comparison to his performance during the initial placement phase which
also involved the checklist and & simulation experience. Results from this
teyminal assessment also might Tead to a number of recommendations for the
student. At this point, it is suggested that available counseling personnel
and each student meet together in a planning session based on the terminal
test information. Parents should be involved in processing this information.
The ultimate criterion of effectiveness and value for this program, of course,
is that the daily behavior of students faced with personal problems changes
for the better. Simulations can only approximate real 1ife so subsequent
follow-up procedures will be devised later. To sample students’ behavior
as they meet their own personal problems, future procedures will include
structured personal interviews with individual students months after their
exposure to the training program, and the gathering of data from other students
an¢ significant individuals who have observed these students' behaviors in
personal problem situations. Ir the future, more controlled observations
of the students' probiem-scivina ochavior in daily 1ife might also be insti-
tuted as move accurate evaiuation devices than are currently available.

Collection of Student Data for Materials Content

An attempt was made to provide a realistic base for the content of student
instructional and evaluational materials. The cooperation of & San Francisco
Ray Area high school district was obtained for the collection of data on the
kinds of problems actually being faced by students in their daily lives. Sev-
eral classes at one of the district's summer schools were visited and the
assistance of the stucdents in two tenth-grade classrooms was solicited. Stu-
dent volunteers were given guidelines containing instructions suck as the
following in an attempt to get them to generate personal real-life problems
that they, or someone they knew, had faced.
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1. Describe the circumstance leading up to the problen. Include
details such as who was invclved, the place where the problem
happened or other things we need to know to understand the
problem. {Be specific here! Rather than just say, "My brother
and I had a fight," say, "It was late at night and I wanted

to go to sleep while my brother wanted the lights on so he
could read.")

2. Describe exactly what you (or the person whose problem
you are describing) did to try to solve the probiem.

3. Did this attempt to solve the problem bring good or did it
bring bad results? In other words, what hapnened?

4. When did the problem occur?

5. How old is the person who faced this problem?

Include descriptions of as many problems as you can recall.
Observe yourself and others closely during the next few days.
During that time you might discover other problems that come
up. You might want to inciude them. We'll return next week to
coliect your problem descriptions. When we return we will also
answer any questions you might have about what we are going to
dc with this information.

An examination of the collected problems revealed over 60 which foliowed
the suggested reporting format closely enough to be usable. Problems were
subsequently categorized as to the type of incident reported. Some problems
were sufficiently unique that they had to be single-entry categories but
these are not included in the iist of categories appearing as part of Table 10
on the next page.

Following this categorization of problems, the help of a second group
of students attending ihe same summer session was solicited. These students
were asked to indicate how frequently each category of problems occurs among
students like them and how important each of the problem categories actually
is. These 35 students were not volunteers but were attending two randomly
selected classes in which the responses of all enrolled students were obtained.
Table 10 provides information regarding the number of students who rated each
category as being among the top 10 in frequency of occurrence and/or impor-
tance. It can be seen that problem categories A, D and I were picked most
often and categories D, F, 0 and R were perceived as being most important. 1In
general, it was concluded that most categories judged as occurring most
frequently were also judged as being most important to this sample of students.
This would be expected if the notion, is accepted that most people view the
problems coming up most often in their Tives as being of greatest importance
and intensity to them.

These findings directly influenced the production of problem-solving
instructional and evaluational materials. One of the major tasks in materials
production for the program was the writing of six scripts for the social
modeling dramatizations, each of which corresponded to one of the six skiil
areas covered by the training program. While each script emphasized
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TABLE 10

PERCENTAGE OF TOTAL POSSIBLE POINTS OBTAINED BY EACH PROBLEM CATEGORY
AND RAMKING OF THE TEN HIGHEST CATEGORIES ALONG RANKINGS OF THE DIMENSION

Frequency Importance
o .
Problem Categories % | Rank « | rRank
A. Conflicts with parents over the activities in which students may .
participate (e.g., music, dating, going certain places, etc.). 2511 28 7
B. Having lied to parents about activities in which student has '
participated. 17 2h 9
Concerned about parents' arguing and possible break up of home. 2 | 19
Worrying about school grades or tests. 40§ 1 35 3
Being taken advantage of as a baby sitter either in the wade a
student is paid or in the tasks a student is asked to do. 6 6
F. Parents seem ts notice only the mistakes of the student and do B
not praise things done correcily. 37) 2 37
G. Having too much homework or taking too many hard courses. 29} 9 30
H. Being influenced or encouraged to participate in unlawful or
immoral behavior by friends or acquaintances. 30) 7.5 16
I. Conflicts with parents over student's appearance (=.9., clothes,
hair, etc.). 311 6 34 4
J. Not knowing what to do when a person a student likes doesn't
like the student in return. n 15
K. Not knowing hew to deal with a friend who is immature or a
bother without hurting that person. 2511 27 8
L. Concerned about how to get aiong at a new school, or in a new
situation. 321 5 25 |1
M. Little brother or sister frequently causing trouble for the
student at home. 16 .7
N. Having arguments or conflicts with a teacher. - 22 25 |11
0. Deciding on a career--educational and work future. 30] 7.5 25 § 11
P. Deciding what to do after high school. 511 22
n_  Ngt knowing how to be an effective leader in an organization. 12 14
R. Disobeying parents. 33) 4 39 1
S. Conflicts with parents ahout persons with whom student
associates. _ 35) 3 31 5
T. Conflicts or arguments with other students. 11 15
U. Liking a p2rson who is being dated by a close friend. 5 5
V. Not krowir3 appropriate conduct with members of the opposite 19 16
sex.
K. People borrowing things and not returning them. 11 12
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behaviors involved in its problem-solving skill area, it touched upor. 7"
other skill areas in the problem-solving process to a lesser degree. The
specific 1ife probiems serving as the focal points for these scFipts were
chosen from those categories judged highly frequent and important in the Tlives
of secondary school students. Other problems also conforming to these
categgr1es, appear prominantly as examples in the training program's written
mater1a1s and in exercises designed to give students experience in simulat-
ing and practicing the desired problem-solving behaviors. The framework of
problem categories developed from these raw data serve; as a reference point
for selecting additional problems as instructional or evaluational examples.

Evaluating Vouth Problem-Solving Skills

Weshburne and Carmshall (1967) suggested that a fundamerital prcblem
involved in measuring problem-solving phenomena arises from the fact that
personal problem soiving is not a unitary ability or skill, but rather that
it is composed of widely divergent overt and covert behaviors and skills.
Means (1966) concurred by stating that several skills are involved in prob-

-lem-soiving and that they are not all dependent on one another. Addition-

ally, the apparent complexity ard individuality of personal-life problems
might inhibit investigators from initiating attempts to specify, to train
and to evaluate problem-solving skills. It is also obvious that in contrast
to personal problematic situaticns, contrived laboratory problem-solving
tasks lend themselves much more easily to the control of variables, to
evaluation procedures, and o mathematical analysis.

Considerable controversy has developed over whether the focal point of
problem-solving training should be the process or the product of that
process. Bross (1953) has suggested that the criterion for judging good or
bad problem solving is pragmatic (i.e., What is the cutcome of the decision?
Did it work?) Leaning more in the direction of a prccess orientation,
Gelatt (1962) stated that a gocd decision is one in which the decider hay
considered the alternatives and is willing to accept the consequences of his
decisions. Halpern (1958) made a cogent case for examining problem solving
in terms of its process. Using the problem of vocational selection as an
example, he suggested that:

Outcomes . . . are always a multiple function of the deci-
sion itself, the implementation effort and the milieu in
which these occur. Contingencies . . . may drastically
affect the probabilities of specific outcomes, yet the indi-
vidual has little or no control over them. The preference
for a process focus does not rest merely on the rejection
of outcomes, however. Frocesses are preferred because that
is what education is all about--the acquisition of coping
mechanisms (p. 3).

Since it was hoped that in an effective problem-selving training program
the productive and desirable outcomes of preoblem solving would be maximized
anc that subjects weuld be able to pick the most appropriate courses of
action in problem situations, it was decided that it was not necessary to
pledge allegience to either side of the process vs. pruoduct controversy.
Due to a commitment expressed herein to precise and valid measurement
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of the problem-solving behaviors under investigation, it was decided that
criterion measures of problem-solving effectiveness always weuid have to
include assessment of both process behaviors and the product oY such behaviors.

Three instruments which have been developed as measurement devices for
decision-making skills include the Townsend-Smith Test of Decision-Making
Ability (Townsend and Smith, 1964), the Decision-Making Index {Diiley, 1965),
and the Case Development Questionnaire (Halpern, 1967). Two of these instru-
ments have as their prime concern each subject's answer to a problem, and do
not emphasize assessment of the problem-solving behaviors emitted to that point.
A subject simply needs to know the rule or principle by which to choose solu-
tions. The Decision-Making Index give only passing ccnsideration to the specifi-
cation of possible outcomes and to their desirabilities and probabilities of
occurrence. However, it requires the subject to go through, at least on paper,
some problem-solving behaviors (e.g., calculations of the likelihood of outcomes ),
something which does not occur in the Townsend-Smith instrument. Only Halpern's
assessment technique gives emphasis to behaviors emitted prior to the solution,
-and only this device approaches the measurement of problem-solving behaviors
in a situational context as opposed to having each subject react only to con-
trived paper-and-pencil situations. None of these three instruments evaluates
each subject's performance of desirable problem-solving behaviors while he deals
with his own 1ife problems.

From the review of criterion instruments, and discussions of evaluation
concerns, it was concluded that it was desirable to specify more precisely the
problem-solving behaviors being measured, more closeiy to approximate real-
1ife probiem settings when measuring such behaviors, to assess both the process
and the product of problem-solving, and tc move in the direction of making
provision for dealing with a subject's own real-life problems. The study of
these three instruments led to a belief that problem-solving behaviors in at
least simulated life situations can be measured if such behaviors are first
specified operationally. It was postulated that the development of a comprehen-
sive training program for problem-solving behaviors would make it feasible to
manipulate various "givens" in the problem situation in order to assess both
the performance of process behaviors and the effectiveness of the final solution.
Unless some type of simulation or real-life procedure was used as an assessment
strategy, it was felt that it would be impossible to get a realistic assessment
of the process of problem-solving behaviors dealing with real-1ife, personal
problems. While it was not anticipated that anything close to the ideal measure-
meni. instruments could be developed in one attempt, a decision was made to
develop criterion measures specifically for this project and, in this way,
possibly to overcome some of the weaknesses of previous devices.

Three assessment devices incorporated into the pilot study described in
an earlier séction of this chapter resulted from the developmental efforts of
this project and provided the groundwork for future design of evaluation strate-
gies for the training program. The “Checklist for Solving Problems in Real Life"
was an attempt to get students accurately to report on their perceptions of
their existing problem-solving behaviors. It was intended that this instrument
be used to collect baseline data prior to students' exposure to training and to
provide post-training data later. The advantages of the two simulation
criterion measures included the standardization of problem situations across
subjects and the individualized real-life problem situation which was approx-
jmated in the second instrument. Behaviors exhibited in these simulations had
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chapter,
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conducting such studies, an inactive control group must be instituted in order
to Attain accurate records of students' baseline behaviors on the dependent
variables.
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APPENDIX--CHAPTER VII

Cata]ogue of Available Materials

The American institutes for Research has developed the following materials
related to Component =4.

1. Overview Materials

Q.

c.
d.

e.

a.

For

A student handbook and an administrative handbook introducing
the need for, and rationale of, the Program for [ffective
Personal Problem Solving, its general objectives, and the roles
ef students and administrators.

A script and 6mm film introducing the six skill areas, and
exercises in winich these are seen, reviewed and explained.

A student placement test.
Specific program objectives.

A list of problem-solving behaviors.

2. Training Materials

A handbook describing the training prngram for personal problem
solving behaviors and detailing materials and procedures for
implementation.

A variety of materials for each of the problem solving skill
areas. These vary but include scripts and audiotapes dramatizing
relevant behaviors, student work booklets and instructions for
simulating appropriate activities.

more information, write to

Guidance Research Program
American Institutes for Research
P.0. Box 1113,

Palo Alto, California 94302
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CHAPTER V1II
LOMPONENT NO. 5--FCRMULATING AND PURSUING PERSONAL GOALS

Tne purposes of the Comprenensive Career Guidance Systcm are not 1 ited
to nelping students acquire information about themselves, learn about aveilable
personal choice opportunities, and develop skills in personal problem solving.
These efforts would result in few long-term benefits tu students unless the
system went further to assist each student in formulating both immediate and
long-range goals in the various life areas based on the information and skills
discussed in the four previous chapters. That is, a major aim of the system
is to help each student plan wisely for the future by encouraging him to consider
botn the realistic probabilities and the possible consequences of actually
achieving a wide variety of potential goals, to select those goals which he
has a likely chance of reaching and which will probably afford him satisfying
consequences, and t> pursue his guals with sufficient flexibility to take
advantage of new orportunities and changing circumstances. The general
purpose of this chipter is to describe the special emphasis that this guidance
system places on students learning to direct their own lives through goal
selection and self-management of activities related to the pursuit of their goals.

Identifxing Student Goc1-Fettin2 Needs

Since the concept of “"irformed choice" is one of the majov underlying
assumptions of the Comprehensive Career Guidance System (cf. p. 15 of this
document), it snould be examined in light of the basic arguments for the case
that goals cerve as significant regulators of human behavior (Locke, 1968).

Most human behavior is purposive, i.e., it is directed by goals and
intentions (Dulaney, 1968; Ryan, 1958). The most immediate motivational
determinant and also the best predictor of human behavior is what an
individual is trying to do. Goals are directive in nature. They gquide an
individual's thoughts and overt bLehaviors to one end instead of another.
kecause the pursuit of certain goals requires more effort (both mental and
pnysical) than others, goals not only direct action but also regulate the
varying degrees of effort expended. If, tor example, an individual decides
to attend a university extension course evenings rather than to watch
television, this action necessarily requires the expenditure of more effort
than TV viewing would have demanded. Nct every goal, however, leads to the
acr-ivity or end specified by the goal. A particular goal might not lead to
d_sired outcomes because it conflicts with an individual's other goals or
with external factors which might impede his perfcrmance. Or, an individual
might not nave adequate knowledge, abilities or commitment to formulate feasible
goals or to carry out his plan of action. In general, even action that is
not consummated is usually guided by goals and may still be highly correlated
with the action originally intendcd.

Individuals select specific goals on the basis of: (1) their more
general goal: and values; (2) their knowiedge of buth their abilities and
the requirements of goal-related tasks; and (3) their interpretation and
evaluation of the alternatives open in a given situation. After goais have
been cet, human actions directed toward these selected ends result in either
satisfaction or dissatisfaction. An individual's degree of satisfacticn with
an object or situation usually is based on: (1) the amount of difference
between what he originally wanted (i.e., the behavioral outcomes described
in his goals) and what he perceives he is getting; and {2) the priority he
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has given to goal(s) invelved. Expectations of experiencing reinforcing
consequences (incentives such as social praise and money) affect behavior as
a result of their influence on an individual's goals. They affect action to
the extent that they originally influenced goal-setting (Locke, 1968) .

The contention that meaningful human action jnvolves a great deal of
individual goal setting and related achievement activity is supported by
many surveys of student needs and follow-up studies which were cited in
previous chapters (ITI, V, and VI). In these investigations jndividuals
frequently indicated that they had not received adequate assistance (during
their school years) in selecting the kinds of life gcals which, if pursued
and eventually attained, would be likely to furnish the personal fulfillment
they reported lacking. Furthermore, career development theorists (e.qg.,
Super, 1970) along with other investigators of life patterns among American
youth (e.g., Hurd, 1970: Janne, 1970) have suggested that never before has
there been a greater need for individuals not only to ke able to set goals
wisely but also to recognize when changes in them must be made and to make
them. The classical pattern of an individual having a schooling phase, a
working phase, and a retirement phase is changing fast. A student leaving
cchool is finding thav he must resume his studies again and again if he
desires to keep up with the increase in scientific and technical knowledge.
He must not only renew his knowledge of his own special area, he must be
ready to prepare either for a new occupatijon within the same occupational
area, or even for an entirely different occupational area. Teaching pecple
to adapt to change is rapidly becoming a primary 2im of American educaticn.
In this context, an individual's lifetime will be filled with choice points
more than ever before. This will require both a heightened sense of personal
commitment and responsibility to the setting and pursuit of goals and
increased skiils in making plans, decisions, and adjustments.

Project staff identified what are apparently basic student needs
regarding their educated involvement in formulating and pursuing meaningful
goals. For example, students need to understand important distinctions
such as between tentative and definite goals, singular and alternate goals,
and challenging and easy goals. They need to recognize the activities
included in planning for goal selection, in selecting primary and alternate
goais, and in managing a person's progress toward achieving his goals.

They also need to iearn how to develop tentative and alternate plans for
getting to goals. Furthermore, students need both practice in conducting
planning, decision-making, and self-management activities in relation to
other peoples' lives, and utilization of these skills in exploring actual
goals that are possible in their own lives. These statements of needs, in
turn, were changed into an instructional objective format that included the
listing of behaviorally explicit student outcomes. Some examples of the
objectives are shown below.

The following instructional objectives illustrate those that were
written to define the individualized guidance programs which were developed
in the educational and vocational areas of student goal-setting. These
examples show that students first learn to set tentative and alternative
goals for a fictitious student; ther to plan and select their own long-
range educational and vocational goals; and finally to work toward immed-
jate instructional goals (i.e., objectives) which were formulated in part
on the basis of their long-range goals and which are contained in computer-
generated programs of studies.
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OBJECTIVE:

To point out, from educational and occupational opportunities
which are available, those which a student who is describad to
you might consider in pianning his future.

Student Jutcomes:

OBJECTIVE:

1. Choose from a list several educational and occupational
opportunities (at least 3 of each) a student should
consider exploring. Base your selection on the infor-
mation you have about the student's

a. abilities.

b. interests.

c. values.

d. physical attributes and health.
e. personal and social bzhaviors.

2. Provide one acceptablz reason for each choice you made
for this student.

3. Incicate whether several opportunities (at least one
educational and one occupational) a student has chosen
to explore are desirable for him based on the information
you have about him. In each case indicate the likely
results if he does explore it.

To show that you have explored several alternative educational
and occupational opportunities and that you are now considering
the likely consequences to you of choosing each.

Student OQutcomes:

OBJECTIVE:

1. Explore at least one alternative educational or training
opportunity and summarize information about it on an
"Educational and Training Exploration Checklist.”

2. Explore at least one alternative occupational opportunity
and summarize information about it on an "Occupational
Exploration Checklist."

3. Explain the information from at least two checklists to a
small group ot your classmates so they understand what you
think would happen to you if you (given your current
sersonal characteristics) chcse to pursue these opportunities.

To select the most appropriate first and second choice occupational

and educational goals for a student based on a description of
both the student and the opportunities open to him.
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utcomes:

1. Select from a list of opportunities the most appropriate first
and second choice educational and occupational goals for a
studeint. Base your selections on the information you have

about the student's

a. abilities.

b. interests.

c. values.

d. vphysical attributes and health.

e. personal and social behaviors. eI

2. Provide one acceptabie reason for each choice you made for
thkis student.

3. State if either an occupational or an educational goal a
student has selected would be desirable for him to go after,
and what would probably happen if he did. Base your statement
on the information you have about both the student and the
opportunity.

OBJECTIVE: To explain the d¢ifference betweer tentative and definite educational
and occupaticnal goals and plans, and recognize advantages cf
keeping your current goals and plans tentative.

Student Qutcomes:

1. Define the words tentative and definite.

2. Recognize that keeping plans tentative leaves any number of
educational and occupational goals open.

3. State at least one advantage of kesping goals and plans
tentative.

QBJECTIVE: To select your own first and second choice ezucational and
occupational goals.

Student Outcomes:

1. Select from a list of opportunities you have explored
previously your first and second choice educational and
aoccupational goais. Base your selections on the information
you have collected about your
a. abilities.

b. interests.

¢. values.
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d, physical attributes and health.
e. personal and social behaviors.

Record both your first and second choice goal selections on
Tentative Post-High School Program of Action charts.

Evaiuate these educational and occupational goals {(during
conferences with one of your parents or guardians, and with
one of your teachers or your counselor) by:

a. providing at least one acceptable reason for each goal
you selected.

b. summarizing possible negative conditions which might cause
you ‘o switch to your second choice goal or to other
alternatives.

c. revising your "program of action," if necessary.

OBJECTIVE: Tc carry out your plans for achieving your first choice
educational and occupational goals.

Student Outcomes:

1.
2.

Identify hang-ups that might change your goal.

Recegnize changes in personal characteristics as cues for
possible changes in goals and plans.

Recognize social, economic, and technological trends as
cues for possible changes in goals and plans.

OBJECTIVE: To point out the things you have done which have helped you to
make progress toward achieving your educational and occupational
goals, and the things which may have held you back at times.

Student Outcomes:

1.

Identify both positive and nzgative outcomes of a person's
efforts toward achieving his educational and occupational
goals based on information about that individual's life.

Evaluatr: your own efforts toward achieving your educational
and occupational goals, and make tentative plans for altering
either your goals or plans, {or both) if necessary.

OBJECTIVE: To recognize the purpose of your Program of Study (POS) and to
explain your own POS printout.

Student Outcomes:

1.

Define POS and descrite its main purpose.
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2. Identify persons responsible for your POS.
3. Identify when and how your POS may be changed.

4, Read and understand your own POS printout.

The student objectives and outcomes 1isted above are derived from
student needs, in the educational-vocational content areas, which are judged
to be developmental, i.e., needs which every student has. Instructional
objectives, which define the range of opportunities that students have for
selecting and working toward goals in both the personal-social and academic-
learning need areas are discussed in detail in chapter IX of this document
since setting individuaiized behavior change goals in these need areas is a .
part of the prescriptive phase of the CCGS. In addition, no examples of Al
cbjectives translated from student goal-formulation needs 1n the citizenship -
content area are included in this section because neither this project's
staff nor other organizations (based on a review of materials available
nationwide) have generated citizenship objectives focusing on student
planning, decision-making, and implementation skills related to personal
goal formulation.

C]assifxina Objectives bx Commonalities and Assigning Priorities

An attempt to find commonalities among the various goal-setting needs and
related objectives resulted in the four following major groupings based on
the personal prablem-sclving model described in the previous chapter.

Decision-Making Emphasis

Both planning and performance activities are involved in the objectives
categorized hore. Decision-making behaviors are those involved in actual
choice or selection of an alternative, and a second choice. After a decision
is made, (i.e., a goal is formulated) plans are selected for implementing that
decision.

1. Considering alternatives. This categery includes objectives which
specify behaviors concerned with the formulation and consideration
of several viable alternative goals. Estimating both sbjective and
subjective probabilities of outcomes associated with each alternative
is emphasized.

-als

2. Selecting the most desirable goals and plans. This category includes
objectives specifying behaviors that bring about the selection of -the
first choice goal, & backup or alternative goal, and a plan to be
carried out while working toward the first choice goal. Stress is
placed on the importance of tentative and alternate planning, which
encourages individuals to make revisions if they find that their
original plan is not appropriate.

Impiementation Emphasis

Objectives categorized in this area involve activities which have been
referred to as "student managed performance,"” i.e., the self-directed
responses of an individual working toward desired goals. However, both
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planning (relative to revising or changing plans for imp]ementation).and
decision making (relative to evaluating implementation efforts) are involved
in these activities.

3. Carrying out plans. This category irncludes objectives which specify
the schedule and performance levels necessary for carrying out the
plan for goal uchievement. An individual has to make decisions %o
adjust as changes occur in his goals or in the opportunities available
to him. Contingent upon his evaluation of the progress he has made,
an individual may switch either to his second choice goal or
plan, or to alternatives.

4. Finding out if it woerks. This category includes objectives which
specity behaviors performed by an individual when he judges whether
his goal has been achieved, describes what helped or hindered his
efforts along the way, and verbalizes principles and techniques which
he has learned as a consequence of his goal-achievement experience
and which he will probably find valuable in relation to future goals.

SEecifzing Alternative Strategies for Fu1f111inﬂ

Student Goal-Formuiation Needs

A limited number of guidance-related instructional and counseling strategies
for helping students to set and achieve personal goals has been developed
and field tested. Project PLAN is an example of these strategies. PLAN
students are introduced to the steps involved in a systematic approach to
decision making through reading descriptions of decisions made by high school
students such as those in Project TALENT (the longitudinal study of 440,000
students). For example, on the basis of information presented about the goals,
abilities, interests, and values of a case individual, a few appropriate occu-
pational goals are provided. Students explore the advantages an< disadvantages
of each of these and then compare their tabulations with an analysis of the
case individual's desired outcomes based on both the case individual's
values and his situational constraints. Students eventually select one of
the occupational goals for the case individual on the basis of this comparison.
The selection process also includes discussions of the consequences of
choosing each of the other alternatives. It is expacted that by reading and
studying several such case studies students will reach a level at which they
are making decisions wisely before they are called upon to make decisions
about their own goals and plans. A computer evaluates and records each
student's progress with respect to these decision-making skills.

When a PLAN student has a complete overview of the major occupations
included in 12 Tong-range occupationa! goal groups which include the
educational and ability requirements for each, and has a good understanding
of his abilities, interests, and values in relation to these groups, he
employs his skill in decision-making to explore the probable consequences
of various alternatives and finally makes a tentative selection of a long-
range occupational goal. Each student's performance on various types of
tests and inventories are stored in a computer for ready access. The ex-
ploration process includes furnishing each student with information on his own
developed abilities to perform in relation to those of persons entering
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occupations in various fielas. This is done by estimating the studentts
expected twelfth-grade score and its probable error of estimate from his
score on a test given in the ninth, tenth, or eleverth grades. Eor eqch of
his scores, a student is given a band indicating the levei at which his
score is likely to fall in the twelfth grade. This pgrgent11e range may be
compared with profiles comprised of scores made by original Project
TALENT students who later were entering, or planning to enter, occupations
in various areas. The fact that the score on any test provides only a
rough estimate of each student's present performance levels and that his
performance with respect to any ability may be increased by engaging 1n
special learning activities is emphasized.

In the next step, each student is assisted to prepare a program of
studies which will enable him to achieve his tentative long-range goals.
Each student's program of studies is comprised of & number of two-week modules
which specify the learning activities assumed to be helpful to him in
reaching his goals. The computer generates a program of studies for each
student primarily on the basis of these three information sources: (a) both
the student-parent selected long-range goals and the data-suggested goals
for the student (i.e., goals suggested by comparing student data with the
experience of previous students having similar characteristics); (b) the
particular avocational interests indicated by the student; and (c) the
state and local requirements in the various subject matter fields.

Because the selection of a long-range goal and subsegquent design of a
program of studies remains tentative, it is possible in PLAN for students
to change to any one of a number nf other goals and related programs of
studies if their subsequent experience indicates that this is appropriate.

Another strategy for assisting students to formulate and pursue
educational-vocational goals was developed by this rroject's staff for the
Santa Clara Unified School District in California. As in Project PLAN,
students in the Santa Clara program first gain basic skills in generating
and corsidering alternative educational and vocational goals by studying
a series of possible choices being made by students 1ike themselves. Case
studies provide information about some or all of the characteristics of a
hypothetical student, i.e., his abilities, interests, physical and health
attributes, values, and personal and social behaviors, and about each
opportunity open to him. Students are expected to compare the case indi-
vidual's qualifications with the requirements of available opportunities, and
to select the three educational and the three vocational opportunities which
the individual probably should explore. After establishing competencies
in selecting alternatives for other individuals, the students in the Santa
Clara program are required to employ these skills in choosing three educational
and three vocational opportunities for their own exploration. Their decision-
making skills are developed even further when they are presented with another
series of open-ended case studies which require them to choose appropriate

first and second choice goals among the specific opportunities open to
another hypothetical youth.

When students have completed their practice exercises in decision ,
making, they are responsible i+ comparing their own personal characteristics
with available opportunities and for selecting their own first and second
choice educational and vocational goals which would tentatively regulate
both their high school and post-high school performance. Emphasis is
placed on the necessity for viewing these goal selections as tentative
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singe, over time, a person's characteristics will change as will the
availability of particular options. In contrast to Project PLAN which uses

a computer to process both student-parent long-range goals and data-
suggested long-range goals into programs of study. the Santa Clara program
has each student participate with his parents and school staff in translating
both his long-range goals and related personal assessment data directl

into a1ternate action programs for reaching his goals. Also incivded are
reviewing exercises which alert students to changes related either to
themselves or tc their goal opportunities that may require alterations in
their original goals or plans.

In order for students to be able to select personal goals wisely,
Katz' (1959) decision-making program for eighth graders suggests one means
of helping individuals to establish a framework for processing and evalu-
ating information about both themselves and various educational and occupational
a]ternatives. In the booklet, Yeu:; Today and Tomorrow, which comprises
all 1nstructiona1 materials in Katz' program, students learn about the
varying ways that a person's abilities, interesis, and values can affect his
selection of particular educational and occupational goals. In addition,
students learn how to collect information about their personal characteris-
tics, and to explore three educational and three vocational goals by finding
out the basic requirements for each and by relating these to their
personal qualifications. To give students practice in examining the
relationship between decisions and outcomes, they study a series of case
studies in which students like themselves made decisions about goals and
then experienced the consequences of their subsequent efforts toward
achieving them. Finally, each student selects a high school course (e.g.,
College preparats-y, General Business, etc.) which includes the subjects
that might be :quired or very helpful in getting to his long-range
educational ana occupational goals. uUnlike the Project PLAN and the Santa
Clara Educational-Vocational guidance programs, Katz does not organize his
instructional methods and materizis ‘nto a set of learning units which
contain behaviorally explicit student cbjectives and related criterion tests.

The Effective Problem Solving counseling model (Magoon, 1969) was
designed to help college students develop skilis for setting and working
toward both educational and vocational goals. The program first instructs
individuals in the six steps deemed to be necessary in effective problem
solving. Then they apply these steps to the:r own problems, that is, those
problems included in resolving educational-vocational uncertainty by helping
youth commit themselves to tangible goals. Each student searches for
relevant information about the problem, considers the data he finds, and
generates several alternative plans of action based on the relevant information
he has gathered and evaluated. The model is structured both in sequence
and in format. The sequence follows these steps in problem solving:

1. Defining the problem; 2. Gathering relevant information; 3. Weighing
the evidence gathered; 4. Choosing among alternative plans or goals;

5. Taking action on plans chosen; 6. Reviewing a plan periodically.

The format consists of a systematically arranged series of questions divided
into various mimeographed parts. The student writes answers to each question,
a process which is intended to bring coherence and sequence into his problem-
solving behavior. The counselor, in turn, reviews the student's responses
when each part is finished and adds questions or observations where they

seem appropriate. Working in grouns of from one to five, students typically
require six to eight sessions to complete Magoon's program. While Magoon's
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program cmploys virtually the same problem-solving model related to
educational-vocational goal formulation as is found in the three programs
praviously discussed in this section, he has designed both his materials and
structured interaction mode specifically for a college student population
rather than for junior and senior high school students.

Individually Prescribed Instruction (IPI) represents an ajternative
instructional-counseling strategy (grades K-6) in which instructinnal
objectives are correlated to diagnostic instruments, instructional materials
and methods (see chapter appendix for reference informatisn). A key
feature of [Pl is the provision for assessment of student abilities and
performance and continuous monitoring of student progress. Each student is
assessed as to his state of learning prior to entering a particular instruc-
tional situation. After beginning an instructional program, the student's
work is guided by a written prescription designed to meet his individual
needs and interests. Data used both when originali;- making up prescriptions
and when modifying them if rnecessary include: (1) the student's general
ability level in a par-ticalar subject; (2) the degree of mastery the
student has demonstrated on each skill in the specific unit that will be
assigned to the studeat, (3) information about the student's progress in
previous units related to the skills in the current unit, and (4) information
about the student's progres. as he accomplishes the various tasks related
to the particular unit assigned. IPI, as an individualized educational
system, is being revised and refined in the direction of involving the
student more in the management of his own learning. That is, IPI is
gradually attempting to place increasing emphasis on helping students to
formulate their own goals, to decide among available resources for learning,
to use a variety of information in dezision making, and to evaluate the
outcomes of their decisions and goal selections. The information and
record-keeping system related te student data is being geared to student use
while the activities of teachers and counselors are being focused on
encouraging student responsibility for learning, for review and evaluation
of learning outcomes, and for changes in goals or plans where needed. To
date, IPl1 has focused exclusively on developing an individualized
educational system for elementary school students, and as a result has not
included an emphasis on student long-range educational-vocational goal
formulation which is characteristic of the other programs described in this
section.

A program that focuses not on helping elementary students to select and
manage their learning goals but rather on assiscing ninth graders in learning
to select both high school and post-high school educational goals wisely
has baen developed ir the Palo Alto Unified School District in -California
(vyabroff, 1969). The Palo Alto program emphasizes helping the student
tearn how to choose rather than what to choose, and providing him with infor-
mation for his goal selections based on the experiences of recent graduates
from his school whose academic performance was similar to his. Through
reading in a booklet students are exposed to three aspects of effective
decision making: (1) having specific facts about the importance of making
a choice wisely, (2) acquiring information about available alternatives, and
(3) estimating possible consequences. Each student is given the decision-
training booklet along with his own grade- point average achieved in the
ninth grade. With his grade-point average, the student can virk with data
compiled in various experience tables found in the booklet. The experience
tables were comprised primarily from two sources: (1) the high school
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transcripts of students in the preceding graduating classes, and (2) simplified
follow-up studies of these same graduates. Experience tables thus were
constructed on the major high school courses taken by these former students,
the post-high school activities entered, and their performance in the first
year of two of college. As a result, these tables enable current ninth
graders, knowing their own grade-point averages, to examine what happened

to students like themselves as they went through high school and beyond.
Students, however, are cautioned that while the experience tables give

some indication of what their chances are in the pursuit of a particular

high school program or post-high school goal, the tables dc not solve
problems or make decisions. That is, students are encouraged to believe

that they are essentially free to make choices and to carry out action
programs that might considerably alter the probabilities of sutcess based

on what happened to former youth from the Palo Aito district. In contrast to
the other programs described in this section (except IPI), the Palo Alto
program focuses exclusively on helping students to set long-range educational

goals and does not emphasize the making and implementing of alternate pians
for reaching them.

Although the alternative instructional-counseling strategies presented
so far relate to educational and vocational goal setting, mentiun should be
made of the strategies available in this project's Personal and Social
Development Program. Goal formulation plays an especially important role in
the program's prescribed learning experiences, which are in the prescriptive
phase of the CCGS. 1In the prescriptive phase, students engage in instructional-
counseling activities only if they need them, and the students are given major
responsibility for assessing data which might suggest they have personal and
social development needs and deciding if they have problem areas on which they
want to work. Hence the student identifies goals regarding his personal and
social behavior which he would like to reach but is not currently capable of
achieving. Two levels of goal formulation are incorporated into_the PSDP at
both the intermediate and secondary levels. The initial goal selection made
by the student pertains to the direction in which he wants to modify his
behavior. He may either improve his negative behavior, encourage desirable
behavior currently in his repertoire but which needs to be strengthened, or
produce new desirable behavior which he is not currently exhibiting. The
second type of goal selection relates to the specific behavior that the
student wants either to reduce, encourage, or produce. It is the student's
own commitment to modify a specific behavior in a particular direction which
makes this program unique. Strategies for presenting the consequences of
selecting the various personal and social behavioral opportunities could
have included such approaches as fiimed, video-iaped, audio-taped or written
models enacting the differing outcomes, or group discussion and role play
of the various consequences. Strategies regarding goal formulation in the
personal and social needs area as well as in the academic-Tlearning needs
area will be described in greater detail in chapter IX of this document.

Se]ectinﬂi Designing, Schedu]ing, and Imelementing Strateaies

The goal formulation approach employed in this project stressed the
use of instructional-evaluational units in which a variety of instructional-
counseling strategies were organized into units for students. Guidance :
learning units were designed for grades 7 through 12 on either an individual,
small group, or classroom basis. As in most units illustrated in previous
chapters, through this format the student is given: (1) the instructional
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objective for that unit, (2) a 1ist of the behaviors he should be able to
demonstrate if he has reached the objective, (3) a sample question to

indicate how the terminal behaviors would be assessed, (4) a list of the
available materials, and (5) suggested activities which should help him

achieve the objective. When he is ready, the student takes an end-of-unit pro-
ficiency test to determine whether he has mastered the stated objective.

Table 11, on the next page, presents a guide sheet from one of the guidance
learning units that focused on preliminary activities related to student
formulation and pursuit of educatioral and vocational goals.

Generally, goal formulation in this project's Personal and Social
Development Program is scheduled during the initial stages of the program at
both the intermediate and the secondary levels. After students at the
intermediate level have agreed to work toward a general goal (e.g., to work
on a booklet which will help them improve their undesirable behavior), they
are asked to select a more specific goal, i.e., a specific behavior they
weuld 1ike to change. For example, the booklet designed to improve behavior
in the area of carrying through on tasks with responsibility and effort states:

Choose a behavior that you would 1like to work on.
Select the one that is of most concern to yocu now.
It should be a behavior that would bring you the
best results if you changed it. Because this one
behavior stops you from doing a good job and from
completing your tasks on time, it is a problem
for you. This is the behavior you will work on
for the rest of this booklet.

A similar process is involved in the intermediate level booklets selected
by those students who desire to encourage or produce behavicrs. Once again

referring to the area of handling tasks responsibly, the objective for Step 2
in booklets in this area is:

STEP 2. You will be able:

a. to list alternative ways of becoming
responsible and showing effort more
often;

b. to identify possible results of becoming
even more responsible and showing even more
effort;

p]
.

to decide if you want to work further on
this booklet; 2nd

d. to choose a behavior to work on and decide
what to do with it.

At the secondary level, the orientation booklet. "Chance to Change,"
presents students with four alternatives for PSDP participation. These
four are:

a. to improve your undesirable behavior;
h. to encourage or maintain your desirable behaviors

=138




TABLE 11

EXAMPLE GOAL FORMULATION GUIDANCE LEARNING UNIT

American Institutes for Research
Guidance Research Program

Santa Clara NUEA Project
June 1970

SKILL AREA 3
OBJECTIVE 2

OBJECT'VE:  The purpose of this unit is to:

show that you have explored several ziternative educational and occupational opportunitiec and
that you are now considering the possible consequences that might happen to you if you chose
to pursue each opportunity.

EVALUATION: To help you mike sure that you have achieved this objective, you will be tested to see if you can:

2. explore at least one alternative educational cr training opportunity and to summarize infor-

mation about it (or each of them) on an "Education and Training Exploration Checklist”;

b. explore at least one alternative occupational opportunity and to summarize information about
it (or each of them) on an "Occupational Exploration Chacklisi'"; and

c¢. in a group discussion with come of your classmates, explain the information from two of your
checkiists by relating that information to your current perscnal characteristics so these
students can understand what you think weuld happen if you chose to pursue these two oppor-
tunities.

EXAMPLES ® When you can answer guestions like the ones given below, you prchably are ready to take the test

which follows this learning unit.

For the oCcupations you explored, can you answer the following questions?

1. wWhat things do all those occupations have in common?

2. What did you expect these occupations %o be like before you explored them? How, if at 21,
have you had to change these expectatiuns after you explored these occupations?

3. wWhat level of responsibility and d~cision making is required in each occupation explored?

4. Would you consider any of these occupations in your future career decisions?

TS THESE. MATERIALS B0 _TRESE ACTIVITIES
1. Instructional Guide 1. Read Parts ! and II, "Why Explore High Schoal and
Post-High School Educational and Occupational
Opportunities?," and "Why Is It Important to
Have a Plan for Exploring Educational and Occu-
pational Opportunities?"
1A. OPTIONAL ACTIVITY 1A.
Instructional Luide If you want additional ideas for exploring occu-
pational opportunities, read Part III of the
Frotlem Solving Kits: Job Ezperience Kits, Instructional Guide, "Occupational Exploratory
Science Research Associates, 1970. Material." It describes the other material Tisted
in the left-hand column for this activity.
Careers in Banking (16mm film)
Student Response Boouklet
Student Resource Guide
California Bankers' Association, 1966.
Voeational Education Job Opportunity Series
8mm films
Encyclopedia Britannica Educational Corporation.
widening Occupativnal Roles Kit
Kit: Science Research Associates.
2. Checklists: 2. You should now be ready to use the "Education and
Training" and “"Occupation Exploration" checklist
Edueation and Trainirg to investigate in more detail:
Ewploration Checklist (a) one educational or training opportunity;
Occupation Exploration Checklist (b) one occupational opportunity.
£ erican Institutes for Research, 1970.
3. Instructional Guide 3. Once you have completed a checklist for each of
] your two educational and occupational opportuni-
3 owdent Reaction Sheets, Skill Area 3, ties, let your teacher or counselor know you would
Objective 2, American Institutes for Research, Tike to sign up for the group discussion which is
1970. the last activity of this learning unit. When
. your group meets, you will be discussing the points
listed in Part IV of the Instructional Guide.
‘ When you have successfully completed the above activities, check with your teacher or counselor before taking

(:i---lmlIl“lIIll
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c. tc produce new desirable bhehavior;
d. nrot work on your behavior.

If a student seiects “d" as his goal, he can decide to opt out of
participaticn in this area of the program at this time. If he selects
alternative "a", "b", or "c" he moves on to the second goal formulation
stage in which he selects a specific behavior to modify in the direction
he has chosen. A more detailed account of goal formulatior approaches in
the PSDP is presented in chapter IX of this document.

Evaluating Stratesies and Pioviding Feedback and Correction

The effectiveness and efficiency of strategies employed in the CCGS
should be evaluated on the basis of whether each student's goal-Tormulation o
needs are being satisfied, i.e., the extent te which students are achieving -
both their short-term and long-range goals. Norm-referenced measurement,
the traditional strategy for determining individual differences, is of little
use in the context of an individualized guidance system because it merely
provides a basis for comparing the outcome levels of two or more individuals
with each other (Carver, 1970). Rather, what is needed are evaluation
instruments and procedures capable of assessing each student's knowledge,
attitude, and performance outcomes relatad to meaningful standards of
individual achievement. When desired outcomes are designated in observable
and measurable terms, it becomes readily apparent when the methods have
succeeded in helping students to reach ocbjectives and goals, when they have
failed, and when they need further development to increase their effective-
ness (Bandura, 1969).

Criterion-referenced measurerent techniques are particularly appropriate
for evaluating the effects of a guidance system designed to aid individuai
goal formulation and planning since these techniques are concerned primarily
with measuring the accomplishment of specified objectives. Popham and
Husek (1969) illustrate this point when they use ithe analogy of the dog
owner who wants to keep his dog in the backyard and therefore gives him a
fence-jumping test. The owner wants to find out how high the deg can jump
so that he can build a fence high enough to keep the dog in the yard, i.e., a
criterion-referenced test. How high the dog can jump compared to ~iher dogs
is irrelevant, i.e., a norm-referenced approach. However, & major difficulty
in evaluating the strategies included in an 7i:rdividualized guidance systeni
has been the unavailabiiity of adequate criteria for assessing the effective-
ness of responses invelved in the individual planning, decision-making, and
self-management processes related to personal goal Yormulation. The model,
of effective personal problem-solving processes that has guided our writing
of instructional objectives and related behavioral outcomes is described in
detail in chapter VII of this document. As a practical matter, it must be
recognized that these processes are merely thasretical constructs. The
point is that they cannot be measured directly. In lieu of direct measurement,
a set of tasks that are judged to be valid behavioral indicators of a
particular process must be designed. For assessiment purposes, either per-
formance on this set of tasks is rated or successtul instances are counted
on some arbitrary basis. Then the resulting score serves as a "measure" of"
the underlying process (Garvin, 1970). '

Yot
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Criterion-referenced measurement is feasible to the extent that behavioral-
1y stated tasks correspond to scme subsequent, extra-classroom task that
must be performed at a predetermined (i.e., criterion) level of performance.
However, the responses of seeking and evaluating information, making choices
among career options, and managing progress toward goals are recurrent
activities which extend over the lifetime of an individual. There is no
s1ng]e moment at which a person decides permanently upon one out of all
possibie options. Rather, there are many crossroads at which his life takes
dzcisive turns, which place constraints on the range of future alterratives
and which constitute periodic instances of goal selection and goal pursuit
processes., What is needed are criterion measures that permit assessment
{both in a timeless as well as a real-life environment) of minimuna levels of
information gathering and processing, goal selection, and self-mznagement:
belaviors that are judged to be necessary in order for a person to be able to
set and to work toward goals wisely. As reported in chapter Vi1, the
question of whether to set standards either in terms of the process of
goals selected and pursued, in terms of the content of these goails, or in
terms of both has not been empirically answered. Katz (1969) has stated the
case for emphasizing process criteria in the evaluation of strategies used
in an individualized guidance system:

Without directing the content of an individual's choice,
«e do think we can help him in the process of choosing.
This emphasis on process does not pretend to insure the
"yight" choice. Our conviction is that in education
enlightened processes are intrinsically important. There-
fore, we bend our efforts to increase the student's under-
standing of the factors involved in the choice (imperfect
though our own understanding may be} so that he can take
responsibility for his own decision making, examine himself
and explore his options in a systematic and comprehensive
way, take purposeful action in testing hypotheses about
himself in various situations, and exercige flexibility in
devising alternate plans. {p. 17)

In many of the guidance proficieacy tests developed in this project,
student competencies in coilecting information about themselves and ielated
1ife opportunities, in estimating and evaluating the probable consequences
of varying alternatives, in making tentative goal selections, and in
carrying out a plan of action are assessed without having to wait until
jndividuals formulate and pursue goals in their own natural environments.
These criterion exercises, that assess student performance levels in selecting
which goals would be appropriate for whom under what specific hypothetical
conditions, have been described by Twelker (1969) as enabling performance -
measures. By means of simulation it is possible to set up an environment
which is less threatening than the real world. Individuals can be assessed
on their performance in gathering and using information wisely to select
goals for hypothetical others without experiencing real world consequences.
Measures for assessing enabling performances determine whether or not pre-
requisite behaviors, judged to be necessary for adequate performance on
terminal objectives in a real life setting, have been acquired as a result
of working through individualized learning units. '

To assess student attitudes and performances related to the formulation
and pursuit of their own goals, a "Goals and Behaviors" survey instrument
was developed. 1he instrument starts by asking students whether they agree
or disagree with a series of statements that begin "People should always
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have specific goals...." Each of these statements is linked to a particular
area of career goals, e.g., education, occupations, learning skills, and
social relaticnship skills. After a student has checked his degree of
agreement or disagreement, he is then asked either to select, from a list
provided, or to provide a reason why he responded the way he did. Other
csections of the survey instrument require the student to indicate his own
attitudes toward having both career goals and pians for achieving them, and
whether he presently has specific goals in the various career goal areas. If
he responds that he has some specific career goals, the student is further
asked to indicate the degree to which he has participated in the selection
process {from selecting the goals without help from anyone else to having
them selected for him by someone else). Finally, each student responds to
several self-report items in which he recalls how many times during the past
year he has sought help in relation to his goals or plans and with whom. In
its present form, the "Goals and Behaviors" survey instrume:snt can be used

in connection with any of the various CCGS programs that promote decision-
making and self-management behaviors, It can be employed tqg assess haseline
and post-treatment attitude and performance levels.

In addition to simulation techniques and the "Goals and Behaviors
Survey," check-off procedures have teen employed in this project to validate
student attainment of objectives related to the formulation and pursuit of
personal goals. For example, in several proficiency tests written for
learning units in this project's Educational-Vocational Guidance Program,
students are required to meet with a parent or guardian and with a counselor
or teacher in order to review how they have gone about selecting goals,
setting up plans for carrying them out, and implementing the plans. It is
the responsibility of these adults to check-off each student when he has
demonstrated satisfactory levels of performance in these areas. Check lists
cf criterion statements are provided to these people to facilitate their
evaluation tasks. In the Personal and Social Development Program, teacher
and counselor observations as well as peer evaluations and students' own
reports have been used to judge whether students have =2ffectively taken
responsibility for and carried out a plan for achieving their behavior
change goals.

quccent Status and Plang

The CCGS has developed programs which allow for students to participate
in goal-selection and self-management activities in three ¢f the six content
areas, i.e., Educational, Vocational, and Personal-Social. Plans are
currently underway for developing additional programs in a fourth content
area, citizenship, based on the results of recent investigations into the
delinquent behaviors of adolescents (e.g., Cureton, 1970; Jones, Rhetts,
and Wolff, 1971). <Cureton (1970), for instance, conducted an extensive
search of the data resulting from administration of the tests and question-
naires of the Project TALENT battery, used in 1960 tc assess the aptitudes,
abilities, interests ~nd other background information of over 440,000 high
school students (Flaragan, et al, 1962), for possible predictors of adolescent
problem behavior. Using the records of the schools, police juvenile decisions,
juvenile court, social and mental health agencies, and health departments in
a single county in which this battery was administered to all public, private,
and parochial school students in grades' eight through twelve, she obtained
criterion data concerning the incidence, types, and characteristics of these
students' problem behavior. Categories of problem behavior included:
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delinquency, insufficient training, absenteeism, dropout, illegitimate
pregnancy, emotional illness, and school disciplinary actions. The time
period included was, for school records, through the date of graduation or
final dropout and, for other records, up to 1965 when almost all the students
were 17 years of age or older. Cureton reports a wide range of variables
inciuded in the TALENT battery which were found to be predictive, in varying
degrees, of the adolescent problem behaviors thereby serving as a rich

source of hypotheses for program developers. That is, certain of these
variables, which point to inadequate opgortunities students have had to acquire
decision-making and self-management skills, could become the focus for proto-
type citizenship programs that would be evaluated in field settings.

Considerable research and development is needed in examining specific
ways of helping adolescents make use of information in selecting goals.
For example, this project's learning units which focus on information prc-
cessing related to educational-vocational goal formulation (cf. Table 11)
should be thoroughly evaluated. Problems such as assignment of subjective
probabilities, criteria for evaluating information sources, and use of
estimates of personal worth and values for specific factors must be explored
(Thoresen and Mehrens, 1967). The current learning units dealt with
preliminary steps in evaluating information and in making subjective estimates
of: (1) how satisfying an occupation might be, and (2) how successtul would
the person be in meeting the requirements for achieving a particular
occupational goal. However, the broad spectrum of factors to be considered in
information processing was not inciuded.

One area of future investigation might be the aoplication of Miller"s
(1970) work in profescional decision making which suggests one means of helping
an individual establish a framework for processing and evaluating information
about alternatives. A "criterion hierarchy" which lists all the jindependent
bases tc be considered in selecting from among alternatives, is gradua]]y
developed and refined by each person. Monetary compensation, geograph1ca1
location, and nature of work illustrate major factors in a criterion
hierarchy. Miller suggests that each of these factors can be further sub-
divided into several areas, e.g., immediate starting salary and anticipated
salary in five years.

Another area for possible future investigation would include an exami-~
nation into goal-setting processes, and the relationship hetween these
processes and both the content of goals and student performance in various
career areas. In addition, this examination might include a study of content
factors such as difficulty level, and specificity, and process factors such as
personal involvement in goal selection, and knowledge of alternative goals.

In the area of evaiuation, plans are currently underway for designing
alterrative ways of assessing the individual performance of each student.
In the typical comparative group experimental design, the specific impact
of each treatment on each student tends to be obscured. Some students
demonstrate marked changes in criterion behavior while others fail to change.
An attempt is being made to remedy this problem in a field test of the CCGS
which is currently underway in several Houston, Texas and San Jcse, California
schools. Data collected during the field test will be analyzed to determine
the.relative effectiveness of CCGS and competing programs in helping each
student to achieve his stated objectives and goals. A variety of measures will

~ be used. For example, the proportion of treatment objectives that each student
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has attained at the end of an experimental program will be computed and
compared with the proportion he had achieved before the beginning of that
program and with the total number of objectives possible for him. Procedures
to evaluate individual student outcomes against pre-determined criteria

must be developed and used in field settings to establish the empirical value
of the various CCGS programs for helping students to formulate and to achieve
their own goals and objectives.
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APPENDIX--CHAPTER VIII

Cata]ogue of Available Materials

1. AIR* developed learning units prepared Tor jndividualized educational
and vocational guidance programs.

Helping Others Choo:se
Check it Out

First and Second Choices

Tentative vs. Definite Plans

Doing Your Own Thing

Leisure Time Activities and Part Time Jobs Are Important

Getting to That Goal

Selling Yourself

Reviewing Goals and P]aﬁs

For more information, write to:

Dr. Calvin D. Catterall

Coordinator, Counseling and Psychological Services
Santa Clara Unified School District

1889 Lawrence Road

Post Office Box 397

Santa Clara, California 95052

2. AIR developed materials designed for a Personal and Social Development
Program. For more information, write to:

Guidance Research Program
American Institutes for Research
P.0. Box 1113

Palo Alto, California 94302

3. AIR developed learning units prepared for the guidance proéram in
project PLAN.

Choices and Consequences

Introduction to Decisien Making

Career Planning Practice I and Il

Interests and Values in Career Decision Making

*American Institutes for Research
\‘1
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3. (continued)

PLAN Student-Parent Goal Formulation

For more information, write to:

PLAN

Westinghouse Learning Corporation
2680 Hanover Street

Palo Alto, California 94305

4, You: Today and Tomorrow. For more information write to:

Educational Testing Service
Princeton, New Jersey 08540

5. Effective Problem-Solving Model. For more information, write to:

Dr. Thomas M. Magoon
Counseling Center

University of Maryland
College Park, Maryland 20742

6. Individually Prescribed Instruction. For more information, write to:

Dr. Robert G. Scanlon, Program Director .
Individualized Learning Program

Research for Better Schools

Philadelphia, Pennsylvania .9100

7. Palo Alto Decision-training Pregram. For more information, write to

Dr. H. B. Gelatt

Coordinator of Guidance

Palo Alto Unified School District
Palo Alto, California 94305

8. AIR developed Goals and Behaviors Survey. For more information, write to
Guidance Research Program
American Institutes for Research

P.0. Box 1113
Palo Alto, Califsrnia - 94302

169

e
&

~-146~



CHAPTER IX
COMPONENT NO. 6--WITHIN-SCHOOL PRESCRIBED LEARNING EXPERIENCES

As indicated in Table 1 on page 36, Component No. 6 is the first component
of the Prescriptive Phase of the Comprehensive Career Guidance System. In the
two components which constitute this CCGS phase, the emphasis changes from
problem prevention to problem correction or remediation. Here the related in-
structional activities are not intended for all students but rather for target
populations of youth experiencing specifiable problems for which assistance
can be made available. Component No. 6 focuses on within-school prescribed
learning experiences. The term "prescribed learning experience" (PLE) refers
to a set of guidance and counseling related activities which a student and his
teacher or counselor prescribe as an appropriate process which will enable the
student to achieve a specific objective or group of objectives, and is reserved
for activities which are specified to help students meet individualized objec-
tives, rather than universal objectives toward which the development of all
students is directed. The goal of this prescriptive component is for each
student to have assistance which enables him to resolve specific within-school
problems which are impeding his current progress and development in each of
the six interfacing content areas of student needs.

Identifxing Student PrescriEtive Needs

An extensive review of follow-up studies was the first of several strategies
used to identify student prescriptive needs. Those studies which employed
open-ended, free response items or individualized interview techniques proved
more useful in providing behavioraitly specific information than did the short-
answer format of most maiied or group administered surveys. Additional stra-
tegies included an investigation of current systems and programs of guidance,
as well as a collection of information from counselors and teachers who were

asked to identify specific problems which they felt individual students needed
help in overcoming.

A fourth strategy involved the determination of the critical requirements
for success in the important activities in which students engage in some of
the six life areas. These were determined by conducting systematic observations
of student activities, especiaily concentrating on reasons for outstanding
success or failure in various specific parts of the activities. Trained ob-
servers were sent to classrooms to observe student behavior and to record those
incidents which were considered critical to students' achiewving effective or
ineffective results for their personal and social development. Data obtained
in this manner are more objective and specific anc¢ tend to define the precise
ways in which individuals meet with effective or ineffective results when they
participate in various activities. The needs which are thus identified can be
stated in terms of discrepencies between students' present abilities and those
competencies which they need to have in order to achieve more effective results
if thev are not doing so aiready.
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Three examples of prescriptive needs which particular hut not all students
nave and which were identified through use of the above procedures are the
needs: to handle difficult or stressful situations; to understand information
on colleges and universities; and to schedul :, and implement a schedule of, a
series of academic tasks. From the identif.ed needs such as thzce. a list of
instructional objectives and related student outcomes was developed. For the
first need stated above, the related instructional objective and the student out-
comes in the content area of personal and social development are:

OBJECTIVE: To deal effectively with difficult situations (e.g., when
the student fails, is teased, or criticised)

Stdent Qutcomes:

1. Reacts to threatening criticism or punishment in a calm
constructive manner.

2. Handles teasing of others in a humovous, unruffled manner.

3. Performs a task which he had previously reported as stressful.

Other objectives and student outcomes in the content area of personal anr
social development are contained in Tables 12 and 13 on the following two
pages. The student outcomes related to each of these objectives were found

to be of two types: those relating to production or encouragecment of desirable
behaviors, and those relating to elimination or improvement of undesirable
behaviors. These objectives and their related student outcomes formed the
CCGS Personal and Social Development Program, the behavicr assessment portion
of which is appropriate to all students and, therefore, is included in Com-
ponent No. 2 of the Development Phase, while the PLE aspect of its behavior
modi fication portion is included here in Component No. 6. Table 12 is the
Performance Record which contains the objectives and outcomes employed in the
PSOP at the intermediate level, while Table 13, which is entitled the Complete
Behavior List, lists those applicable to students at the secondary levei.

For the second need above, the objective and the student outcomes classified
in the educational area are:

OBJECTIVE: To know basic information on colleges, including cost, entrance
requirements, academic. programs and college life

Student Qutcomes:

1. Define the following terms: unitversity, college, junior
college, public college, private college, religiously affiliated,
non-denominational, coeducational, liberal arts,and accredited.

2. For each of these areas, list several specific kinds of infor-
mation you would want to learn about before choosing a college:

. cost,

. entrance requirements,

. academic programs, and

. college life.
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3. Describe the kinds of infcrmation you would expect to find from
the following sources of information: resource people, college
handbooks, college catalogues, and a visit to a college campus.

4. List four main sources of funds which students use to meet the
cost of a college education.

Write a one- or two-page report on three colleges, including
information on the cost, entrance requirements, academic

program, and college life, and on the advantages and disad-
vantages of each college for ycu.

Additional objectives and outcomes related to educational and vocational
reeds which are not felt by all students include:

OBJECTIVE: To demonstrate skills which are important in applying for
a job and in being accepted for training after high school.

Student Outcomes:

1. Arrange a personal interview by phone.

Vd
2. Prepare a personal resumé.

3. Use appropriate behavior and show appropriate appearance

in a personal interview.

4. Fill out applicetion forms correctly.

OBJECTIVE: To contrast the kinds of opportunities that are available

to a high school graduate to the opportunities that are
available to someone who has not completed high school.

Student Outcomes:

1.

Describe the educational opportunities and places where

training may be obtained and which are available to high
school graduates and dropouts.

2. List the educational opportunities in your area that are
available to high school graduates.

3. List the educational opportunities in your area that are
available to a high school dropout.

The following are the objectives and the student outcomes which relate

to the third need specified earlier and are in the area «f academic-learning
activities:

OBJECTIVE: To acquire and practice study planning skills

Student Outcomes:

1. Identify current rate and quality of assignments.



2. Identify what is expected in each curriculum subject area.
3. §et tentative goals for each subject, i.e., current progress
is okay{ need to speed up, need to be more careful, need

to speed Up and be more careful.

4. Consider alternative plans for reaching these goals and con-
sequences of each alternative.

5. Put best alternative into action.
OBJECTIVE: To acquire and practice study scheduling skills.

Student Outcores:

1. Explain the importance of developing gocd learning skills.
2. List steps that will help raise a grade point average.

3. List steps for increasing your study time.

4. List steps for studying more efficiently.

5. Rate your study and learning techniques.

6. Complete a study schedule on subjects from the most diffi-
cult to the least d:fficult.

OBJECTIVE: To determine the rate of your current proagress in academic
subjects.

Student Outcomes:

1. Understand and interpret uses for progress charts and graphs.
2. Compute weekly progress rate.
3. Compute unit progress rate.

OBJECTIVE: To 1éarn the PQRST technique for improving your learning.

Student Outcomes:

1. Discriminate between effective and ineffective, efficient
and inefficient learning plans.

2. Identify the behaviors involved in each step of a given
learning plan (PQRST technique) and state why the plan might
be both effective and efficient.

3. PRecord learning activities for two w=eks and compare them
to the number of opportunities to perform these activities.
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4, Decide if your current learring plan needs improvement and
if the PQRST technique cowid help you. If so, implement the

3

desired parts of the PQR3T learning plan.
OBJECTIVE: To improve your test taking skiils.

Student OQutcomes:

1. Identify and apply four rules for effective test taking.

2. Apply knowledge of the four rules of effective test taking by
jdentifying a variety of given test taking behaviors as usually
“effective" or usually "ineffective."

The process of translating prescriptive needs statements into objectives
and student outcomes resulted in a bank of instructional objectives similar te
those presented above. This bank contains objectives in those of the six
1ife areas which received attention during this project (i.e., the areas of
citizenship and leisure behaviors were neglected). These objectives are avail-
able for the selection or design of approaches for attempting the remediation
of specific problems which individual students experience.

E}assifzing Objectives bz Commonalities aﬁg
Assi gning _P‘r1 orities

When the instructional objectives were translated from the prescriptive
needs, clusters resulted in those of the six life areas to which staff were
able to devote time and effort during this project. Major emphasis was placed
on clusters of objectives which related to interpersonal and intranersonal
concerns, academic-learning difficulties, and individualized needs in the
area of educational-vocational exploration and planning. The objectives
which represented the interpersonai-intrapersonal cluster are the same ones
around which this area of needs was organized in components in CCGS's Develop-
mental Phase (cf. Chapter V on personal assessment of personal and social
behaviors). As mentioned earlier, the eight objectives which form the inter-
personal-intrapersonal cluster are:

1. To deal effectively with difficult situations.

2. To carry through on assigned and agreecd=-upon tasks with responsi-
bility and effort.

3. To show independence, initiative, and originality when faced with
unexpected situations or special needs.

4., To show strength of character and integrity.
5. To show consideration for the feelings of others.

6. To contribute to group interests and goals.
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7. To deal effectively with rules, conventions, and teacher suggestions.

8. To function effectively in a leadership position when in a small
group or with ancther student.

The second cluster which was identified and emphasized relates to speci-
fic needs of individual students who have particular concerns in their edu-
cational-vocational exploration and planning. Many needs in the educational-
vocational area are of a developmental nature, therefore, materials designed
to satisfy these needs are thought to be beneficial for all students and are
thus contained in the developmental components of CCGS presented earlier.
However, there are also needs in this area which are not feit by ail students
and attention must be given to these needs and their related objectives on
an individual prescriptive basis. The third and final grouping of objectives
by commonalities which received attention during this project occurred in the
academic-learning area, which deals with how students learn ir school and

e1sewher¢. Of particular importance here were objectives reiating to student
test-taking and studying behavior.

SEecifying Al ternative Strategies for
Meeting Student PrescriEtive Needs

The tailering of instructional strategies to the needs and characteris-
tics of individual students is of prime importance for prescribed learning
experiences because here students with specific problems are the target popu-
lation members, and the appropriate strategy must be precisely matched with
the needs and characteristics of each student in order to alleviate most
effectively the difficulties which he or she is having. Individual and group
counseling.sessions, self-instructional booklets, student tutorials, group
guidance, informal discussion groups, and libraries of audiotapes and video-
tapes presenting social models for students are examples of strategies which
were considered for use in prescribed learning experiences, esgacially in the
area of personal and social development in which interpersonal and intraper-
sonal behaviors are emphasized.

To provide assistance in the area of students' academic and learning
problems, group counseling strategies have often been investigated since they
have been thought to be especially useful because of the reinforcing effects
of group interaction. Here students meet in groups to discuss their learning
problems and discover ways of remediating them. Therefore, group approaches
received special attention in this area of needs and objectives. Two somewhat
unique computer-supported strategies were considered for implementation in
the educational-vocational areas. The Interactive Learning System (ILS)
approach, which enables students to have on-line access to the computer, as
was briefly described on page 87 in Chapter VI, is one such strategy. Another
is Santa Clara County Office of Education's computerized listing of county-
wide occupational opportunities (cf. page 88). For the more prescriptive
use in Component No. 6, these strategies would be implemented in a more in-
dividualized, personalized manner providing answevs to the specific information
needs of students. In Component No. 3, described in Chapter VI, these strate-
gies were reviewed in the context of universal or developmental objectives.

In the present component, these two approaches could be employed by students
seeking information on specific occupations, colleges, vocational-technicai
schools, or financial assistance.

Q . _1+4- .
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Se]ecting, Assigning, Schedu]ins, and ImE1ementing Strategies

The self-instructional booklet, which contains a series of instructional-
counseling activities and which is designed in a format consistent with guid-
ance learning units described for each preceding CCGS component, was tne
strategy selected for use in the prescriptive portion of the Personal and
Social Development Program. Since the development of this portion of the
PSDP received much attention during this project, the results will be described
in detail. Two types of self-instructional booklets were developed for in-
termediate level students. For each area of objectives, one bocklet was
designed to help students learn to perform, or to perform more often, outcome
behaviors they desired. These were booklets for Behaviors to be Encouraged.
The second type of booklet for each area of objectives at the 1ntermed1ate
level was designed to assist students to reduce or eliminate undesirable out-
come behaviors. These booklets were labelled as being appropriate to Behaviors
to be Improved.

At the secondary level three types of self-instructional booklets were
developed. For each area of instructional objectives contained in this portion
of the PSDP, there was a booklet for Behaviors to be Improved which correspon-
ded directly to the same category of booklet at the intermediate level. The
second type of bhookiet (i.e., booklets for Behaviors to be Produced) for ecch
area at the secondary level was established to enable students to learn and
perform the desirable outcome behaviors which were not currently in their
response reperteires. Finaiiy, the third type 6f booklet (i.e., booklets
for Behaviors to be Maintained or Encouraged) was set up to assist secondary .
ievel students to continue to perform at the same rate those desirable be-

haviors which were in their response repertoires or to perform these behaviors
more often.

A1l of ihe PLE booklets in the PSDP present students with a variety of
behavior modification techniques which they can use to achieve the behavior
change objectives on which they are working. Those techniques which are sug-
gested in the intermediate level booklets for Behaviors to be Enccuraged, and

in the secondary level bocklets for Behaviors to be Produced and for Behaviors
to be Maintained or Encouraged are:

1. production of a desired response through self-control once its posi-

tive consequences have been pointed out;
2. role modeling of a desired response;

3. modification of stimulus conditions that occur just befcre and/or
Just after a desired response occurs;

4. positive reinforcement of a desired response; and
5. successive approximations of a desired response.

Behavior modification techniques presented in the booklets for Behaviaors
to be Improved at both levels are:

1. extinction of an undesired response through self-control;

2. role modeling of a desired response, which would be used to replace
an undesired behavior;
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3. modification of stimulus conditions that occur just before and/or
just after an undesired response occurs;

4. production of a desirable behavior that cannot be performed st the
same time as an undesirable behavior is performed; and

5. successive approximations to the reduction or elimination of an
undesired response.

The format of these booklets is consistent with the guidance learning
unit concept presented throughout this report. The student experiences are
guided by instructional objectives which focus on activities such as those
described below and which take students three or four weeks to complete.
The specific activities presented as examples in the two fcllowing sections
are contained in intermediate level PLE booklets for Behaviors to be Encouraged
and for Behaviors to be Improved; they parallel those activities contained

in the secondary level booklets for Behaviors to be Produced and for Behaviors .
to be Maintained or Encouraged. Cf

Example Activities in Two Types of Behavior Modification Booklets

Activities in PLE booklets for Behaviors to be Encouraged (intermediate
level) include the following:

1. The student discriminates between Behaviors to be &ncouraged and
Behaviors to be Improved, assesses his pnehavior over recent weeks,
and checks his assessment data against that which his teached or
counseloy observed. Such behaviors to be encouraged are then speci-
fied in detail.

2. The student examines the alternatives that are open to him, considers
the results of doing the Behaviors to be Encouraged even more often,
decides whether he wants to work further on the booklet and, if so,
chooses a behavior to work on and decides what to do with it.

3. The student learns how to pick out conditions (things in his environ-
ment) which.happen just before and/or just after the behaviors he
identified in Step No. 1. He then decides if making these condi-

tions happen more often would help him work on the behavior he chose
in Step No. 2 above.

4. The student lecarns at least four different plans or ways to work N
on doing even better. He uses example plans to develop a best and _f
an alternate (backup) plan for his own behavior change.

5. The student reviews both an exampie plan which has the details filled
in so that he can use it as a model and a blank plan in which he can
record the details of his own best plan.

6. The student and anyone he has scheduled in his plan to help him
monitor his performance keep track of his progress for at least
three weeks. If his plan is not working, it might have to be changed
or some form of the alternate plan might have to be tried.

7. The teacher/counselor and the student decide if the student has
changed his behavior (he is doing even better than he did before
working on the booklet), and what, if any, behavior change he will
plan for next.
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Activities in PLE booklets for Behaviors to be Improved (intermediate
level) include these:

1. The student learns why he has received this booklet, assesses his
behavior over recent weeks and checks his assessment data against
that which his teacher or counselor observed. He and his teacher
or counselor then decide whether or not there is a behavior which
he could reduce or eliminate, i.e., "improve." Such behaviors to be
improvod are then specified in detail.

2. The student learns how to pick out conditions (things in his environ-
ment) which happen just before and/or just after the behavior{s)
he and his teacher or counselor have agreed could be improved. He
then attempts to pick out such conditions for the behavior(s) identi-
fied in Step No. 1 above.

3. The student learns how to consider tho results of his actions and
then indicates possible results of the behavior(s) which he agreed
in Step No. 1 could be improved. He then has to decide whether or
not he wants to change the behavior(s).

4. 1If the student decides to try to improve his behavior(s), he learns
at least four different plans or ways to reduce or eliminate unde-
sirable behaviors. He then can use these example plans to develop
a best and an alternate (backup) plan for his own behavior change.

5. The student reviews hoth an example plan which has the details
filled in so that he can use it as a model and a blank plan on
which he can record the details of his own best plan.

6. The student and anyone he has scheduled in his plan to help him
monitor his performance keep track of his progress for at lTeast
tnree weeks. If his plan is not working, it might have to be
changed or some form of the alternate plan might have to be tried.

7. The student and his teacher or counselor decide if he has changed
his behavior and what, if any, behavior change he will plan for next.

The different plans or ways to change behavior which are the behavior
modi fication techniques described earlier are presented in Tanguage appro-
priate to the academic level for which the bocklet is written and accompanied
by examples of hypothetical students employing the techniques. For example,
plans described in the secondary level PLEs are similar in conc2pt to those
at the intermediate level and involve the following details:

PLAN 1. This plan which emphasizes cognitive control of behavior,
encourages the student simply to start performing the desired
response. That i, once he recognizes that he wants to perform
a new behavior and is aware that there is a behavior he wants
to change, he attempts to change it by begirning to perform the
new behavior.
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PLAN 2. The student learns to look for relevant elements in his environ-
ment that might be eliciting his behavior, but not for "deep
causes" of his behavior. He searches not for isolated stimulus
conditions, but for consistent conditions which usually come
just before his behavior and appear to influence his performance.
If he identifies such conditions, he then learns about ways
that he can modify his behavior by causing those conditions
to occur mcre often (if he is encouraging or producing behavior)
or to be eliminated ( if he is reducing behavior).

PLAN 3. This plan parallels PLAN 2, with the exception that the emphasis
is on conditions which occur after rathar than before the be-
havior. "After" conditions are those which might help to main- %
tain behavior by acting as rewards or reinforcers. If the stu- -7
dent is able to identify conditions which consistently follow
a target behavior, he has a useful tool to help him modify his
behavior. For examplz, if he is encouraying or producing a
behavior, he learns that b~ probably will have a greater chance
of success by having the rewarding condition happen more often
after he emits that behavior. On the other hand, if he is trying
to reduce a behavior, he learns about how he can try to eliminate
the after condition which seems to be encouraging his inappro-
priate behavior.

PLAN 4. Social modeling, which is the key to this plan for modifying
behavior, necessitates that the student observe others who are
able to behave the way he wants to behave. If he is trying to
encourage or produce behavior, he observes others who are able
to behave in a way which is similar to that which he desires.
However, if he is trying to reduce inappropriate behavior, he
observes others to see what they do in order to extinguish
such a behavior. In this context, "observation” means seeing,
talking to, and reading about others.

PLAN 5. This plan involves having the student approach his goal in a
step-by~step manner. Instead of changing his behavior in a
single step, he must decide what are the logical steps toward
reaching his goal and then work through those steps one at a
time.

PLAN 6. This plan, which is included only in the booklets for Behaviors
to be Improved, encourages the student to find and perferm a
behavior called an "incompatible response," i.e., one which
cannot be performed at the same time and place as the undesired
response. If he selected this plan, he performs the more accep-
table response every tiime he has an oppcrtunity to perform the
inappropriate behavior and this i5 intended to help him extin-
guish the undesirable pattern.

Students working on PLE booklets in the PSDP are encouraged to consult
frequently with their teacher or counselor. Each student in combination with

1.»‘ 2
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his teacher or counselor is responsible for selecting the behavior modification
techniques which are believed to have most potential for effectively helping
that student encourage, produce, or improve behavior in order to meet his
personal and social development needs. Thus when students experience difficulty
and are unable to develcp a plan or method for changing their behavior, they

are urged to meet with the counselor or teacher. School personnel also may
assist the student to monitor how well he is able to carry out the plan once he
has selected it. If his progress is too slow, or unsuccessful, the student

is encouraged either to modify his plan or switch to an alteriiate plan for
changing his behavior. At the secondary school level, the Guide for the Personal

and Social Development Program has been developed for school personnel assisting
students to overcome such difficulties, while at the intermediate level the
General Guide provides information on the conceptualization and oberation ¢f the
PSDP in addition to describing the technique for collecting the assessment data
on which student participation in the program is based. The three-part Teacher
Supplement for intermediate level school personnel outlines the techniques

used in the particular PLE booklets and describes the assistance students might
need and what types of questions they micht ask. Part Jne of this supplement
covers directions relative to student orientation activities, Part Two covers
directions for PLE booklets on Behaviors to be Enccuraged, and Part Three

deals with booklets on Behaviors to be Improved. At the secondary level, the
single Guide for the Personal and Socizl Development Program includes the same
material covered by the two intermediate level documents.

PLE booklets in the Personai and Sociai Development Program are applicable
only for the students who have certain identifiable needs. These needs are
identified by means of two perscnal assessment strategies that employ the
critical incident technique (Flanagan, 1964). At the intermediate level,
teachers make use of the Performance Record, and at the secondary level, they
employ the High School Social Situations Test (HSSST). Both these techniques
were described in detaii in Chapter V on pages 73 and 75. It is in using
these two assessment techniques that the computer plays a vital role. The
HSSST is designed to be scored by a computer and each student receives a com-
puter printout indicating the behaviors he performed during the role-play
situations. At the intermediate level, as the behavioral incidents are gathered
by the teacher or counselor, they are submitted to the computer which performs
a "bookkeeping” role and sends a message (in the form of a recommendation)
back to the teacher when the information submitted on a student indicates
that he might benefit from a PLE. For Behaviors to be Improved at the inter-
mediate level, a "trend" in the student's behavior, rather than a chance fluc-
tuation, must be indicated before a PLE will ke recommended for the student.

For the purpose of this progran, this type of "trend" involves three or more
incidents of the same behavior within one of the seven objective areas of per-
sonal or social development, or when any other combination of incidents of
different behaviors within one of the areas totals three or more. For Behaviors
to be Encouraged, only one desirable behavior in an objective area need be
performed before the computer sends a recommendation to the teacher and student.
The recommendation which is given at this point is for the student to recaive a
Success-o-Gram (S-0-G), an attractively designed sheet of paper which con-
gratulates the student for his desirable behavior and tells him he may engage

in a favorite activity such as drawing, painting, reading for pleasure, making
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a moda1, etc. For each objective area a student may receive one S-0-G per
semester. After engaging in the favorite activity, the student is told that
a booklet to help him do even better is available if he would like to use it.
Once a student has performed one behavior in an area of Behaviors to be En-
couraged, he can, at any time, choose to work on a booklet for that area.
Thus, only one incident of a Behavior to be Encouraged in any one area need
be observed for a student before he can ask to receive the booklet for that
area.

In the PSDP at the secondary level, PLE behavior modification bocklets
are selected by the students themselves. Three types of PLE booklets are
available for each area of personal and social objectives covered at this
level: PLEs for Behaviors to be Produced, for Behaviors to be Maintained or
Encouraged, and for Behaviors to be Improved. Students make this decision
on the basis of information they receive from the HSSST which attempts to help
them consider tne current status of some of their personal and social behaviors.
If the results of the HSSST role-play situations are drastically different
from how the student thinks he acts, he is asked to check them out against
other information he can gather about himself before making a decision.

Self-instructional booklets have also been the major way of organizing
and presenting experiences selected for PLEs in the educational-vocational
and the academic-learning areas. In the educational-vocational area, parti-
cular emphasis has been placed on involving students in actual exploratory
activities in addition to using written information sources. For example,
the PLE on information about colleges would be used by those students who
are seriously concidering college as a post-high school alternative and en-
courages them to engage in talks with their parents about various variables affec-
ting college attendance such as costs and scholarships, as well as suggests
they visit prospective campuses. Another educational-vocational PLE designed
to assist students who have a need to apply for part-time jobs focuses on
completion of actual application procedures rather than on learning about
such application activities. Instructional experiences in this PLE include
obtaining a Social Security card, filling out an application, taking any tests
which may be requiraed by the prospective employer, and having an interview.

PLEs designed to help students with learning difficulties such as study-
ing, test-taking, and listening focus on skill (knowledge) and behavior (per-
formance) acquisition. = At both the intermediate and secondary levels, self-
instructional booklets are used to acgquaint students with basic approaches
for effective learning in these three areas and to help students make use
of these approaches in order to develop actual learning habits which they will
be able to perfcrm when appropriate. In addition to these self-instructional
booklets, groups of PLEs have been implemented through the use of several
group counseling techniques. Two example approaches are briefly presented
here in order to illustrate these group methods, some of which are qui te struc-
tured, as are the two described below, while others are more openended, such
as are the group techniques in which members are encouraged to express their
attitudes toward studying and their study difficulties. In this type of gyroun,
a counselor acts as a discussion catalyst and avoids the role of being an
expert in study activities.

One of the more structured approaches is based on operant conditioning

principles. Each week the group members are encouraged to progress to a closer
approximation of the level of response performance contained in a written
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model describing specific studying behaviors. During each session

the group focuses on one approach to effective studying and the current be-
havior and an area of possible improvement for each group member is deter-
mined. At the end of the scssion, each subject is asked to select one study
behavior which he is not currently performing but will nractice during the
subsequent week. Each person makes a written reminder cf the selected response
while the counselor keeps a record of all responses selected. Positive rein-
forcement used in these group sessions is, at first, contined to verbal and
nonverbal encouragement from the counselor. As the counseling sessioins pro-
gress, reinforcement also comes from the members of the group and includes
such remarks as "good," "very good," "fine," "good idea," or such nonverbal
approval as nods and smiles. Since responses which conflict with effective
studying approaches are ignored rather than punished, students seem to recog-

nize, without instruction, that an inappropriate response is neither to be
criticized nor reinforced.

Another group counseling technique is directed toward desensitizing
anxiety students experience relative to examinations. During initial sessions,
students are given an explanation of the concepts and procedures involved in
relaxation training and desensitization, after which they practice muscular
relaxation in which they are given opportunity to select five or six exercises
that they feel are most relaxing for them. These exercises are repeated at
the beginning of each session thereafter. In addition students complete an
anxiety questionnaire in order to develop a standardized hierarchy of anxiety-
eliciting imaginary scenes which can be used for the whole group. During the
process of desensitization, Wolpe's (1961) suggestions for the presentation
of scenes are followed. After an innocuous scene is presented and visualized
by each group member, students are asked to let the scene fade and to concen-
trate on their feelings of relaxation. The first hierarchy item is then read
aloud by the counselor. The subjects are encouraged to retain the scene for
10 seconds unless someone experiencing anxiety indicates it by raising his
left index finger. The 10 seconds usually allow sufficient time for each
student in the group to imagine the scene clearly. If anxiety feelings
are signaled, the scene is terminated immediately by the counselor's asking
the group to stop visualizing and to relax. Suggestions are then given for
20 seconds of relaxation. If the first visualization arouses anxiety, the
counselor does not progress to the second step, but returns to the first step
involving visualization of scene one for 10 seconds. If all the subjects are
able to complete the first step without signaling, the imagery followed by
relaxation is repeated with the second presentation of the first hierarchy
item for 25 seconds. The third presentation of the first scene is held by the
group for 35 seconds. Once everyone is able to imagine the first hierarchy
jtem for 35 seconds without experiencing tension, the counselor goes on to the
next item up the anxiety hierarchy. This same series of activities is repeated
for each scene on the hierarchy and the assumption is made that once all group
members have "mastered" each item, they will be able to handle similar real-
1ife experiences with less debilitating anxiety than they felt before they
started the group relaxation and desensitization sessions.

For all programs contained in the two prescriptive components of the
CCGS, there is no implementation schedule which can be described.
Since programs contained in the developmental phase of guidance are intended
for all students, they are scheduled for introduction and implementation at
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various points during the school year. However, within-school PLEs described
in this chapter are only intended for students with particular needs, and
are introduced only when those needs arise.

Eva]uatinggStrategies and ProvidiggﬁFeedback and Correction

In this CCGS component, evaluation involves both determining how effec-
tive the PLEs are in helping students achieve the outcome behaviors for which
they are designed, and providing feedback for correction and improvement of
the PLEs themselves. In the first type of evaluation, a distinction must
be made between skills and actual behaviors. This is the distinction that
Mischel (i968) has made between response learning or acquisition (i.e., what
an individual! can do) and response performance (i.e., what an individual does
do). The evaluUation strategies described in this chapter focus very heavily
on performance of actual responses. However, the evaluation of skill or
knowledge acquisition is stressed whenever desirable as is true of attitudinal
statements. Since the major part of this project's attention in the area of
Component No. 6 was devoted to development and evaluation of the PSDP, the
results of the evaluation activities on this program receive major emphasis
in this section.

Because the PSDP is aimed at helping students make behavior modifications,
overt performance outcomes are the most appropriate criteria by which to evalu-
ate the effectiveness of the program. Teacher and counselor records of student
over” serformance were used as one of the main evaluaticn techniques 1in PSDP
evaluation studies. Each teacher or counselor was provided with a list of
this program's student behavioral outcomes which are contained in the Perfor-
mance Record for the intermediate level (Table 12) and the Complete Behavior
List (Table 13) for the secondary level. The manner in which these Tists
were used by schooil personnel is the same as that described for the Perfermance
Record in Chapter V on page 73. On slips of paper which included spaces (for
student names, descriptions of behaviors, and dates), critical incidznts
of student behavior were recorded after they were noticed during ine course
of the school day. Later these behaviors were classified into one of the
categories for Behaviors to be Improved or Behaviors to be facouraged, Main-
tained, or Produced.

The approach described in the preceding paragraph involves a method for
behavioral observations in which opinions, generalizations, and reactions are
reduced to a minimum by having counseling personnel record the incidence of
specific overt behaviors described in the Lehavior lists. These personnel
were told neither that they should set zside a definite time each day to record
the critical incidents of student behavior, nor that they should observe a
student with the hope that he wili do something which could be recorded as
a critical incident. Instead., counseling personnel were requested to record
the critical incidents of studient behavior occurring spontaneously each school
day. They did not have tc spend a great deal of time observing; minute-by-
minute observation wa< niot necessary. Only when noteworthy behaviors were
performed did these staff members need to take notice for the purpose of
recording criticai incidents; they recognized that such behaviors probably
would attract thkeir attention.
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A second evaluction stratecy which was used in investigations of the
PSDP's impact involved students' assessments of their own behaviors. Students
were given the lists of behaviors which paralleled those the teachers or coun-
selors received and were askeu Goth to recall their behaviors over a specified
time period--usually not longer tiian one week--and to record key responses
they remembered making. A third evaluation strategy using the same behavior
lists involved students' assessment of their peers' behaviors.

These three strategies were used on a pretreatment-posttreatment basis--
ji.e., before and after the administratior of a PLE booklet. If desirable
behaviors were reported before a student rececived an appropriate PLE booklet
and he performed those behaviors at an increased rate after werking through
this booklet, it was concluded that the PLE booklet had achieved its purpose.
If undesirable behaviors were initially reported for a student, the assigned
booklet was considered effective if after its administration the student no
longer emitted, or emitted at a reduced rate, the undesirable behaviors.

Evaluation strategies attempting to tap the variables of youth attitude
and knowiedge related to personal and social development also were employed
in assessing PSDP processes and effects. A series of five- to seven-minute
audio tapes was designed so that each tape depicted a student having di fficulty
in one of the PSDP areas and in situations in which students could possibly
find themselves. For example, one taps dealt with a student who was having
difficulty in showing consideration for the feelings of others. Within the
tape, the student changed his behavior and ended up performing one of the
desirable student behaviors in that same interpersonal area. Following each
tape, students answered several written questions designed to test their
knowledge of the PSDP area for which the tape was developed--that is, these
questions attempted to ascertain if students knew with what social skill area
the tape primarily dealt, if they could identify the behavior with which the
student in the tape was having difficulty, and if they could specify the
desirable behavior which the student performed at the conclusion of the tape.
A second series of questions following each tape sampled students' attitudes
toward performing desirable bahaviors in the PSDP area presented in the tape.
Students were asked to indicate whether they strongly agreed, slightly agreed,

s1ightly disagreed, or strongly disagreed with statements such as: "It is
important for me to encourage or sympathize with others," or "Helping other
people is usually a waste of my time." Like the records of actual student

behaviors, these tapes were used on a pretest-posttest basis in order to provide
additional evidence of the degree and nature of PLE effects.

The preceding strategies were used in evaluation of the PLEs in the area
of personal and social development. Under the remaining topics of this chapter,
the employment of these strategies in four quasi-experimental studies of
different aspects of the PSDP will be reviewed. However, before this review
is begun, discussion will first focus on a brief summary of evaluation pro-
cedures and techniques which are applicable to the other two PLE areas which
received attention during this project. For the evaluation of PLEs in the
area of academic-learning behaviors a number of differert strategies have been
developed. For PLEs designed to improve academic performance, a Time Evalu-
ation Form was used in order for students to identify the types of daily
activities in which they participated and tne amount cf time directed to these
activities. This instrument attempts to get students to compare the amount
of time they spend studying with the amount of time they devote to other
activities. For more specific evaluation purposes. the Study Effectiveness
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Form was designed so that students would have to make daily records of their
exact study activities, the time spent on each activity, and their assess-
ment of the effectiveness of each activity.

Additional strategies for evaluating the outcomes of instructional-
counseling activities aimed at academic-learning behaviors are available.
For example, there are many surveys of study habits which represent a some-
what less direct way of evaluating students' study performance, but they
can be used to suppiement data collected by the more direct approaches. One
example of such a survey is the Study Habit Invertory developed by Ryan
(1966, 1967). In this instrument, students are asked to indicate on a four-
point scale the frequency with which they currently perform 100 study behaviors.
Similarly, the Survey of Study Habits and Attitudes developed by Brown and
Holtzman (1966) presents 75 statenients on which studerts use a five-point
scale tc identify whether they rarely, sometimes, frequeritiy, generally, or
almost always do or feel as each of the 75 statements suggest. When reduction
of test anxiety is the goal of a student, the effectiveness of treatment
strategies designed to achieve this goal can be evaluated by a variety of
published instruments. One example device, the Test Anxiety Scale (Emery,
1966), requests students to record whether or not each cf 68 test-related
situations makes them feel anxious.

In order to evaluate student attitudes toward various academic-learning
activities and concepts, two strategies have been developed and emdloyed.
The Academic Attitude Inventery and 8 semantic differential. The first in-
strument includes 30 attitudinal statements counterbalanced as to direction
so that to agree with some items indicates a positive attitude while that
same response to other items portrays a negative attitude. The semantic
differential technique is designed to assess the subjective meaning respon-
dents attach to concepts relevant to education in general and academnic behavior
in particular. This technique utilizes a series ov seven-point adjective
scales such as hot-cold and smail-large, aleng which a person rates various
concepts, including academically related ones such as "teachers," "classes,"
and "myself as a student."

Where the focus has been on student performance of various activities,
as it has bzen in the educational-vocational area PLEs, evaluation emphasis
has related predominately to determination of whether cr not those activities
have beer performed rather than to assessment of the knowledge students gained
in the PLEs cr the type and amount of attitucde change they experienced.
Cbservational checklists used by fellow students or counseling personrnel and
student reports of evidence of completion of the instructional objectives
involving exploratory activities have been employed. Knowledge outcomes,
however, have also been assessed. This is achieved primarily through the use
fo multiple-choice pencil-and-paper tests which contain several items keyed
to each cbjective being tested.

Quasi-Experimental Studies of PSDP Effects

Four quasi-experimental investigations were conducted in order to field
test both the effectiveness of the PSDP and the facility with which the pro-
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gram could be implemented. Tha major precedural aspects of the prcgram heave
been discussed earlier in this chapter and in Chapters IV, V, and VIII. The
studies reported here combired the orientation, assessment, and goal formulation
aspects of the develcpmental phase of the pregram with its behavior medi i~
cation portion, emphasized in this chapter.

Study A--The Effect of PSDP Orientation at the Intermediate Level. This
study emphaiszed student instructional-counseling experiences described in
Chapter IV, but since the study is clcsely asscciated with the entire PSDP
the results are being preserted here. The study was conducted with 21 fifth-
and sixth-grade students from nine classes in five San Francisco Bay Area
schools. Teachers volunteered their classes for perticipation. Criterion
data were collected by: (a) teacher observations, (b) self observations, and
(c) peer observations. No inactive or alternate treatment contral groups
were involved because it was desired that all students receive the PSCP ori-
entation so that they all wouid be available later for participation in the
PLE phase of the rroecram.

Pricr to the administralion of the orientation materials, which were
described in detail in Chanter IV, the above three types of student data were
collected to obtain a baseline recerd of each subje<t's performance level on
behaviors included in the intermediate level portion of the PSCP. Teacners
observed the behavior of students in their classes over a two-week period,
recording their observations on two succeeding Fridays. On the same two Fridays,
students were civer a FSOP behavior list which directly paralleled the list
used by teachers, but which was worded in more appropriate student lan-
gusce. Students were also given the names of students in their classroom on
a list which hac oppcsite each name & space for reccrdirg code nurmber and
letters of PSDP behaviors. Opposite their own names students gave seif reports
on behaviors which had occurred both in and out of school during the preceding
week. Opposite their peers' names they recorded behaviors they observed in
their peers durinc the same time pericd. Students were tcld not to hunt meti-
culously for incicents of behavior for each peer in the class, but rather tc
record only those tehaviors which they had noticed spontanecusly during the
week. If a single behavior happened more thar. once, students were told te
record the number 3in¢ the letfer of the kehavior crce for each time it occurred.
If they had ncticerd nene of the behaviors on the list for some students, they
were told to leave blank the spaces oppcsite those names.

Following this phase of data collection. two weeks were allotted for
studenrt work cn orientation activities, after vhich the same data collection
procedures were repeated. The hypotheses to be tested were: (1) that the

number of behaviors to be encouraged which were regorted on the second obser-
vation would increase from those reported on the first observation, and (2)

the number of behaviors to be improved would decrease from the first to second
observations. The mean number of pre- and posttreatment behaviors recorded

by teachers, peers, and students on themselves for each of the areas of be-
havior covered at the intermediate level was calculated. These results are
presented in Tables 14, 15, and 16 on the next page.

Although F ratios were calculated, they are not renorted here because they
appear to have little practical significance in light of the fact that the
standard deviations were from two to four times greater than the means.

In virtualiy every instance, the number of behaviors reported in the post
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TABLE 14

SELF PRE AND PCST ORIENTATION OBSERVATIONS
FOR BEHAVIORS TO BE ENCOURAGED AND BEHAVIORS TO BE IMPROVED
IN THE INTERMEDIATE LEVEL PERSONAL AND SOCIAL DEVELOPMENT AREAS

[
Self Observations for 8ehaviors to be Encouraged Self Observations for Behaviors to be lmproved
Pre Pre Post Post Pre Pre Post Post
Orientation | Orientation | Orientation ] Orientation | Orientation grientation | Orientation | Orientation
Standard Standard Standard Standard
Personal and Social Development Areas Meen -Qeviation Mean Deviation Mean Oeviation Mean ueviation
Jealing effectively with difficult + 0.4825 0.9868
situations. 1.7356 1.8592 1.2529 1.6211 1.4789 1'.9455
Carrying through on assigned and agrced 1 .892/ 2.1653 1.5087 1.8179 1.0268 1.7018 0.5479 2.0330
upon tzsks with responsibility and offort. e
snewing independence, initiative, and 1.1494 1.6399 0.6705 1.0184 0.5939 1.1110 0.1954 0.5917
criginality.
Showing honesty and integrity. 1.348 1.5203 0.8736 1.2198 0.4713 0.8136 0.3218 0.7415
i:::i:g consideration for the feelings of 2.2874 2.4475 2.3448 2.8789 0.9425 1.3925 1.2184 2.1309
rs. .
Contributing to group interests anc goals. 0.4559 0.8148 0.3410 0.7561 0.2146 0.5751 0.1034 0.3520
vealing effectively with rules, conven- 0.9425 1.3274 0.5096 0.8841 0. 3410 0.8958 0.1954 0.5786

tions, and teacher suggestions.

PEER PRE AND POST ORIENTATION OBSERVATIONS

TABLE 15

FOR BEHAVIORS TO BE ENCOURAGED AND BEHAVIORS TO BE IMPROVED
IN THE INTERMEDIATE LEVEL PERSONAL AND SOCIAL DEVELOPMENT AREAS

Prcr Observations for Behaviors to be Encouraged

Peer Obs2rvations for Behiviors to be Improved

Pre Pre Post Post Pre Pre Post Post
urientation | Urientation | Qrientation | Orientation | Orientation | Orientation Orientation | Orientation
Standard Standard Standard Standard
Fersonal and vocial beveloprent Areas Mean Deviation Mean Deviation Mean Oeviation Mean Qeviation
Uealing effectively with difficult P
situations. 10.0766 5.4928 6.4981 4.4751 6.1992 5.7778 2.3908 2.6776
- - —_ . S
Carrying tiwrough on assigned and agreed
upon taiks with responsibility and effort. 16.71¢5 9.3486 11.6973 8.%61 3.2314 3.8138 1.3295 1.8141
Showing independence, initiative, and 5.8008 3.4068 2.8a51 2.6%3 2.2567 2.6846 0.8544 1.5719
ariginality.
Showing honesty and integrity. 6.4061 3.9841 3.5517 2.9290 5.5517 8.0548 2.5080 4.0619
Showing considerution for the feeiings 11.4330 7.0934 9.2912 5.6309 11.3908 10.4657 8.6169 - 9.1441
Icuntributing to group interests and goais. 3.7625 3.1533 2.0268 1.9853 1.8314 2.2792 0.6590 1.2870
uealing effectivaly rules, conventions,
Idnd teacher suggestions. 4,723\ 3.2582 2.5441 2.611 2.13985 4.0051 1.6015 2.3636

TABLE 16

TEACHER PRE AND POST ORIENTATION OBSERVATIONS
FOR BEHAVIORS TO BE ENCOURAGED AND BEHAVIORS TO BE IMPROVED
IN THE INTERMEDIATE LEVEL PERSONAL AND SOCIAL DEVELOPMENT AREAS

Teacher Observations for Behaviors to be Encouraged Teacher Observations for Behaviors to he Improved
Pre Pre Post Post Pre Pre Post Post
Orientation | Orientation | Orientation | Orientation | Orientation § Orientation | Orientation | Orientation
Standard Standard Standard Standard
Personal and Sncial vevelopment Areas Mean Deviation Mean Deviation Mean Deviation Mean Deviation
Dealing effectively with difficult .
situations. 0.4483 0.7660 0.1571 0.4232 0.5211 1.0060 0.1916 0.6215
Carrying through on assigned and agreed .
upon tasks with responsibility and effort. 0.9579 1.7415 0.3027 0.7261 2.1571 3.212! 0.4559 1.0317
Showing independence, initiative, and <
originality. 0.2759 £.7183 0.0690 0.3086 0.7701 1.3505 0.1686 0.4497
Showing honesty and integrity. 0.3292 0.3314 0.0690 0.2686 0.2222 0.6937 0.0536 0.3116
Showing consideration for the feelings of 0.5287 0.9/87 0.1916 0.5492 0.2950 0.7397 0.0843 0.3516
Contributing to group interests and goals. 0.3640 0.8513 0.1073 0.3873 0.4789 0.9222 0.0881 0.3221
pealing effectively with rules, conven- ~ .
tions. »7.4 teacher suggestions. 0.21C7 0.5386 0.1034 9.3409 0.1954 0.5583 0.0575 0.2641
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orientation observations dropped from the number reported in the pre orienta-
tion observations. Although these findings did support the second hypothesis
stated earlier, they did not support the first hypothesis. Furthermore, the
rasults appeared to be due more to the procedures involved in collecting the
criterion data than to the effects of orientation. That is, the number of
observations reported by teachers, peers, and individual students dropped
uniformly reuzrdless of the type of behavior being considered. These results
cast serious doubt on the vaiidity of the data collected by these procedures.
Most students became increasingly frustrated with their use of the evaluation
technique as each set of recalled observations was collected. They found the
repeated use of this technique uninteresting and became more and more reluc-
tant to report behavioral incidents emitted by their peers. Both of these
reactions made the available data highly suspect.

The criterion measures were not altered for the subsequent PSDP inves-
tigations since all of the studies overlapped timewise. The results from the
orientation study did lead to the development of aiternate evaluation strate-
gies described earlier in this chapter, but they were not developed in time
for use in the other PSDP studies reported here. Rather, these strategies
are currently being used in a field test sponsored by the United States Office
of Education.

Subjective reactions to the PSDP orientation activities were also gathered
from the participating students and teachers. These reactions are presented
in Tables 22 and 23 of Attachment B provided at the end of this document.
As can be seen from those tables, the reactions to the orientation program
were quite positive. A majority of the students felt the booklets were easily
readabie, interesting, helped them understand their behavior, and interested
them in learning to manage their own behavior more effectively. The nine
teachers also reacted favorably and provided valuable suggestions for possible
program revisions. Thus, the subjective data which were gathered from students
and teachers indicated that the orientation materials and methods hold pro-
mise for familiarizing students with the PSDP. These data were extramely
important because of the role of formative evaluation stressed throughout this
project. However, the findings that the hypotheses of Study A received no
objective support and the criterion instruments were so poorly accepted were
disappointing. Objective data relating to student behavior change were de-
sired so that summative evaluation conclusions regarding the impact of the
PSDP orientation activities could be made. Such information did not result
and no such conclusions were possible.

Study B--The Effect of Intermediate Level PLE Booklets in an Individualized
EQUcationa1 Setting. To control for classroom instructional variables which
might influence the effectiveness of the PLE booklets, Study B was conducted
in an individualized educational setting and Study C (to be described later
in this chapter) was conducted in a more conventional setting in which teacher-
directed group instruction was more typical. The PLE booklets were developad
for individualized instructional settings, therefore, it was decided to con-
duct a study to investigate the mediating influences of instructicna’i mode
variables on the effectiveness of the PSDP. As originally designed, students
in both instructional settings were to receive the PSDP orientation portion,
however, the amount of student time available in the conventional classrooms
preventaed the PSDP orientation program from being administered. Therefore,
this confounding variable limits the conclusions which can be drawn regarding
the effectiveness of the program in the two types of instructional settings.
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Subjects for Study B were the same as those used in Study A. Two treat-
ments were used: one in which subjects received a PLE booklet specifically
relevant to their first priority need, and the secend in which subjects re-
ceived a PLE booklet which was designed to remediate their second priority
need. The second treatment was included in an attempt to examine the extent
to which it is necessary in the PSDP to provide students with assistance in
their most critical areas of need, and to determine if a PLE focusing on a

specific behavioral area could influence behavior change in other PSDP areas
as well.

Two hypotheses were formulated. First, that subjects who received a
PLE booklet designed to encourage behaviors in their first priority need area
would iiicrease their performance of those behaviors more than would subjects
who had the same first priority need area but who received a booklet designed
te increase behaviors in their second priority need area. The second hypothesis
wWas that subjects who received a PLE booklet designed to improve behaviors
in their first priority need area would decrease their performance of those
behaviors more than would subjects who had the same first priority need area
but who received a booklet designed to improve behaviors in the second pri-
ority need area. The dependent variables and criterion measures were the
same as those described in Study A. In addition to the criterion measures
designed to collect data on overt behaviors, a questionnaire was administered
to both teachers and students to obtain their reactions to being involved
in the behavior modification portion of the PSDP.

Pairs of students within each of the nine participating classes were
matched by both their first and second priority need areas. A priority need
area was an area in which many behaviors to be improved were reported oy an
area in which only a few behaviors to be encouraged were reported. The rea-
soning behind the latter determination was that if a student were exhibiting
many behaviors to be encouraged in an area, he was judged to be functioning
at a fairly proficient level and was, therefore, not in need of increasing
the frequency of those behaviors. If, however, he had performed only an
occasional behavior to be encouraged in an area, the need to increase the
frequency of such behaviors was deemed to be greater. Both the first and
second need areas for each pair of students were always related to either
encouraging behaviors or to improving behaviors. Only behaviors recorded by
peers were used in making the first and second priority need determinations
because these observations provided tihe most data. When the members of each
matched pair of students were assigned to the two treatment conditions, one
student received a PLE booklet specifically :=levant to the first priority
need area and the other student received the booklet relevant to the second
priority need area. The subjects were matched by their first and secon¢ pri-
ority need areas, but the actual magnitude of those needs often differed
slightly. That is, one student might have had ten Behaviors tc be Improved
in an area and he might have had to be matched with a student who had seven
Behaviors to be Improved in that same area. In most cases, these assignments
were made on a random basis once the pairs were identified, however, since
they were subject to approval by the teachers from whose classes the subjects
were drawn, a few changes (i.e., five) were made when teachers requested hem.

The treatment phase of the study lasted for three weeks during which

subjects worked on the booklets, and developed and carried out plans for modi-
fying their behaviors. Specific activities incorporated in the PLE booklets
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have been discussed in earlier sections of this chapter. Post treatment
assessment data were collected over a two-week period following the same

procedures as were employed in the pre treatment assessment phase (which for
this study involved the post orientation study data).

By inspection, it was determined that the data did not warrant analysis
of variance and covariance as originally planned. Since this study used the
same data collection instruments that were employed in Study A, the results
of Study A which showed that the ability of the instruments to measure actual
behavior change was very doubtful, were equally applicable here. Teachers
as well as students apparently tired of the data collection procedures and
consequently reported fewer and fewer behaviors. The latter point is borne
out by the fact that the predominant number of pe -, self, and teacher recorded
incidents in the data for Study B was zero. Because the distribution of scores
was totally abnormal, Fisher's Exact Probability Test was used to determine
the amount of change reported for each student in the PSDP area to which he
was assigned. Once again, only the peer data were used since there were
very few post treatment observations reported on the teacher and self reports.
Behavior change scores were determined by subtracting the number of behavior
incidents identified during the two weeks following PLE treatment from the
number of incidents indicated during the two weeks preceding the treatment.

Only 7 of the 14 booklets had a large enough sample of subjects working
on them to warrant analysis. Few students displayed needs in the other seven
booklet areas as determined by the pre assessment data and consequently these
PLEs were not widely used. The effects of the following PLE booklets were
analyzed: PLE booklets for Behavior to be Encouraged in the areas of
(1) showing independence, initiative, and originality; (2) showing honesty and
integrity; (3) contributing to group interests and goals; (4) dealing effec-
tively with rules, conventions, and teacher suggestions, and PLE booklet
for Behaviors to be Improved in the areas of (5) dealing with difficult situ-

ations; (6) showing honesty and integrity; and (7) showing consideration for
the feelings of others.

The first four booklets listed above are designed to increase the occur-
rence of effective personal and social behaviors. Thus, it was anticipated
that the change scores would be negative for subjects who worked on those
booklets. Since the other three booklets are designed to decrease the fre-
quency of ineffective behaviors, the desired change scores for subjects who
worked on them were expected to be positive. Therefore, for each booklet
it was possible to state the direction subjects were hypothesized to move
and to classify subjects into two categories: Ones who changed in the desired
directior, and ones who either experieticed nc change or changed in the wrong
direction.

For each booklet a 2 x 2 matrix was developed with one dimgnsion repre-
senting the two categories of change while the other dimension 1qc1uded subjects
who worked on their first priority booklet and subjects who rece1ved a bouoklet
in their second priority need area. Fisher's Exact Probability Test was then abp-
plied. The results of these analyses for the seven booklets are contained
in Table 17 on the next page. HNone of the results approached acceptable Tlevels
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TABLE 17

RESULTS OF FISHER'S EXACT PROBABILITY TEST FOR SEVEN BOOKLETS
TESTED IN AN INDIVIDUALIZED INSTRUCTIONAL SETTING AT THE INTERMEDIATE LEVEL

Subjects tor whom trea:ment was a first priority need

Subjects fc~ whom treatment was a second priority needI

tio change or change
Treatments in the wrong direction

Change in the desired
direction

No change or change
in the wrong direction

Change in the desired
direction

e

PLE booklet for Behaviors to be
Encouraged in the area of showing 6
independence, tnitiative, and

originality.

et

PLE booklet for Behaviors to be
Encouraged in the area of showing S
honesty and integrity.

PLE booklet for Behavicrs to be
Encouraged in the area of con- 12
tributing to group interests

and goals.

PLE booklet for Behaviors to be
Encouraged in the area of dealing
effectively with rules, conven-
tions, and teacher suggestions.

PLE booklet for Behaviors to be
Improved in the area of dealing q
with difficult situations.

PLE booklet for Behaviors to be
Improved in the area of showing 6
honesty and integrity.

PLE booklet for Hehaviors to be
Impraved in the area of showing 10
consideration for the feeiings

of others.

RESULTS OF FISHER'S EXACT PROBABILITY TEST FOR THE FIVE PLE BOOKLETS
TESTED IN A CONVENTIONAL INSTRUCTIONAL SETTING AT THE INTERMEDIATE LEVEL

TABLE 18

Subjects for whom treatment was a first priority need

Subjects for whom treatment was a second priority need I

No change or change
Treatments in the wrong direction

Change in the desired
direction

No change or change
in the wrong direction

Change in the desired

direction

———

PLE booklet for Behaviors tc be
Encouraged in the area of showing 5
honesty and integrity,

4

PLE booklet for Behaviors to be
Encouraged in the area of cot~ 9
tributing to group interests
and goals.

PLE hooklet for Behaviors to be
Encouraged in the area of dealing 6
affoctively with rules, conven-
tions, and teacher suggestions.

™

PLE booklet for Behaviors to be
Improved in the area of dealing 1
effectively with difficult
situations.

13

PLE booklet for Behaviors to be
improves in the area of showing 5
consideration for the feelings
of others.
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of statistical significance. Unquesticnably, these results reflect the
inadequacy of the criterion measures, particularly when those measures

are administered numerous times. In the individualized settings, in which
this study was implemented, criterion measures were administered six times--
two weeks prior to orientation, two weeks following corientation but prior

to the treatments, and two weeks following the treatments. Not only did
teachers and students report fewer incidentz of behavior over time, but they
also commented to the administrators of the criterion instruments that they
disliked the procedures. An alternative but expensive approach would have
been to standardize the observation procedures by sending a trained observer
into the classroom. Other alternatives would have involved fewer observational
periods and the use of incentives to guarantee student cooperation.

Students' written reactions to the PLE portion of the PSDP were more
encouraging than were the data provided by the statistical analyses. These
responses are presented in Table 24 of Attachment B. This table includes
iyth reactions of students in the individualized educational (i.e., Project
PLAN) settings and the reactions of the students from the conventional in-
structional settings. Results are presented in terms of the per cent of
individuals responding to the various question alternatives. Project PLAN
students' reactions to the PLE treatment program were generally quite favor-
able. On the basis of some of their more constructive comments, revisions
in the PSDP PLEs will be made in order to improve the program for further
field testing. The nine teachers of the individualized classes also respon-
ded to a questionnaire of items similar to those to which the students re-
plied. Their responses, suggestions, and comments on the PSDP and how it
worked in their classes, are included in Table 25 of Attachment B.

Study C--The Effect of Intermediate Level PLE Booklets in a Conventional
Educational Setting. study C was conducted with 130 students from four classes
volunteered by teachers in two schools located in the Soquel Union Elemen-
tary School District, Capitola, California. In these more conventional in-
struction settings, the orientation portion of the PSDP was not used. Except
for that modification, the treatments, hypotheses, dependent variables, cri- )
terion measures, and experimental and statistical methods in this study were
the same as those in Study B. In these four classes, only five booklets had
large enough numbers of students working on them to justify the statistical
analyses. These five were: PLEs for Behaviors tc be Encouraged in the areas
of (1) showing nonesty. and integrity; (2) contributing to group interests
and goals; (3) dealing effectively with rules, conventions, and teacher sug-
gestions; and PLEs for Behaviors to be Improved in the areas of (4} dealing

with difficult situations; and (5) showing consideration for the feelings
of others.

The results of the analyses on these five booklets are presented in Table
18 on the preceding page. One more time, the findings did not approach levels
of statistical significance which would permit acceptance of either of this
study's hypotheses. It is quite likely that the same mediating influences
observed in Studies A and B confounded the results of Study C. Once again,
however, the subjective rcactions of these experimental students lent support
to the behavior modification part of the PSDP. 1In Table 24 of Attachment B,
these students are referred to as the "Non-PLAN Students" and, as indicated by
the data there, fairiy consistently reacted more positively than PLAN students to

-171-

185



PSDP prescriptive activities. For example, G3 per cent of them reported that
their PLE booklets helped them understand themselves either "much better"

or "better," whereas 48 per cent of the PLAN students recorded these state-
ments. Also, 63 per cent of these students felt that the PSDP (as they under-
stood it--i.e., without the orientation activities) "should o2 inciuded in

all my school's fifth- and sixth-grades each year," while 53 per cent of
PLAN students felt this way.

The reactions provided by the four Soquel teachers who helped implement
the PLE portion of the PSDP in their classrooms were somewnat less positive
than were the responses of their counterparts in the individualized instruc-
tional setting. The results for both of these groups are contained in Table
25 of Attachment B. This discrepancy between Project PLAN and Soquel teachers'
reactions might be partially explained by the fact that the PLE booklets were
designed for an individualized setting ir which the role of the teacher in
assisting with their implementation could be much less structured than could
the role of the teacher in the more convertional instructional settings. The
activities containeld in the PLE booklets are not teacher directed as instruc-
tional activities often terd to be in non-individualized instructional set-
tings. Rather they are teacher assisted. Furthermore, students within a
single individualized educational classroom often do not work on the same
booklet, and even when they do, they are usually at different points within
the booklet. These factors may have accounted for teachers' mixed reactions
to the program. One topic on which most teachers and students in the two
different instructional settings seemed to agree involved their frustrations
both with the observational criterion instruments used in these studies
and the fact that all students were assigned to PLE booklets even though they
preferred to select other botklets which they believed were more appropriate
to their immediate needs. Bath of these frustrations should be elimirated
when subsequent applications of the PSDP are made in non-experimentally con-
trived situations.

Study D--The Effect of §§and?rx Level PLE BQQ&IQ;E in a Conven:jgna!
Educational Setting. 1his Tinal study was conducted with enth-grade
and eleventh-grade male students who were attending a private parochial
schoo! in Woodside, California, and who volunteered to participate in this
pilot investigation. No separate control groups were used here because this
study involved the first application of PSDP activities at the secondary
school level and only preliminary field testing experiences were desired for
the program's materials and procedures. On the basis of their results ob-
tained from participating ir. the High School Social Situations Test (HSSST),
which is the assessment portion of the PSDP at the secondary level, subjects
selected the behavior medification goals and PLE booklets on which they wanted
to work. Each student worked for three weeks on the PLL activities outlined
in the booklet he selected.

The hypotheses investigated in this study were: (1) that students who
worked on & PLE booklet designed to encourage, maintain, or produce a behavior
would increase the frequency of that behavior; and (2) that students who worked
on a booklet aimed at improving a behavior would derrease the frequency with
which they performed that behavior. Prior to student participation in the
HSSST, two weeks of pre-trcatment data were collected on all students. The
data ccllection procedure used was the same as that which has been described
for the three preceding studies. The behaviors on which data were collected

Q
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at the secondary level are contained in the Complete Behavior List presented
as Table 13 earlier in this chapter. Following the three-week treatment
period, two weeks of data were again coliected.

Because there were no matched pairs of subjects in Study D as there were
in the preceding two studies, a d.fferent statistical analysis was performed
on its data. In this study, pre-treatment and post-treatment numbers of
behavioral incidents for the booklet area in which each student worked were
compared by using the Wilcoxon Matched-Pairs Signed-Ranks Test. The teacher
data in this study could not be used since there were insufficient observa-
tions to warrant analysis. Additionally, the small number of subjects (i.e.,
40) made it impossible to analyze the effectiveness of individual booklets.
Thus, all booklets aimed at encouraging or producing desirable behaviors
were considered as a whole, as were all booklets aimed at improving undesir-
able behaviors. The results of these two separate analyses are presented in
Tables 19 and 20 on the next page. Note that since students selected their
PLE booklets, there is a difference between the number of students for whom
data are reported in each of these two tables. The total number of subjects
on whom these tables are based is not the original 40 because three students
did not wish to continue their Pparticipation in the program and it was im-
possible to collect post-treatment assessment data on an additional three
students.

when data on all booklets for encouraging or producing be: .viors were
considered, the results diu 1ot reach acceptable levels of statistical sig-
nificance. Most of the changn 5 -ores as indicated in the columns labelled
vdifference" in Table 1' . were 1. a positive rather than the expected nega-
tive direction. However, in.o ‘ack of statistically significant findings for
these booklets is encouraging since they were able to retard any heavy down-
ward trend in the numher of post-treairent observations which might have
occurred if the effects of repeated admunistrations of the observational
criterion measure were *he same confounding ones which influenced students
and staff in the two r dies discussed on the preceding pages of this chapter.

When all booklets aimed at reducing (improving) ineffective behaviors
were considered, significant changes in the desired direction for peer and
self observations were found at tne p<.02 and p<.003 levels of significance
respectively. However, because the criterion measures and procedures which
were used her: were the same as those used in the preceding studies, perhaps
these significant findings should be considered in the light of previous
evidence that a drop in the number of behaviors reported might be related
to the mea< ires and not to student behaviors. Nevertheless, there is a possi-
bitity that the PSDP booklets did have a desirable impact on many of the stu-
dents in this study. On the basis of the peer observations, it can be seen
in Tables 19 and 20 that the behavior of 6 of 12 students who worked on PLEs
for Behaviors to be Encouraged, and 19 »f 22 stedents who worked on Behaviors
to be Improved PLEs changed iir the des red divection. This suggests that
further investigations with revised ma: ‘3313 and procedures, larger sampies
of student subjects, and more of an experimental ~2sign than was used in Study
* cer.ainly are appropriate.
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TABLE 19

RESULTS OF WILCOXAN MATCHED-PAIRS SIGNED-RANKS TEST FOR ALL PLE BOOKLETS
DEALING WITH BEHAVIORS TO BE ENCOURAGED OR PRODUCEL AT THE SECONDARY LEVEL

Self ubc<crvation of Critical Incidents Peer Observation of Critical Incidents
F difference Rank with less difference Rank with less
student | (pre-post score)} Rank of d | frequent sign student | {pre-post score)} Rank of d | frequent sign
a 1 2.0 a 3 -3.5 3.5
b 3 6.5 I)-—-‘— ! o 9.0
C ;— 6.5 : —'74‘ T 5.5
d .4 9.0 :‘J——- ﬁ-d-_—h 1 -5.5 5.5
e 3 6.5 6.5 He— -1—4 H-_-IO.O 10.0
f i0 10.0 f - _l‘:_“ 11.0
9 1 T 20 . y T o s 7.5
h 2 4.0 h ---<—~'~"-—-‘— 3.5
i i 2.0 2.0 N e
3 [¢] _)wv‘—_' o I T -1.5 145-— B
k 0 1 k ) l— ) -1.5 1.5
1 —_3 B 6.5 - Alnw-ﬁ“ JI” h 12.0 B
T 8.5 T =29.5
N.S N.S
TABLE 20

RESULTS OF WILCOXAN MATCHED-PAIRS SIGNED-RANKS TEST FOR ALL PLE BOOKLETS
DEALING WITH BEHAVIORS TO BE IMPROVED AT THE SECONDARY LEVEL

Self Cbservation of Critical Incidents Peer Observation of Critical Incidents
difference Rank with less difference Rank with less
Student | (pre-post score}] Rank of d | frequent sign Student |(pre-post score}] Rank of d | frequent sign
a 0 a -2 -10.5 10.5
b 2 15.0 b 8 21.0 I
.C 1 6.5 4 13 B 24.0
d -2 -15.0 15.0 d 1 4.0
e 1 6.5 e 8 -21.0 21.0
f 1 6.5 f - 6 16.5
g 1 6.5 g 8 21.0
h 2 15.0 h 1 -4.0 4.0
i 1 6.5 ) i 2 10.5
J 2 15.5 J ) 15 25.5
k -1 -56.5 6.5 k Y 0
1 ! 6.5 1 [ 16.5
m -1 - -6.5 6.5 m 15 25.5
n -1 -6.5 6.5 n 7 18.5%
o 1 6.5 [+ 1 4.0
p 4 20.5 p 2 10.5 ]
q 1 6.5 q 7 18.5
r 3 18.5 r 2 - 10.5
s 3 18.5 s 2 10.5
t 1 6.5 - 13 23.0
u -4 -20.5 20.5 u 1 4.0
Q v 2 15.0 v 3 14.5
EMC T =450 T = 35.5
A ruiton provided oy Eic P« .02 p - .003
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Subjective reactions and comments gatherved from the participating secon-
dary level student- lend further suggestions of support to the effectiveness
of the PSDP approach at these grade leveis. The data summarized in Table 26
of Attachment B indicate that 72 per cent of the students stated that the
program helped them understand their own behavior and that of other people,
66 per cent reported ihat it interested them in trying to manage and change
their behavior to get better resuits from their actions, and 56 per cent de-
cided that one or rire of their personal and social behaviors improved because
they worked on the program. None of these subjects suggested that other
high school students should not take part in the PSDP; however, 56 per cent
of them felt student participation should be on a personal choice basis. 1In
addition to these supportive reactions, these high school students also noted
a number of constructive suggestions which will be used in revising both the

HSSST and the PLE activities for subsequent studies of the PSDP at the secon-
dary level.

Current Status and Plans

PLEs described in this chapter are designed to help students overcome
specific difficulties in school and to change their performance in specifiable
ways. PL=s are applicable to all CCGS content areas, tFut in the project re-
ported in this document attention was concentrated only on the academic-
learning, educational-vocaticnal, interpersonal (social), and intrapersonal
(personal) areas. PLEs in the career (i.e., 1ife) areas of citizenship and
leisure are considered equally important and during subsequent research and
development activities on the CCGS, effort must be devoted to expanding this
component into these two areas.

In addition to extending Component No. 6 into the areas of citizenship
and leisure, plans are being made to investigate the effectiveness and effi-
ciency of the academic-learning and educational-vocational PLEs in helping
students resolve their prescriptive needs. If possible experimental investi-
gations similar to those reported in this chapter for PLEs in the personal
and social content areas will be implemented. On the basis of information
obtained from the investigations of the PSDP, revisions in the program are
anticipated at both the intermediate and secondary levels, and further cri-
terion-referenced and quasi-experimental investigations will be conducted.
Example revisions which are being considered for the PSDP include: incor-
sorating more group interaction activities, expanding the orientation to the
program at the secondary level, and providing students with more information
on what each area of personal and social behavior involves before presenta-
tions of behavior modification strategies are made. In all of the six content
areas, =xtensions and modifications must be made in the whole PLE approach
so that it can be applied at the primary grade levels.

As new and revised PLEs are tested in the future, several questions of
interest will continue to be examined. Can students acquire a sufficient
understarding of the behavior modification techniques presented in the PLEs
in order to use them in a plan to modify their behaviors? Does the relation-
ship of the counselor or teacher with his students affect how students make
use of the PLE help made available to them? If students do change their be-
haviors and overcome their initial difficulties as a result of the PLEs, are
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the effects long-lasting and do they generalize to other problem areas so
that these students are able to cope with later concerns without prescrip-
tive assistance?

P"Zs are intended to eliminate difficulties and existing barriers which
impede students' successful career planning and development. On a long-range
basis, the reduction of these difficulties helps to determine whether or not
youth will successfully implement their career plans and reach the gcals to
which they aspire. The instructional-counseling process which is used in
helping students change their behavior and overcome their unique problems
may well increasz their ability to formulate plans, at least on a short-range
and intermediate-range basis, and to follow through on plans thus formulated.
If consistent improvements can be made in extending school resources and ser-
vices in Component No. 6, students will be assisted to increase the quality
and the benefits received from their career and 1ife development activities.

RIC 176-
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APPENDIX--CHAPTER IX

Cata]ogue of Avaiiable Materia];

PERSONAL-SOCIAL AREA

1. AIR* developed within-school prescribed learning experiences and
evaluatior materials for a Personal and Social Development
Program.

Dealing Effectively with Difficult Situations

Intermediate Level
Success-0-Grams
PLE for Behaviors to be Encouraged
PLE for Behaviors to be Improved

Secondary Level
PLE for Producing Behaviors
PLE for Encouraging or Maintaining Behaviors
PLE for Reducing or Eliminating Behaviors

Showing Strength of Character and Integrity

Intermediate Level
Success-0-Grams
PLE for Behaviors to be Encouraged
PLE for Behaviors to be Improved

Secondary Level
PLE for Producing Behaviors
PLE for Encouraging or Maintaining Behaviors
PLE for Reducing or Eliminating Behaviors

Contributing to Group Interests and Goals

Intermediate Level
Success~0-Grams
PLE for Behaviors to be Encouraged
PLE for Behaviors to be Improved

Secondary Level
PLE for Producing Behaviors
PLE for Encouraging or Maintaining Behaviors
PLE for Reducing or Eliminating Behaviors

Q  *American Institutes for Research
ERIC )
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Showing Consideration for the Feelings of Others

Intermediate Level
Success-0-Grams
PLE for Behaviors to be Encouraged
PLE for Behaviors to be Improved

Secondary Level
PLE for Producing Behaviors
PLE for Encouraging or Maintaining Behaviors
PLE for Reducing or Eliminating Behaviors v

Carrying Through on Assigned and Agreed Upon Tasks with Responsibility
and Effort

Intermediate Level
Success-0-Grams
PLE for Behaviors to be Encouraged
PLE for Behaviors to be Improved

Showing Independence, Initiative, and Uriginality

Intermediate Level
Success-0-arams
PLE for Behaviors to be Encouraged
PLE for Behaviors to be Improved

vealing Effectively with Rules, Conventions, and Teacher Suggestions

Intermediate Level
Success-0-Grams
PLE for Behaviors to be Encouraged
PLE for Behaviors to be Improved

Showing Leadership

Secondary Level ”z
PLE for Producing Behavior ‘ <
PLE for Encouraging or Maintaining Behaviors
PLE for Reducing or Eliminating Behaviors

7eneral Guide-Intermediate Level

Teacher Supplement-Intermediate Level

Guide for the Personal and Social Development Program: An Application of

a So$ia1 Situations Test and Behavior Moudification Principles.- Secondary
Leve

Performance Record

Complete Behavior List
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Student Reaction Sheet- PDSP Prescribed Learning Experience Booklets-
Intermediate Level

Student Reaction Sheet-PSDP Prescribed Learning Experience Rooklets-
Secondary Level

Fina]l Teachers' Reactions Sheet-PSDP Prescribed Learning Experience Booklets-
Intermediate Level

For more information on the materials write to: American Institutes for Research
Guidance Research Program

P.0. Box 1113
Palo Alto, California 94307
EDUCATIONAL VYOCATIONAL AREA

1.

Units prepared by AIR for an individualized educational-vocational
guidance proaqram.

Dropout
Se1ling Yourself

For more information write to: Dr. Calvin D. Catterall
Coordinator, Counseling and Psychological
Services
Santa Clara Unified School District
1889 Lawrence Road
P.0. Box 397
Santa Clara, California 95052

2. Instructional-counseling materials developed by AIR for the guidance
program in Project PLAN.

Information about Colleges
Part-time Job Application Skills

For more information write: Westinghouse Learning Corporation
2680 Hanover Street
Palo Alto, Cziifornia 94305

3. ILS systems of computerized data banks:

The Interactive Occupational Exploration System
The Interactive College Suggesting System

The Career Training Information System

The Interactive Scholarship Finding System

For more information write: Interactive Learning Systems, Incorporated

1616 Soldiers Field Road
Boston, Massachusetts 02135
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LEARNING AREA

1. Academic-learning PLEs and evaluation materials developed by AIR:

Secondary Level:
Not Passed--Now What?
The PQRST Technique
PTanning Your Learning
ScheduTing Your Study
Increasing Your Profit in the Business of Learning

Planning Your Learning in Individualized Education: Intermediate
and Secondary Levels

Counseling Personnel's Guide for Group Counseling--l.earning Behaviors: .
Intermediate and Secondary Levels

Semantic Differential

Academic Attitude Inventory

Time Evaluation Form

Study Effectiveness Form

For more information write to: American Institutes for Research
Guidance Research Program
P.0. Box 1112
Palo Alto, California 94302

2. Instructional counseling materials developed by AIR for the guidance
program in Project PLAN

Strategies for Test Taking
Study Skills
Listening Skills

For more information write to: Westinghouse Learning Corporation
2680 Hanover Street i
Palo Alto, California 94305 ~
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CHAPTER X
COMPONENT NO. 7--ORIENTATION-OQUT
N

The se:ond aspect of the CCGS Prescriptive Phase (cf. Table 1 on page
36) is Component No. 7 which focuses on the specific preparation needed by
youth who cepart from some part of a school setting or educational system
or program. The general purpose of this component is to help each student
acquire the various kinds of information, attitudes, and overt behavior he
needs in o-~der to function effectively when he makes one of the