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PREFACE

In reviewing counseling and guidance programs nationwide, we found

a large number of research, development, and demonstration activities

being conducted with the stated goal of improving youth career planning

and development processes. However, most of these efforts suffer from

at least three limitations. First, many studies involve merely descrip-

tive surveys of the status quo instead of attempting to observe what

effects on the lives of students can be produced by employing well-

planned guidance programs. Second, few studies have evolved from a

well-conceived framework beginning with detailed planning activities

and systematically proceeding with development, implementation, evalua-

tion, and revision phases. Finally, there have been virtually no efforts

to design and implement guidance programs in settings where the program

activities were integral parts of the total educational system and not

simply a set of auxiliary procedures.

We determined that the best way to overcome these deficiencies was

to create and eventually field test an approach to systematically design-

ing, implementing, and evaluating guidance programs. The approach neces-

sarily had to be based on a rationale which: (1) made explicit the assump-

tions underlying these programs; (2) described the planning methods and,,

criteria for deriving youth goals and performance objectives.(program

product objectives) from priority youth needs; (3) specified desired youth

outcomes in terms of measurable criterion behaviors related to assessed

needs; (4) required investigations of a wide range of possible instruc-

tional and counseling procedures for helping youth achieve their objec-

tives, and selections among them (in order to develop program process

objectives) on the basis of criteria such as appropriateness for target
youth and feasibility of use; (5) demanded that the youth activities
involved in the selected procedures be scheduled, and the staff services

and material resources required to conduct these activities be collected

and implemented; (6) employed summative and formative evaluation designs

to study both the expected and unexpected outcomes of these programs; and

(7) required continuous revision of program activities, based on evalua-

tive feedback, until such programs were fully effective for their intended

audiences.

With support from the United States Office of Education's (USOE)

former Division of Comprehensive and Vocational Education Research, we

completed an initial two-year project to design a Comprehensive Career

Guidance System (CCGS) for youth career planning and development based

on the rationale summarized above. The key assumption underlying this

system is that youth can learn to plan and undertake their career devel-

opment in more informed ways than they presently do. Guidance programs

should not force youth to make decisions; rather youth should learn how

to make deCTiThris wisely and should receive assistance in formulating and

pursuing their career goals at critical points when such help is needed

in their lives. About three-quarters of the activities of this initial



project were devoted to systems analysis and design tasks including the
development of specific guidance programs that featured a variety of
instructional and counseling procedures. The remaining quarter of the
project's activities focused on evaluation tasks.

With the intention of evaluating guidance programs that had been
developed during the first project, we requested and obtained further
USOE support for a second project which focused on a field test of the
CCGS programs--either existing ones or variations of them once they had
been adapted to the neads and characteristics of youth in particular
field test settings. This second 18-month project involved field tests
with ninth- and tenth-grade students in demonstration schools in two
school districts: Houston (Texas) Independent and San Jose (California)
Unified.

The results of the nearly four years of effort represented by these
two projects are summarized in three volumes. The first volume entitled,
Development and Evaluation of a Comprehensive Career Guidance System,
explains how the CCGS was designed and partially evaluated during the
first project. Information on how to obtain a copy of that report appears
on page 20 of this document. The present volume describes the systPmatic
process of planning, implementing, and field testing guidance programs
that was utilized in the second project; the format is tailored especially
for readers who desire to use this comprehensive planning process for
designing or adapting guidance programs in their own school or district
settings. The final volume reports data collected and analyzed during
the conduct of the second project, along with descriptions of the field
test hypotheses, experimental designs, treatments, criterion measures,
and conclusions.

To build upon the efforts of the first two projects to produce career
guidance programs that will better serve the needs of all youth, instead
of a small fraction of them, further long-term research and development
activities are required. One subsequent activity must involve the devel-
opment of programs for youth in academic levels not covered in the field
tests reported here. Another activity necessitates a follow-up of youth
who receive such guidance assistance. The ultimate desired outcome is a
comprehensive set of guidance programs that will be available to serve
as models for school districts interested in having programs that actually
meet the career needs of youth. These programs will include specific
instructional and counseling materials and procedures which have been
empirically tested, revised, and retested until they are sufficiently
effective with target youth.

The primary purpose of the present document is to provide assistance
to guidance personnel who wish to improve (or to design new) guidance
programs in their school or district by employing a comprehensive planning
process. Chapter V of this volume should be especially helpful since it
presents an extensive listing of 12 product and 86 process objectives to
enable guidance program planners to translate the CCGS planning process
into an oper,Ational outcome format. In addition, that chapter includes
references to sample training materials which might be used by programi



planners interested in attaining the stated product and process objectives.

Individuals who intend to use the approach described in Chapter V and who

have questions regarding its application should feel free to contact the:

Youth Development Research Program

American Institutes for Research
Post Office Box 1113
Palo Alto, California 94302

(415) 493-3550)

The assistance and patience of many people were required to make both

the project represented by this document, as well as the production of this

manual and report, possible. Indeed, many more individuals were involved

than the space available here will permit us to list. Most of all we

appreciated the cooperation of all students involved in the field tests.

We hope that the guidance programs in which they participated will have

positive effects on their careers, extending far beyond the short-range

impact we discuss in this document.

The consideration and resourcefulness of staff in the field tsst

schools created the local "ownership" of the programs investigated as

well as encouraged us beyond our initial expectations. In particular, we

pay special tribute to Mr. Frank Wesley, principal at Booker T. Washington

Junior-Senior High School in Houston, in addition to Mrs. Genette Smith,

Miss Faye Bryant, and Dr. Dennis Nelson--all BTW "residents" at some time

during this project. In San Jose, we would like to express deep gratitude

for the efforts of Mr. Albert McKeever, principal of John Muir Junior High

School, and key members of his staff including: Mr. Carlton Stevens,

Mrs. Pat Adshade, Mr. Samuel Wiens, Mr. Harold Garrett, Mrs. Nina Tinkham,

Miss Joyce Batson, and Mr. Don Crowell. At Pioneer High School in San Jose,

we depended upon the encouragement and patience of administrators Mr. Ralph

Sleight and Mr. Robert Mercurio. In addition, the following staff made

exemplary contributions to this project: Mr. Cornelius Hospers, Mrs. Gail

Clark, Miss Mary Bodamer, Mr. Carl Hoch, Mrs. Judy Opfer, and Mr. Michael

Shamony. The quasi-experimental studies conducted during the field tests

would not have been possible without the cooperation of students and

staff members from our "control" schools: M. C. Williams Junior-Senior

High School in Houston, Edwin J. Markham Junior High School in San Jose,

and Leland Senior High School also in San Jose.

The thoroughness, initiative, and creativity of the following staff

members at the American Institutes for Research are sincerely appreciated:

Mr. Brian Klimkowsky, Mr. Rod Perry, and Mr. Ron Harris. Mrs. Frieda Barloqi

had to suffer the administrative pain of this project as well as supervise

and contribute to the production of all manuscripts. Needless to say, we

extend her our best wishes for her future successful business ventures in

Yuma, Arizona. This project might have enticed her into an early retire-
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this document.
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CHAPTER I

CCGS Overview, Conclusions,
and Recommendations

This Report
This is the final report of a project which developed and field

tested elements of an individualized guidance system for junior and
senior high school students. Sponsored by the National Center for Educa-
tional Research and Development of the United States Office of Education,
this system, called the Comprehensive Career Guidance System (CCGS),

helps individual students to formulate and advance toward goals in all
areas of their lives.

This document goes beyond the usual reporting functions by also
striving to be helpful in improving the skills of school personnel in
planning, implementing, and evaluating local guidance and counseling'
programs. To this end, the report is organized according to the phases
of a recommended planning process. The reader who wishes to use this
report to improve his skills is encouraged to use the behavioral objec-
tives of each chapter as a reading guide and self-testing instrument.
Such objectins are listed at the conclusion of each of the first four
chapters. Chapter V contains 12 product and 86 process objectives
outlining steps program planners might consider when applying this
recommended planning process.

This chapter acquaints the reader with some of the guidance problems

which motivated the development of the CCGS, and the purposes and key

concepts of the system which evolved. It describes the products which

resulted, and the field test procedures and results. Finally, it provides

major conclusions and summaries, (For the behavioral learning objectives
associated with this chapter, please refer to page 22.)

1,18 explained in this chapter, the term "guidance" is generic and inclwdes

counseling, instructional, evalwation, and support procedures implewented

to meet the needs of youth.



The Need for Guidance Improvements
The development and field test of the CCGS was undertaken in an

attempt to solve problems typically faced by school guidance personnel.
The following three statements, made by high school students, highlight

some of these difficulties.

"All my counselor has ever
done for me is to change my
schedule and fix my computer
registration cards."

This first statement illustrates the problem that can be called "the

maintenance syndrome." A counselor can easily spend all his time dealing

with routine but pressing tasks. His schedule becomes so filled with
them that no time is left to adequately plan a guidance program, let
alone properly carry it out and evaluate it. The lack of planning time
often leads to poorly implemented guidance programs organized on the basis

of hunches and intuition. Only by chance, if at all, do they address and
fill the needs of even a small portion of the youth they serve. Even when

these guidance programs are evaluated, a rare occurrence, the focus of

such evaluation is not usually upon changes in the behavior of students.

Actual behavior changes indicating the resolution of a student's needs
must be the ultimate success criterion of a guidance program. A satisfac-

tory guidance system is organized in a manner which makes-it possible to

obtain formative evaluation data that identify which elements of that
program need improvements and which are functioning adequately. Without
this formative evaluation data, little progress can be made toward meeting

student needs more effectively.

-2-



"Aly counselor only has
time to see students who
get in trouble. I've
talked to him only once
in almost two years."

Counselors who have time only for problem students are forced into a

crisis orientation to guidance. They attempt to solve a students's problems

only after these problems have become critical. By providing only remedial

attention to students with obvious difficulties, they fail to deal with the

development of the majority of students whose needs are equally legitimate,

if less salient. Limiting guidance services to small numbers of students

or restricting counseling to periods of crisis in an individual student's

life prevents placing primary emphasis on deli,loping students' personal

problem-solving skills related to individual planning, goal selection,

and self-management. Without these skills, few students are able to solve

personal problems without help, and the number of crises increases. The

chance that they can expect to achieve successful, productive, and satis-

fying lives focused on personal goals diminishes. In essence, a crisis-

oriented guidance program fails to address the basic needs of most youth.



°Why should I study English?
I want t.7 be an ereineer,
not a pcet."

When guidance activities are isolated from the regular instructional

process in the classroom, students often fail to see that their school

studies can be related to achieving their life goals. Not perceiving the

cask of learning as significant and necessary, they become bored with

school subjects. They often react by marking time until they can drop out
of school--and join a labor market that has few opportunities for the

unskilled. A major task of a guidance system is to help develop and
explain the functional relationships between education and the worlds of

further education and work, so that students can comprehend the importance

of the skills and knowledge they are acquiring in each of their classes.

This integration and communication is difficult to achieve when the coun-

selor is a figure in a remote office and does not participate with the

teacher in the task of educating youth.

Student statements such as the ones above are serious indictments of

guidance programs and systems characteristic of today's schools. They

illustrate only a few of the serious difficulties facing guidance workers

asross the nation. The CCGS attempts to demonstrate solutions to pressing
guidance problems such as these. It is a distinctive approach for indivi-
dualizing edusation and it can be adapted to local needs and circumstances.

The remainder of this chapter will briefly familiarize the reader with the

characteristics and development of the system.



CCGS Purposes
The two main purposeia of the sy3tew are:

1. to enable each young person to learn and practice a problem-

solving process which he will be able to apply in eech area

of his career planning and development:

2. to assist each young person to set and achieve career goals

and related objectives appropriate to his needs and charac-

temstics. This involves stimulating him to: obtain infor-

mation about the requirements tor 1:and probable consequences

of selecting) a wide variety of career alternatives; begin

formulating his life goals in light of this information; plan

an educational program that is relevant to his personal Iife

goals; marage hic development; and assess his progress toward

achieving his goals.

Key Concepts
The major characteristics of the CCGS can be summarized by 15 key

concepts which diWnguish this system from conventional approaches to

guidance programs. In the following paragraphs, each of these concepts

will be briefly described.

CCGS Definitions

This system's definitions of uidance and counseling contrast with

traditional use of these terms. " u ance' is We gener c term. It

includes instructional, counseling, evaluation, and support procedures

based on youth career planning and development needs. "Guidance" sig-

nifies the total content and personal problem-solving process of programs

aimed at helping students develop and protect their individuality and

potential. This process aims at helping "each student be a problem

solver" (planner, decision maker, implementer) in each career area. On

the other hand, "counseling" is an interpersonal procedure providing one

alternative for helping youth achieve guidance-related objectives. Here,

counseling personnel (i.e., counselors, teachers, paraprofessionals,
sethool psychologists, etc.) interact with students individually or in

groups in order to facilitate youth career planning and development.

If these terms are defined at all in conventional guidance systems, the

word "guidance" often has negative connotations (including authoritarian

advice giving and prescriptions of problem solutions), is given a very
limited conceptualization, or is not clearly differentiated from the term
"counseling."



The concept of career encompasses a variety of possible patterns of
personal choice relarergeach individudl's total life style. The
content of CCGS programs assists youth to set life or "career" goals in
these areas:

1. occupaticns,

2. education,

3. personal and social behavior,

4. learning-how-to-learn,

5. social responsibility (i.e., citizenship) development, and

6. leisure time activities,

Conventional guidance programs often limit the definition of career to
only educational and vocational choices. An explicit rationale, based
on empirical evidence which explains why such a limited definition is
justified, is rarely provided.

This broad definition of "career" leads to a concept of career

eJuctt1çp, which encompasses all areas of youth development. This oriers-

ttTonãTlows and encourages the fulfillment of a broad range of youth
needs; it is contrasted to conventional systems in which priority atten-
tion is directly only toward preparing youth for their future educational
and vocational experiences, therefore reflecting a limited and fragmented
view of youth development.

The Major Characteristics of CCGS

The system employs a systematic planning model

that is derived from the scientitic method and aimed at the development,
implementation, evaluation, and revision of guidance programs. The model
proposes a process in which each phase provides feedback to preceding
phases or input to subsequent planning activities. All phases of this
process are necessary to assure that the genuine guidance needs of youth
will be met in the order of their importance. The systematic planning
approach contrasts with the development of typical guidance programs,

in which certain important phases of the development process (e.g.,

evaluation) are often omitted or an inordinate amount of the available
resources are devoted to only one or a few phases. In the develop-
ment of such guidance programs, the implementation or action phase often
receives attention at the expense of the other phases of the compre-

hensive planning model.



The Comprehensive Career Guidance System is a true vstem in its
component products as well as in its planning model. Each part is inter-
related and interacts with the others to form a unified whole. The basic
product elements of the system are 12 components which derive from a
v.ritten rationale that describes early CCGS needs assessment activities,
as well as the philosophy and assumptions on which this system is based.
Conventional guidance "systems" are not often based on an explicit
rationale which outlines all the parts of the.system and the way these
parts are interrelated. Without such a statement, it is difficult to
understand either the derivation of a guidance system or why certain
aspects of it hove been assigned a high priority.

The system focuses on the needs and characteristics of youth.
Secondarily, it addresses the needs and characteristics of the institu-
tion in which it functions. Due to this youth-based orientation to
guidance, CCGS specifies the desired youth outcomes that derive from the
assessed needs of youth, and translates them into behavioral objectives.
It is upon these needs and objectives that priorities for the design,
implementation, and evaluation of all guidance interventions are based.
Conventional guidance approaches often emphasize means rather than ends.
Their goals usually result from a need to perpetuate and expand the
current system whether or not it has been shown that the system is doing
a good job of helping youth. Plans for more staff, more staff training,
more equipment and space, or more student time in traditional guidance

activities fall in this categorY.

The system is cmprehensive in that it includes interventions directed
at youth through botn a developmental phase to prevent problems, and a
prescriptive phase to help youth alleviate problems which persist. At
the same time, indirect interventions are made on behalf of youth in the

school and community. The comprehensiveness of the CCGS is also enhanced
by the fact that the system seeks eventually to give attention to immed-
iate as well as long-range youth needs, and to all areas of behavior, not
only to a youth's educational and vocational choices. This is true for

all youth at each academic level, K-12. The comprehensiveness of the

CCGS contrasts with conventional approaches which often limit the
interventions of their guidance personnel to only some areas of the needs
of all youth or to all the needs of only selected youth.

How CCGS Approaches Youth

The system is designed to be implemented in individualized education

settings. Individualized education provides instruction which is tailored
to each youth's personal characteristics, background of experience, needs,
and career goals. It is more than just individualized instruction because

each student is involved in the process of selecting hirg517-57 plan-
ning the activities he will use to achieve them. Each student's learning

-7-



activities are thus made relevant and meaningful to him. In individual-

ized education, school personnel help youth to assess their potential and

limitations, to discover their needs, to formulate personal short- and

long-range goals and related objectives, and to develop a program of

studies to achieve each of their goals. Programs for youth are based on
instructional objectives and sequences which enable each individual to

progress at his own pace and use procedures and materials designed for

his learning interests and styles. This individualization of the learning

process is not possible in many conventional school contexts, especially

in those where the goals of school personnel, not students, receive

primary attention.

The organizing, humanizing core of the type of individualized educa-

tion outlined in the above paragraph is found in the individual plannins

activities of an individualized guidance system. The CCGS assumes that
career planning and development are most satisfying for youth when they

engage in behavior directed toward goals they have either selected them-

selves or agreed upon. Without individual plannin9, individualized
education does not progress beyond individualized instruction. Similarly,

career education usually either imposes societal goals on youth or con-
fuses students by not informing them of the goals and objectives of their

instructional activities.

The central theme of "each student as a personal problem solver" runs

through the programs and units. Each program attempts to help youth
learn and apply ?ersonal problem-solving skills to the formulation and

pursuit of individual goals in each of the six areas of career planning

and development. Specific skills are grouped into three emphases: plan-

ning, decision making, and implementing plans as well as evaluating results.

The personal problem-solving approach to student instructional and counseling

experiences emphasizes both the process and the results of career decision

making. It contrasts strongly with traditional guidance strategits which

often emphasize evaluation of the results of a student's decision making

but fail to teach him the personal problem-solving skills which will help

him make decisions more wisely in the future.

Implementing CMS

Individual planning activities within this approach are primarily imple-

mented through direct intervention with students. Programs and units are

the resources used. Unlike most commercially available materials or proce-

dures, they can be adapted to the local needs and characteristics of youth

in designated target populations. A "program" is a set of individualized

guidance units designed to help students achieve groups of objectives.
Each area of career development is the focus of one or more programs. A

"unit" is an individualized learning package of instructional and counseling

activities. It focuses on one subset of the objectives of a program. CCGS

units within a program are interrelated but, in many cases, can be used

independently. The same is true of CCGS programs.

_8_
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The implementation of these programs is not dependent on specially-
trained counselors as are many guidance approaches. However, the programs

do depend on human interactions to facilitate youth development. Inter-

actions occur between students and skilled adults responsible for program
implementation, between individual students, and within groups of students.
CCGS stresses the concept of counseling_personnel, which includes any adult
with the ability or potential to communicate effectively with students
and contribute to their growth. Teachers, administrators, or paraprofes-
sionals can implement this type of program if counselors are not available.
Optimal results are obtained if counselors and teachers work together as
teams and receive support from a paraprofessional who staffs a learning
resource center. In this framework, counseling personnel become youth
planning and development specialists. They facilitate student career
planning and growth through direct interactions, but they also monitor
the total school system and community resources to insure that youth can
achieve their individual objectives and goals.

Tr4ining materials apd orocgdutak are available to help counseling
personnel acquire the basic skills necessary to successfully implement
and evaluate CCGS programs. Traditional guidance systems which depend
only on counselors and keep these counselors engrossed in clerical tasks
and student crises, which fail to recognize special contributions coun-

selors can make to the total educational process, and which assume that
in-service training of counselors is not necessary, are antithetical to
the orientation outlined in this paragraph.

The programs and units of this system can and should be completely
inte_grated into the school curriculum. In such a case, their identity as
tguidance" strate-gies will be lost. This is desirable. If such integration
occurs, individual counseling sessions, group counseling interactions, and
group guidance experiences can be closely correlated with classroom

activities. Counselors can be invited to meet with students in classrooms
where individuals or small groups of students are ready for activities which
require a counselor. This procedure contrasts with the typical counseling
situation in which the counselor remains in his office and calls students
out of the classroom, often for discipiinary purposes only.

Formative and summative evaluation strategies are used in the CCGS:
formative evaluation focuses on improving career guidance resources; summative
evaluation focuses on determining the overall impact of the resources. Both
types of evaluatIon center on the measurable (behavioral) objectives which
are derived by using the system planning model and process. These evaluation
strategies:

1. assess the effect of each program by comparing changes in
the behavior of students who did and did not receive it;

2. assess the extent to which the comprehensive guidance programs
are implemented as they were originally designed; and

3. assess the unanticipated outcomes of the programs.



Major emphasis is placed on the use of end-of-unit and survey instruments
for evaluating each student's career development based on the knowledge,
attitude, and overt behavioral outcomes he achieves. Case studies, ques-
tionnaires, interviews, and observation techniques can be used to assess
some of the long-term effects of CCGS programs. Traditional evaluations
of guidance and counseling systems have depended almost exclusively upon
collecting subjective reactions to the purposes and impact of such systems.
If guidance systems are to improve and to continue improving in meeting
the genuine needs of youth, there is a major need for the type of rigorous

and more comprehensive evaluation designs and procedures which are attempted

in CCGS field tests.

CCGS Products
There are three main types of tangible CCGS products: (1) a written

model which describes all phases of the planning process and how they

interrelate; (2) a training program to enable school personnel to use the

planning process; and (3) a collection of procedures and materials which

have resulted from applying various stages of the planning process to

youth in specific school settings. The CCGS planning process which is

the base of all these products was employed to develop elements for each

cooperating school which participated in the field tests outlined in this

document, and may be used anywhere that guidance improvements are desired.

This system is very much opposed to a "canned" or prepackaged approach to

career guidance. Schools are encouraged to develop guidance programs

that meet local needs by adapting this planning process, training key

staff and students in this process, and examining its earlier applica-

tions.

The Planning Model

The five-phase planning model focuses on identifying and meeting
the needs of youth. By using the CCGS planning process, local school
staff may develop, implement, evaluate, and revise their own guidance
systems. The five phases are:

1. identifying youth development needs and related measurable

objectives;

2. classifying objectives by commonalities;

3. specifying and selecting alternate strategies for helping each

youth attain relevant objectives;



4. implementing selected strategies; and

5. evaluating and revising strategies.

Th e Training Program

In developing the CCGS, it was assumed that the counseling personnel
who implement it or oversee its implementation will be trained in coun-
seling skills such as: the ability to communicate with youth; the ability
to apply currents effective counseling procedures in practical situations;
and the ability to draw upon an extensive knowledge of guidance resources.
The inadequacies of local guidance systems normally arise not from the
lack of such skills, but from the failure of school personnel to apply a
systematic, comprehensive planning process to the development, tmplementa-
tion, evaluation, and revision of such systems. Therefore, training in
this comprehensive process is also a resource of the CCGS. Specific
training product and process objectives' are the foundation of the staff
development program. These objectives enable school personnel to work
through the comprehensive planning process step-by-step, and are specific
enough to enable them to achieve measurable results. The ultimate outcome
which is desired from this planning is a constantly improving guidance
system that helps each youth fulfill his needs in the best way possible.

Materials and Procedures
The final product of the CCGS consists of materials and procedures

which assist program planners as they work through the comprehensive plan-

ning process to develop, implement, revise, and improve a local guidance
system. This group of resources includes:

1. a computer supported "needs" assessment procedure. This proce-
dure obtains information from youth and adults concerning youth-
oriented objectives upon which guidance programs can be designed.
It assesses the outcome or end results that are desired for
youth (i.e., their "desired status").

sample areas of student needs which guidance programs may address.
These represent clusters of objectives which were derived from
student needs data collected during several field tests of this
guidance system.

144 product objective describes the outcome of the training (what skills
trainees will learn); a process objective describes how tnainees will
learn each skill (what activities each trainee will experience).



3. a list of behavioral objectives. This collection of objectives
may be reviewed by program planners as they translate general
statements (derived from the needs assessment data) into measur-
able behavioral objectives for youth.

4. a compilation of strategies for assisting youth to achieve objec-
tives developed for guidance programs.

5. an approach that facilitdtes computer monitoring of the progress
youth make toward achieving their guidance objectives.

6. strategies for using evaluation data to revise and improve guid-
ance programs and units.

In addition, this third type of product includes guidance
programs which have been designed for student use in various field test
settings. These programs are of two types, developmental and prescrip-
tive. Developmental programs focus on preventative guidance and positive
mental health; they provide a core of continuous, sequential learning
activities for all students. Prescriptive programs focus on learning
activities that are designed for students or groups of students who are
experiencing specific individual problems. Some of the present CCGS
programs have been developed for, and field tested with, two different
student populations. Other programs are still at the design stage. At
present, the five programs are the:

1. Educational-Vocational Development Program

2. grogram for Effective Personal Problem Solving

3. Personal and Social Development Program

4. Effective Student Learning Program (outlined only)

5. Social Responsibility Development Program 'toutlined only)

Ninety-three student units make up these programs. Each unit

contains:

1. a statement of the unit's general purpose written for youth;

2. behavioral objectives that refine and operationalize the
general purpose statement;

3. strategies to be employed with youth to help them achieve the
objectives; and

4. evaluation instruments and procedures for measuring student
performance relevant to unit objectives.



Where possible and desirable, the units incorporate available resources to
help youth achieve their objectives. Rounding out the list of CCGS
resources in this third category of products are instruments for program
evaluation in terms of desired ana unexpected outcomes, and scoring and
analysis procedures for these instruments.

Field Test Settings and
Improvements

Portions of the CCGS have been field tested in three sites: Booker
T. Washington Junior-Senior High School, Houston, Texas; John Muir Junior
High School, San Jose, California; and Pioneer High School, also in San

Jose, California. The two California schools serve essentially a middle
class population with a small population of minority (Black, Oriental,
and Mexican-American) students. The Texas school draws its students
mainly from Black families in one area of Houston. In general, these

families are not severely economically deprived.

In designing and field testing elements of the system, attention was
directed at developing solutions to typical school problems such as the
three reflected by the student statements quoted at the beginning of this
chapter. The following descriptions of selected segments of the CCGS
demonstrate this guidance system's responses to each of these issues.
In addition, these descriptions illustrate the way specifically tailored
programs were designed and implemented in the field test settings.

"All my counselor has ever done for me is to change my
schedule and fix my computer registration cards."

In the Houston field test site, a Guidance Resource Center
staffed by a paraprofe:sional was used to relieve counselors from some
of the stresses of the "maintenance syndrome" and to insure that the

implementation of the new career guidance system did not add to the syn-
drome. A central classroom in the Booker T. Washington Junior-Senior High
School was selected for the Center. It was then equipped with CCGS indi-
vidualized student learning units, tests, and support materials. Areas of
the Center were designated for individual and small group work.

The key link in student use of this Center was the paraprofessional
who designed and maintained it. Her special characteristics of motiva-
tion, rapport with students, and administrative capability provided the
Center with important basic ingredients for promoting youth development.

First, she assisted counselors and teachers with both the field
test and the school's innovative approach to scheduling classes. Her
services enabled students to have access to the Center as individuals or

in small or large groups. This flexibility meshed well with students'



classroom activities in the basic subject areas and with their free time.
In addition, her services helped counselors and teachers maintain aware-
ness of the progress of the Center's activities and react to materials
and procedures used in the Center.

Second, the paraprofessional scheduled, organized, and supervised
all student activities in the Center. Her primary supervision tasks
were: helping students work through units and take personal assessment
and proficiency tests; scoring these tests; reporting test results back
to students; facilitating student progress in setting long-range and
short-range goals based on unit and test results; conducting group discus-
sions; and coordinating teacher and counselor work in the Center. Her
scheduling and organizing responsibilities were composed primarily of
assuring that learning materials and equipment were available when
needed by students as they worked through the individualized learning
units.

Third, in her remaining time, the paraprofessional alleviated coun-
selors of their clerical chores, especially those mundane tasks arising
from a district-wide computerized data processing system. By performing
this service, she gave counselors more time to participate in individual
and group counseling activities with students and to assist student career
planning experiences that were stimulated by the Center.

"MV counselor only has time to see students who get in
trouble. I've talked to him only once in two years."

One of the major CCGS field test programs was the Personal and Social
Development Program (PSDP) which provides counseling personnel with an
opportunity to work with all students in the area of their personal and
social behavior The PSDPgs two parts: a developmental phase in whicn
all students participate, and a prescriptive phase for those students who
desire assistance with specific areas of their personal and social behavior.
The first PSDP phase attempts to create a general awareness of personal and
social behavior by introducing all students to general types of behavior
and to the concepts that behavior is learned and can be changed, if desired.
Students are also helped to assess their own behaviore skills.

In the second PSDP phase, students are assisted to make changes in
their behavior by learning about and implementing basic behavior modifi-
cation principles. A behavior change may require an extinction of a nega-
tive behavior or an increase in the frequency of a positive one. Conse-
quently, students with a desire to improve themselves, along with students
who are exhibiting more disruptive behavior patterns, are assisted. The
comprehensive guidance program is not dependent on counselor availability.
Youth can receive assistance from other counseling personnel right in
their classrooms as was the case in the Pioneer High School field test.
This assistance can also be made available in periodic group sessions.
Between these sessions, students may continue with self-directed learning
experiences to facilitate their intrapersonal and interpersonal development.
This approach helps to alleviate some of the crisis orientation with which
some counselors are inundated.



"Why should I study English? I want to be an engineer,

not a poet."

In an attempt to help youth correlate their academic studies with

their present and future lives and goals, the 1971-72 San Jose Unified

Educational-Vocational Development Program was designed to enable ninth-

and tenth-grade students to assess their own personal characteristics,

study the world of career opportunities, and set tentative long-range

vocational and educational goals. This program enabled youth to work

out functional relationships between these personal goals and their sub-

sequent educational activities.

The Educational-Vocational Development Program can be implemented

in a variety of ways. At the ninth-grade level (John Muir Junior High

School), it was offered as a one-quarter optional course within the

school's ninth-grade social studies curriculum. At the tenth-grade

level (Pioneer Senior High School), the Educational-Vocational Develop-

ment Program was implemented as a guidance course required of all tenth-

grade students (approximately 660 individuals). The teachers who were

chosen to implement the educational-vocational guidance programs at both

the junior and senior high schools were experienced social studies

instructors, who had expressed interest in individualizing education

and had previously moved toward doing so in their classrooms. They

participated in a brief in-service training workshop for the purpose

of refining and acquiring necessary implementation skills.

Counselors participated in the program by validating: (1) student

assessment of self-perceived and measured personal characteristics, and

(2) student-parent selection of tentative long-range goals that were

based on this assessment as well as on knowledge of occupational fami-

lies and their requirements. In addition, counselors assisted students

in planning a high school program of courses related to the known require-

ments of their tentatively selected long-range goals. Thus, the coun-

selors were involved in students' classroom activities (career and educa-

tional planning) and also helped students to relate their upcoming high

school studier to their tentative life goals.

Sammary of CCGS Field Test Results
Field tests in schools in schools in San Jose, California, and

Houston, Texas produced the following general results. These results

are presented in more detail in Chapter IV (beginning on page 77) and

in the Appendix to this document.

1. The 1971-72 San Jose Unified Educational-Vocational Develo ment

Proqram sign leant y in uence youth career deve opment
(compared to the development of youth in control groups both

in the same schools and in control schools) in the following

ways.
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a. Ninth- and tenth-grade students who had experienced the

program were more able to identify what decisions must be

made by every student during his high school years, and

the choice points when the decisions should be made.

b. Ninth- and tenth-vade students who had experienced the

program were more able to list ways in which jab trend in-

formation can be obtained and to explain the importance of

such information for youth when they are considering

alternative long-range vocational goals and plans.

c. Ninth- and tenth-grade students who had experienced the

program were more able to understand a long-range goal

system for classifying vocational opportunities.

d. Ninth- and tenth-grade students who had experienced the

program were more able to show that they had collected

information on their abilities, interests, and values, as

well as to describe data on their abilities.

e. Tenth-grade students who had experienced the program were

more able to describe and provide support for information

they had collected on their abilities, interests, values,

and physical traits as well as to udder-

standingstanding of this information during a conference with at

least one school staff member who knew them well.

f. Tenth-grade students who had experienced the program were

more able to select first- and second-choice tentative long-

range vocational goals as well as set school plans for reach-

ing these goals.

2. The 1971-72 Booker T. Washington Junior-Senior High 'Houston)

Orientation Program significantly helped youth in the ways listed

below (compared-to outcomes achieved by control group youth in

this school).

a. Ninth-grade students who had experienced the program were

more able to understand and affirm that individuals are not

"trapped by the future," rather that their actions definitely

can influence the course of their lives. (Seventh-grade

students showed similar acceptance but were not more able

than control students to recognize cause-effect relationships

and distinguish between events that might have short or long-

range impact on human lives.)

b. Seventh-grade students who had experienced the program were

more able to compare different approaches (such as the

"planned" and the "free-and-easy") they, and persons like

them, can have toward their future.

c. Seventh-grade students who had experienced the program were

more able to understand basic concepts about the Compre-

hensive Career Guidance System. Both seventh and ninth
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graders indicated a more positive reaction to these concepts,
to education in general, and to their school (BTW) in part-

icular than did control students from this same school.

3. The 1971-72 Booker T. Washington Junior-Senior Hi h (Houston

Personal Assessment rogram signi icant y in uenced youth to

develop in the following ways (compared to the perfonmance of

control students attending Booker T. Washington and a comparable
school).

a. Seventh- and ninth-grade students who had experienced the
program were more able to understand that information about
their personal characteristics can help them set their
vocational goals and that over a time period their personal
characteristics may change, making it important to consider
these changes in their planning. (Some of the test items
related to this objective were confusing to students. There-

fore, this result should be considered tentative.)

b. Seventh-grade students who had experienced the program were
more able to collect and organize information on their
abilities, interests, and values, as well as to demonstrate,
WaTITZUnferences with WETIFFirents, that they understood
this information.

c. Ninth-grade students who had experienced the program were
more able to collect and organize information on their
abilities, interests, and values as well as to demonstrate
their underianalWrof thii-iiii&mation during a conference
with at least one school staff member who knew them well.

4. The preliminary field test of two (of six) parts of the 1971 San
Jose Unified Effective Personal Problem Solvin% Program proddair
evidence which showed that eleventh- and twelfth-grade youth
believed they could influence what happened in their lives,
wanted to solve personal problems better, and felt they could
learn problem-solving skills.

5. The 1971-72 Unified
Pro ram was lastt-T---iftinvestigateeirwolvingexpermettaLind
control students in the same school and control students in a com-

parable school. This program did not produce program effects that

were statistically significant. However, there were data trends

which supported the desired impact.

6. There are at least three possible explanations for non-significant

statistical results which occurred on additional student perform-

ance objectives in each ef the first four programs above: (a) the

programs were inadequate, or (b) the programs were in4ppropr1ate
for experimental students Weib had already acHeved same of the
performance objectives, or (c) the'm was puor implementation,

inadequate evaluation, et-E. In future field tests of the Compre-

hensive Career Guidance System, data analyss will be conducted

to determine which of these explanations seem most tenable.



Conclusions and Recommendations
CCGS field tests produ,:ed the following four conclusions and related

recommendations. Field test results, conclusions, and recommendations are

discussed in more detail in Chapters IV and V of this document. Specific

designs, procedures, and data from the field test are reported in a

separate Appendix: Technical Report of Evaluation Results and Concluszons.

The first conclusion Oat resulted from the field test is that it is

possible iirglp youth to become independent, responsible, motivated

learners who can learn to make personally-appropriate choices (i.e., to

select their goals wise)y; and to direct their efforts toward achieving

their goals. The majority of youth and adults who were involved in CCGS

activities seemed to accept the basic premise that when a person has

learned how to make decisions, has participated in selecting a personal

goal, and has directed his behavior toward achieving it, he has engaged

in a meaningful and satisfying human activity.

Recommendation

Guidance programs should help youth both to develop personal

problem-solving skills for the process of career (i.e., life) choice

and development, and to actually make tentative "career" choices.

Such programs should prepare youth for participating in personal

goal selection as well as for self-management of behavior toward

achieving personal goals.

The second conclusion is that procedures are available for delineating

career goals and linking these goals to instructional and counseling objec-

tives. These procedures enable counseling personnel and youth to cooperate

in setting goals which reflect youth and adult perceptions of youth needs

and in stating goals in terms of measurable outcomes. The procedures are

appropriate for large numbers of youth mith similar needs and for indivi-

duals with unique needs. The results of these procedures are the goals

and objectives which counseling personnel must then agree to help youth

achieve.

Recommendation
Counseling personnel should devote more effort to helping youth

state instructional and counseling goals and related measurable

objectives. This goal-setting activity should be a cooperative

venture so youth may participate in selecting goals and objectives,

r.:
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and in setting the order of priorities in which guidance resources
will be committed until these ends are achieved or revised.

The third conclusion is that the CCGS systematic planning model and
process is a feasible and desirable planning approach, especially for
those school personnel who do not now have a comprehensive approach to
program planning. The use of the planning model and process allows
schools and districts to plan guidance programs based on youth needs and
characteristics. In addition, it enables them to implement and evaluate
these programs using youth needs as a standard. The planning activities
yield products such as:

1. a series of goal statements ordered in terms of priority youth
needs and school system constraints;

2. measyrable performance objectives for each goal statement;

3. related instructional and counseling strategies for helping
youth achieve each objective; and

4. evaluation procedures and instruments which will provide data
to facilitiate program improvement and to assess program impact.

Recommendation
Schools and districts should carefully examine the CCGS planning

model and process, and compare it to other current approaches to
program planning and evaluation. Those examining this system should:
(1) allot time for staff and students to adapt all or part of the
comprehensive career guidance process to the local situation, (2)
train such persons to use this process, and (3) provide them with
the opportunity to employ it, and to implement and evaluate the
results of its use.

The four0 conclusion is that procedures and instruments are available
for evaluating guidance programs. Using such resources, entire schools and
districts can develop and employ accountability procedures based on the
needs of their youth target populations. Youth needs are defined in terms
of objectives for measurable changes in the knowledge, attitudes, and overt

behavior of youth. Within this context, it is possible to determine
whether youth achieve the desired objectives of a program and what unanti-

cipated side effects result from the program. This information allows
counseling personnel to be held accountable for applying guidance resources
to actually satisfy the pressing needs of their youth target populations.

The CCGS approach to evaluation facilitates both continued improvement of
programs and cost-benefit analyses of the programs.
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Recommendation

Students' perceptions of their needs should be integrated with
adults' perceptions of youth needs and the results of this integra-
tion should be used to reorient guidance systems (and, therefore,
the total educational structure) to meet the needs of those indivi-
duals they should serve--youth. Schools and districts should devote
more attention and resources to the evaluation of guidance programs
and services, and these evaluations should determine program
accountability and assist in program tmprovement.

The linal conclusion indicates that although this Comprehensive Career
Guidance System was originally designed for individualized educational set-
tings, its planning process, student materials and procedures, and staff
training resources are applicable to a wide range of more conventional set-
tings. In fact, settings in which parts of this system were field tested
included only preliminary aspects of individualization. In order for these
parts to function within such settings, these resources had to be modified.
However, the introduction of innovative guidance programs seemed to stimu-
late personnel from the field test schools to work toward more individuali-
zation throughout the curriculum.

Recommendation

School personnel dedicated to promoting the individualization of
educational opportunities should seriously consider beginning with
the implementation of youth career planning and development activi-
ties in an individualized guidance system. A core of effective
individual planning procedures for youth should be used to stimulate
innovations in traditional instructional patterns. When a cadre of
students is helped to plan and set tentative long-range and intermed-
iate goals, a school will come under pressure to furnish curriculum
opportunities that can be tailored to the widely varying goals of the
students.



Further Information on CCGS
The rationale for the development of the CCGS is presented in Jones,

G. B., Nelson, D. E., Ganschow, L. H., & Hamilton, J. A. Development and
Evaluation of a Co rehensive Career Guidance System (Final Report of
roject 10 Un t-4 b tes epar ent o ea Education, and

Welfare, Office of Education, Basic Studies Branch, Division of Compre-
hensive and Vocational Education Research. January 1971). The reader
who wishes to pursue these topics in greater detail ;hould especially
note the following topics and pages in the earlier document:

1. the six assumptions that are basic to the system, pp. 13-20;

2. the discussion of the reliance of the system on measurable
objectives, pp. 11-13;

3. a more complete discussion of the CCGS planning process than is
presented here, a review of the literature pertinent to the
development of guidance systems, and a glossary of major terms
used to describe the system, pp. 21-49 and pp. 1-10;

4. an outline of the 12 types of activities that will ultimately
comprise the complete CCGS, p. V. These activities are organ-
ized into two general categories: direct interventions--
learning activities employed directly with students; and
indirect interventions--activities implemented on behalf of
students in the school and community; and

5. a summary of possible indirect interventions, pp. 195-206.
Since the focus of the present document is on programs and
units in which youth participate, the indirect strategies are
not discussed here.

This document may be obtained from Educational Resources Information
Center (ERIC): ERIC #ED-055-310. The cost is $.65 for microfiche or
$9.87 for hard copy.



Chapter 1 Training Objectives
This chapter was designed to enable each reader to:

1. recognize the two main purposes of CCGS and its three main
types of products.

2. explain at least 10 key concepts which describe the CCGS, provide
one specific example of each concept, and contrast that with what
occurs in conventional guidance systems.

3. list the five phases of the planning process for developing,

implementing, and evaluating comprehensive guidance systems.

4. list at least four program planning resources that resulted from
applying various stages of the planning process with youth
in specific school settings.

5. list the three products designed for student use and describe
the four components of each individualized student learning unit.

6. summarize how the products can be used in "formative evaluation"

which will help improve any operating CCGS program.

7. describe how improvements implemented in each of three field

test settings address typical problems faced by guidance personnel.

8. summarize five conclusions which have been made from the field

tests, list at least one recommendation based on each conclu-

sion, and illustrate (with a practical example) how by using

each recommendation the reader can improve school based guidance

activities.

If, after reading Chapter I, the reader is not able to accomplish these

eight objectives, he should review the pertinent sections of the chapter.



CHAPTER II

Needs Assessment
Goal Statements,
& Performance Objectives

The Need for Needs-Assessment
Counselors are present in schools for the stated purpose of meet-

ing youth guidance needs. Yet rarely can counselors document the needs
they are addressing. The first phase of the comprehensive plan-
ning process introduced in Chapter I includes needs-assessment,
because it is our contention that many counseling and guidance efforts
are misdirected. To be effective and have an impact on the lives of
students, counselors must direct their efforts toward the actual needs
of youth. And, in order to determine youth needs, a valid assessment
must be conducted.

In this document, a "need" is defined as the discrepancy between
a student's current and desired status. This concept of need does not
carry perjorative connotations of an ill to be remedied but rather
indicates the direction in which that student wants to move. Therefore,
needs-assessment should appraise where youtt1 are rather than where the
systr is. System-oriented needs refer to institutional or organ-
izat onal requirements such as the need for more counselors. While
these are important, their consideration is premature at this juncture.
System needs become relevant when consideration is given to how
student needs will be met.

The primary purpose of needs-assessment is to provide the base
and justification for all subsequent guidance activities. It provides
direction for planning activities and allows for the establishment of
priorities among various possible desired outcomes and related tasks.
It also produces the criteria for evaluating whether the system
functions as intended.
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A Two-Phased Needs-Assessment

First Phase
The first phase of CCGS needs-assessment was undertaken several

years ago and is well documented in the CCGS report referenced in
Chapter I. In this phase, a nationwide survey and search was conducted
to find the boundaries of a comprelnsive guidance system, and to find
bases for organizing the broad variety of student guidance needs.
Using a survey of the literature and content analyses of available
guidance programs, this phase led to the identification of the guidance
needs of youth across the country. These needs were categorized into
six student-centered areas which should be addressed by any aropre-
hensive guidance system. These six are:

1. vocational planning needs

2. educational planning needs

3. learning-how-to-learn needs

4. personal-social needs

5. social responsibility needs

6. leisure needs

It can be seen that "vocational planning" needs constitute only
part of the Comprehensive Career Guidance System emphasis, in which
"career" is virtually synonymous with "life." "Educational planning"
needs relate to the directions a student wishes to pursue in education
apart from the educational requirements for his chosen vocational field.
"Learning-how-to-learn" needs, on the other hand, refer to skills which
enable an individual to acquire knowledge or, in essence, learn. These
include the skills of reading, listening, notetaking, and more. "Social
responsibility" needs are broader than the social needs referred to in
the personal-social area. The former are needs concerned with being an
effective citizen and member of society, while the latter refer to needs
related to interacting with persons in small groups. "Leisure" needs
refer to the desire to structure or plan the use of free time.
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In addition to the six areas of youth guidance needs, some categories
of general "activities" which a guidance system should provide for
youth were formulated. They are of two types: (a) "direct inter-
ventions," which are activities affecting students directly, and (b)
"indirect interventions," which are services provided on behalf of
students by influencing their surroundings. The direct intervention
activities were organized in light of the model ff.--"riai--"MT-Brimneorpersoroem-

solving described in Chapter I. Major categories of these individual
planning, goal-setting, and self-management skills are displayed in
the diagram below.

SUMMARY OF PERSONAL PROBLEM-SOLVING SKILLS

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 the product and process
of problem solvingIsimmilimemomm

Two general types of direct interventions were outlined. There are
those which are beneficial for all studentsthat is, they meet develop-
mental needs. Secondly, there are prescriptive activitiesones which
not all students must experience, but which still must be offered by a
comprehensive system. Indirect intervention consist of changes in the
school and community which will both foster students' individual develop-
ment, and rid the environment of unnecessary blocks to student development.
The chart on the next page delineates the 12 types of direct and indirect
interventions which were determined in this first phase of needs-assessment.

Second Phase

The first phase of needs-assessment defined the scope of the CCGS.
Seldom, however, does one school or district embrace the entire domain.
Typically, there are various parts of the domain which are irrelevant
to a particular student target population. The next step in the plan-
ning process is to identify the highest priority need areas of students
within a particular school or district.
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DIRECT INTERVENTIONS,

(Learning Activities Employed Directly with Students)

Developmental Activities

1. Orientation-in
Meni1777rents for a new educational level, a new educational system such
as individualized education, an innovative guidance program, or a new specific
school setting.

2. Personal Assessment
helping students understand and develop their own abilities, interests,
physical attributes, personal and social behaviors, and values and preferences
related to available career opportunities in each of the six areas of behavior.

3. Personal Choice Opportunities.,
assisting students to consider options available in each of the six areas of
behavior--the career need areas.

4. Personal Problem-Solvin9 Skills
ena6ling students to make decisions and plans wisely and to implement these so
as to use personal assessment and personal choice opportunities information in
each of the six areas of behavior.

5. Formulating and Pursuing Personal Goals
so that each student will be assisted to formulate and to pursue his goals and
his plans for achieving these goals in each of the six areas of behavior.

Prescriptive Activities

6. Within-school Learning Experiences
working with a student or group of students experiencing learning, intra-
personal and interpersonal problems or an idiosyncratic problem occurring in
the six areas of behavior.

7. Orientation-out Prescribed Learning Experiences
providing prescribed learning experiences for student problems occurring at
times such as when they are entering the world of work, dropping out without
specific plans, enlisting in the militarY.

INDIRECT INTERVENTIONS,

(Services Provided on Behalf of Students)

Interventions implemented through providing assistance to assess and possibly to
modify:

8. aspects of the educational setting and system

9. school personnel

10. home and neighborhood factors

11. community resources (e.g., health, social, and welfare agencies, businesses
and industries)

Interventions implemented through:

12. guidance-related research and evaluation--experimentally controlled studies
of guidance and counseling materials and procedures, follow-up studies, and
analyses of changes in the characteristics and needs of the student popu-
lation.
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Needs-assessment within a particular setting must consider both
the desired and current status of students' development and their
careF--TTighing.--774Tesired status assessment describes the direct-
ion in which students would like to go, while the current status
assessment indicates how much distance they need to travel in order
to get there. Two students who both want to achieve the same end
will require different guidance programs if their present levels of
career development differ.

The Comprehensive Career Guidance System approaches to the important
task of assessing current student status include survey tests of knowledge,
situational tests of current behavioral abilities, and attitude inventories.
One such measurement tool developed and implemented is an Occupational
Knowledge Survey which assesses students' knowledge of: the world of work;
occupational families; and various occupations including the prerequisites
for entering them, basic salary levels associated with them, and other
factors. Data from such current status assessment instruments are then
used in connection with desired status assessment data to design guidance
programs for specific student target groups.

A Distinctive Needs-Assessment Strategy

Within a particular school setting, a variety of strategies are
available for assessing the desired and current status of student
target populations. Of the several to be discussed in this chapter,
most strongly recommended is a distinctive strategy implemented at
John Muir Junior High School, one of three main sites in wthich
selected elements of the CCGS were field tested.

This strategy ascertains both from students and adults their
perceptions of those parts of students' lives which are incomplete.
Since students are the direct consumers of the guidance programs,
their perceptions are important. However, adults such as counselors,
teachers, administrators, employers, and parents can also provide
valuable information on the career guidance needs of students. In
this needs-assessment approach, adults are not asked to "second guess"
students by reporting what ends or outcomes they think students are
seeking. Rather, they are asked to utilize their experience to
estimate what students need the most. Later in the chapters alter-
natives for resolving discrepancies between adult and student percept-
ions of youth needs will be discussed.

In this recommended needs-assessment approach, data are kept
anonymous and confidential. This encourages individuals to be open
about their feelings. The only personal information gathered from
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each participating individual is biographical, including: age (for
students only), sex, ethnic background, grade, and position (for adults
only). These biographical data are collected so that needs inform-
ation can be analyzed by subgroups of the target populations.

At this level of program development, the primary purpose of this
needs-assessment strategy is to furnish an empirical base for deciding
which guidance programs to emphasize in a particular school setting
and not to diagnose the career planning and development needs of in-
dividual youth. This approach assumes that there are some common
priority needs within the target population which can be met through
coordinated planning. Thus, the total target population is rando:aly
sampled; no attempt is made to assess every member in that population.
Various alternatives are used such as sampling within grades and by
individuals or across grade levels by classes. This does not dimdnish
the importance of individual, idiosyncratic needs, for they are treat-
ed later in the planning process. This first step provides the base
for priority program planning and encourages a planned developmental,
rather than a crisis-oriented or "be-everything-to-all-people" approach
to guidance systems.

Field tests of this distinctive strategy have emphasized assess-
ment of youth needs in four of the six life areas outlined earlier
in this chapter. Assessment materials in the other two areas (Social
Responsibility and Leisure) are currently under development. For each
area, a list of possible neea statements was developed on the basis
of data obtained during the first phase of need-assessment. Each need
statement, written on a separate card, describes a level of personal
functioning for which a given youth might feel a need to strive. A
deck of cards for each life area is developed for youth and adult
reactions. This card format allows respondents to consider and make
decisions about each individual statement rather than dealing with all
statements at once. The areas surveyed, and example need statements
from each, follow.

Effective Student Learning Needs

I need to read faster.

I need to be more comfortable when giving infbrmation
or speaking in class.

I need to understand how I am progressing in each class and
how I can improve my work.

I need to be Zess nervous when taking exams or tests.
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Vocational-Educational Planning_ Needs

(Included are those educationFl planning needs which relate direct-
ly to vocational planning.)

I need to know what various jobs are like and hcw my special
talents and intcrests will help me do these jobs.

4> I need to know what I can do now to prepare for work that I
want to do in the future.

I need to develop plans which will help me reach my educational
and occupational goals.

I need to know how to perform well on job applications and in
interviews.

Since so many need statements were generated for the Personal-
Social life area, this area was broken down into two sub-areas: intra-
personal and interpersonal.

Intrapersonal Needs

I need to get in touch with my feelings and understand how feel-
ings affect my behavior.

I need to "let go" moreto have more fun.

I need a more constructive way to 4:Tress anger.

I need to increase my ability to keep my promises.

Interpersonal Needs

I need to know the things about me that "bug" others.

I need to be a more sharing and trusting person with others.

I need to speak up for myself more--to be more assertive when
the occasion demands.

I need to better solve problems I have with my parents.

For the purpose of obtaining adult reactions, each statement was
rephrased so that it began: "Students need...." The available list
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of need statements is "expandable" in that youth and adults may write
original need statements on blank cards and add them to those presented

in the decks of cards.

Implementing the Strategy
The first implementation step is to have each list of need state-

ments validated by counseling personnel and selected students at the

specific settings. Counseling personnel should assess the objectives
of their current efforts and make certain that need statements related

to these objectives are contained in the lists. If they are absent,

additions to the lists should be made. One technicive for getting at

these objectives, if this task proves to be difficult, is fcr counselors
to look at their daily activities and determine toward what aims these

are directed. If counselors have been devoting a great deal of time
and effort to special guidance programs, inserting statements related to

the needs which these programs address provides the counselors with an
opportunity to validate their current efforts against what students feel
they need. Additionally, counselors may wish to delete same items which
do not apply to certain target populations. The selected students are
especially helpful in testing the wording and clarity of the need state-
ments.

The next step is to train a group of individuals in the orientation
and interviewing procedures. The interviewers may be school personnel,
non-school assistants (e.g., housewives or college students), or capable
students. All students selected to participate in the assessment
receive an in-class orientation, while all participating adults receive
written orientation materials. After completing his training, each
interviewer works with several adult or student groups of five to eight
people. In these interviews, each interviewee examines four separate
decks of cards on which statements of the guidance needs are printed.

The interview consists of several rounds of sorting through the
decks of cards. For each deck the interviewee selects the five "needs"
which are most important to him and then indicates with which of these
he wants immediate assistance. This latter indication is especially
important because it pinpoints needs which should receive priority atten-
tion in program planning. To provide further information in deciding
which areas to emphasize, students are asked to consider their five top
choices in all four areas (for a maximum total of 20 needs) and then
to select the top eight. Students may select their five needs fram
any one area and none from another if they desire. This then provides
information for establishing priorities among the areas themselves.
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As was indicated earlier, each
interviewee has the opportunity to
use blank cards to write down
"
needs" he has (or adults feel youth

have) but which are not covered in
any of the four decks of cards.
These statements are incorporated
into subsequent versions of the
decks and help to continually up-
date and revise the procedures. At
the conclusion of the card sorting
procedures, each interviewee is
given the opportunity to write down
(or tell the interviewer, which is
the typical procedure when younger
students are being interviewed):
(a) suggestions he has for addition-
al need areas which are not covered;
(b) comments on current and possible
future guidance services in schools,
and (c) reactions he has regarding
the manner in which his perceptions
were collected.

The attempt to get open-ended responses from interviewees can be
very productive. For example, the following comment recorded by a ninth-
grade girl indicates that this needs assessment procedure can have both
motivational and educational effects on students:

"1 liked doing this because I can show you what I want amd
what I need now. Some of those cards also gave me ideas of
what I might want to do in the fl4ture."

The comment of one parent of a ninth-grade student indicates the
public relations impact of this strategy:

"I'm very happy to learn of this type ofstudy. The basic
R's are still important but the student is part of the real
world, too. Too many people plod through life for a pay-
check, without apprmiating or even liking their job. Sone
people do not know how to think and reach lcgical conclusions.
EMphasis needs to be given to the real world and opportunities
available to them."

These statements are representative of the vast number of comments
received from students and adults. Interviewers' observations are also
collected in order to improve the efficiency and effectiveness of the
procedure.

Two types of data result from these procedures. The first type
of data results from the cards which were selected as the top five
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choices of students and adults. These data are recorded on information
sheets by the interviewers, and then are keypunched and analyzed by
computer. Tabulations are computed for the total student and adult
samples as well as for various subgroups for which a school's or
district's program planners desire to have data summaries. The com-
puter program written especially for this strategy produces a rank or-dering of statements in each of the four areas according to how often
each need statement is selected as a first choice need, how often itis chosen as one of the top five needs, and how often it is chosen asone of the top five with weight being given to the position at whichit is chosen. The second type of data is the more subjective data
obtained from the open-ended comments. These can provide information
on unanticipated outcomes of guidance programs and of this needs-
assessment strategy, and is especially useful in revising the strategyitself.

_Alternative Needs-Assessment Strategies
Variations of the small-group, card-sorting procedures have alsobeen tried. One alternative is using the card-sorting procedure in an

individual setting with one interviewee for each interviewer. Whileleading to a more personal atmosphere, it is also more time consumingand thus more expensive. A second variation uses checklists with all
need statements in a career area printed on them instead of on separatecards. This is faster and less expensive, making it possible to assess
many more individuals at one time. However, it is also much morecumbersome and difficult for interviewees. Instead of being able tomake decisions about individual need statements and place the cards invarious piles, the interviewee, in essence, must work with all state-
ments at once.

Where time and circumstances do not permit one of the above
approaches in which youth perceptions of their own needs are gathered,
alternate needs assessment approaches must be explored. For example,in the Pioneer Senior High School setting, a conference was held in-
volving selected teachers, counselors, and administrators. Based ontheir experience at the school, these individuals made "educated
guesses" about the needs of their tenth-grade students. The followingis an example of one of the first lists of very general student needswhich was generated at the Pioneer needs-assessment workshop and which
was later used for program design purposes:

Z. Students need to know a problem-solving technique amd
how to apply it.

2. Students need the opportunity to explore possible alter-
natives for their decisions.
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3. Students need to know more about vocations.

4. Students need to knJw how to obtain vocational information.

5. Students need a personal set of values.

6. Students need to understand the responsibilities cold ccm-
sequences of group membership.

7. Students need to understand other people's viewpoints.

8. Students need to handle anger and other uncomfortable
emotions constructively.

At Booker T. Washington (BTW) Junior-Senior High School in Houston,
Texas, a workshop involving the school's administrative and guidance
personnel was held prior to the initiation of the CCGS field test.
Major emphasis was given to determining adults' perceptions of the
guidance-related needs of BTW students. This was accomplished primarily
through a review of the characteristics of current students and from the
professional opinions of these school staff members. While these latter
techniques may not be as desirable as the student-involved approach
described earlier, they do still produce information which can be used
constructively in the design and evaluation of career guidance programs.

By incorporating the elements described above, the needs assess-
ment Procedure attempts to avoid the deficiencies of the more tradition-
al needs assessment techniques. These deficiencies include: emphasizing
the "means" rather than the "ends" of career guidance programs; using
data gathered from individuals after they have left school, wbich is
usually of an abstract nature and without specific program implications;
or questioning youth about their complaints rather than identifying the
positive directions in which they wish to move. The essential difficulty
of most of these traditional approaches to the assessment of student
needs is that they do not expedite the development of guidance programs
by suggesting positive directions which can be used to draft measurable
objectives for student development.

Task Force Use of the Data
Once the data on the needs of youth target populations have been

collected, task forces made up of teachers, students, counselors, and
administrators can begin to work with the results. A number of task
forces may be established; for example, one task force for each grade
level surveyed. A major purpose of these task forces is to get
relevant school personnel and students to use the data and to participate



in decisions about student needs which provide the basis for guid-
ance program planning. Wi,en data have been collected through this
approach, these task forces identify the highest ranked "needs" and the
n
needs for which immediate help is required" as reported both by adults
and youth. Where discrepancies occur between the youth and adult data,
strategies for reconciling these differences must be established.
These strategies will differ from school to school depending on how
much weight task forces afford to each of the sources and how much
reliability is estimated for the data collectiqn process implemented
with each source. Counselor and teacher knowledge of students can play
an important part in the process of resolving data discrepancies. Some
unanticipated results in the assessment procedures might also indicate
strategies which can be used in resolving student-adult differences in
perceptions. For example, if a great many students at one grade level
indicate that they had difficulty understanding the need statements,
more weight might have to be placed on the adult data for that grade
level. Or, if the sample of responding adults for a given grade level
is significantly smaller than the student sample, the student data might
have to be weighted more heavily.

For each area surveyed, the task force identifies the five to ten
highest priority "needs" and "needs for which immediate help is required."
To determine which areas should receive priority attention, the "needs
across four areas" data, described earlier, are used. These results
serve as the focus of guidance program planning in the particular set-
ting. Data on the lowest priority "needs" are also considered by the
task forces, for they indicate areas which should be deemphasized.
When approaches other than the recommended CCGS needs-assessment
strategy are used, counselor and teacher expertise usually are the
major source of these priorities.

Using Student Needs Data To Design
Guidance Programs

The first step after the identification of priority needs in each
area and across the four areas is to translate these need statements
into statements of student goals. This involves a very simple pro-
cedure of changing the need statement from "I need" or "Students need"
to "The student will be able to...." For example, if "I need to be
able to ride a bicycle" nappened to be a high priority need, this could
be translated into the following goal statement: "The student will be
able to ride a bicycle." It often is desirable to divide the state-
ment into two or more fairly specific goal statements. At the con-
clusion of the chapter, some of the goal statements which were written
by task forces in the field test settings are presented. Although
their complexity and specificity may vary, goal statements should be
written--they are ever present reminders of the purposes for which each
guidance program is designed.
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Writing goal statements leads to the second and more difficult task
of writing "performance objectives" for each goal statement. These
objectives incorporate descriptions of the things which will indicate
exactly when a student has achieved a goal. To write a performance
objective, program planners must answer the question: What acts should
a student be able to perform as evidence that the goal has been reached?
Such "acts" require a performance which demonstrates a skill, a know-
ledge, or an attitude. To be understandable, the conditions (that is,
given what resources or cues) under which the student will be asked to
perform these acts must be explicit, and the amount of evidence required
(how many times, what percent of the time, hoiTgEih) must be stated. A
performance objective, thus, tells the student what he should be able to
do, under what conditions, and how much or how often he should be able
to do it. In writing these performance objectives, a task force may
decide to review data banks of available objectives.

Below is a simple specific goal statement and its related perform-
ance objectives, developed by a task force of individuals fnom the San
Jose Unified School District. It is one of a series of goal statements
derived from the high priority need, "1 need to know what Jobs might be
available to me in the future." All groups of related goals and object-
ives must be systematically sequenced. A recommended sequence begins
with youth collecting and comprehending relevant information (as indicated
in the two objectives below), synthesizing information from diverse
sources while making decisions based on this integration, and acting on
the basis of these decisions. Such a sequence involves specific skills
delineated for each of the three personal problem-solving areas (planning,
decision making, and implementing-evaluating-revising decisions) intro-
duced on page 8 of Chapter I and outlined on page 25 of this chapter.
This sequence has been used to organize all units and program in the
Comprehensive Career Guidance System.

Goal Statements

To understand ways in which the availability and/or desirability
of vocational opportunities are being influenced by trends re-
sultimg fran social, economic, and technological factors.

Performance Objectives

I. TO identify the correct definitions of at least three of the
following terms:

a. trend c. economic factors
b. social factors d. technological factors

2. Given exemples of fact rs which are affecting job opportunities,
to identify correctly sn at 'least three offive cases whether
they are social, economic, or technologiaal factory.



3. Given examples of social, economic, and technological factors,
to identify correctly in at least three of five cases their
impact upon job opportunities in particular occupational
areas.

4. To list three ways in which current information on job trends
can be citained.

5. To explain at least one reason why projected job opportunities
are important for a student when he is in the process of setting
long-range vocational goals amd making plans to achieve them.

Such performance objectives will serve as the primary guidelines
for all subsequent planning activities. The goal statements and related
performance objectives are also easily used for evaluation purposes, as
will be described in detail in later chapters.

Each task force should devote sone time to examining the goal state-
ments and even performance objectives for commonalities or logical
relationships. Related goals or objectives can be clustered to form
possible subprograms within an entire guidance program. In such a case,
each task force should also set priorities for these subprograms, in
the event that it is not possible to initiate them all at once.

If separate task forces have been working with the needs assessment
data and have arrived at goal statements and performance objectives for
separate grade levels, or groups of grades, some exchange must take
place among the various task forces in orier to obtain a flow or
"developmental sequence" from the elementary grades through junior high
and into senior high school. If two grade levels have identified the
same top priority need, decisions will have to be made about exactly
where this need would be most appropriately addressed. Within a school
district, the optimal condition of a developmental guidance system is
to have a smooth flow of guidance programs across the various grade
levels to preclude duplication.

Goal Statements from
CCGS Field Test Sites

This chapter concludes with sample goal statements stated by task
forces in each of the three field test sites. Goal statements are grouped
according to the programs field tested in each site. These statements are
the results of the needs assessments and related procedures described
earlier in this chapter. While performance objectives were also devel-
oped in each case, in the interests of space, only the goal statements are
presented here.
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The 1971-72 San Jose Unified Educational-Vocational Develo ment Pro ram

1. Students will be able to understand that this individualized
Vocational Guidance Program is designed to help them set up
their own vocational and school goals as well as plans for
achieving them, and to know the major goals of this program.

2. Students will be able to identify important decisions and
the points in time when it is probably best to make them;
and to recognize that if the decisions are made then, they
will probably open a maximum number of opportunities for them.

3. Students will be able to understand some ways in which the
availability and/or desirability of vocational opportunities
are being influenced by trends resulting from social, emnomic,
and technological factors.

4. Students will be able to recognize the importance of grouping
occupations according to things they have in common, and
understand the Long Range Goal (LRG) system of grouping
occupations.

5. Students will be able to understand that information aLout
their personal characteristics can help them set their
vocational goals, and that over time their personal character-
istics may change, making it important to consider these
changes in their planning.

6. Students will be able to collect and organize information
about their abilities, interests, values, physical traits, and
personal and social behavior which can affect their choices of
school and vocational goals.

7. Students will be able to explore three LRG's in depth and
to consider them as their own possible long-range vocational
goals.

8. Students will be able to pick their first and second choice
tentative long-range vocational goals, and plan a high school
program to help them reach these goals.

The 1971-72 San Jose Unified Personal and Social Develo ment Pro ram

1. Students will be able to improve their attitude, knowledge,
and behavior in the area of acting constructively in diffi-
cult situations.
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2. Students will be able to improve their attitude, knowledge,
and behavior in the area of showing strength of character and
integrity.

3. Students will be able to improve their attitude, knowledge,
and behavior in the area of contributing to group interests
and goals.

4. Students will be able to improve their attitude, knowledge,
and behavior in the area of showing consideration for the
feelings of others.

5. Students will be able to improve their attitude, knowledge,
and behavior in the area of showing leadership.

The 1971 San Jose Unified Effective Personal Problem Solving Program

1. Students will be able to perceive and delineate personal
problems.

2. Students will be able to search for information to resolve
personal problems.

The 1971-72 Booker T. Washington Junior-Senior High Orientation and
Personal Assessment Programs

1. Students will be able to understand the courses offered at Booker
T. Washington, to adapt to educationdl innovations used there,
and to use resources available in the school and at home.

2. Students will be able to understand that individuals are not
"trapped by the future," rather that things people do can have
effects on the way their lives work out.

3. Stilents will be able to compare different approaches they can
haft toward their future.

4. Students will be able to understand basic concepts about the
Comprehensive Career Guidance System.



5. Students will be able to underst,nd that information about their
personal charcActeristics can help them set their vocational
goals, and that over time their personal characteristics may
change, making it important to consider these changes in their
planning.

6. Students will be able to collect and organize information
about their abilities, interests, values, physical traits,
and personal and social behavior which can affect their choices
of school and vocational goals.

Chapter II Training Objectives

This chapter was designed to enable each reader to:

1. describe at least two benefits of doing a student needs-
assessment;

2. recognize at least one wey in which the two Phases of a com-
prehensive needs-assessment differ;

3. summarize at least three aspects which make the CCGS approach
to needs-assessment distinctive;

4. identify at least two alternate approaches to the needs-
assessment procedures;

5. summarize the procedures for translating "desired status" data
into goals statements;

6. explain at least two rules for writing performance objectives
from goals statements.

If, after reading this chapter, the reader is not able to accomplish
these objectives, he may wish to review the pertinent sections of the
chapter.
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CHAPTER III

The Development
and Implementation of
Guidance Programs

This chapter provides information on the instructional and counsel-
ing procedures that were investigated for possible use in CCGS field
tests, the elements that make up a typical individualized student

.

learning unit, and the tasks included in standard field test
implementation schedules. In line with its training orientation, the
chapter describes criteria to be used by guidance program planners in
choosing instructional and counseling procedures appropriate to perform-
ance objectives. It also explains steps for program planners to follow
in selectiny those procedures that can be implemented from among those
that are appropriate to objectives. (The behavioral objectives of the
chapter are listed on page 56.)

The Development
and Implementation Process

The reader has seen how the top priority youth leeds in four of the
six content areas were identified, and how goals and related student
performance objectives were written for each of them. To briefly
summarize the CCGS development and implementation process, the assessment
of youth needs focused on the ways that students would like to be able
to function, as perceived by both students and adults. Then, these
desired levels of functioning were incorporated into personalized career
guidance goals and performance objectives for each student. For the
purposes of system planning and evaluation, the goals and related per-
formance objectives of every student involved in guidance activities are,
in effect, the system's product objectives. Once written, these state-
ments of goals and objectives were grouped into programs. These programs
were ranked according to which ones should be implemented first based
upon: (a) the priority of the youth needs addressed by each program,
and (b) the type of resources available within the school system. The
balance of this chapter will detail appropriate procedures for the
specification, selection, and implementation of activities and materials
to help students achieve their objectives.
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Specification of Possible Procedures
The planning of activities to help students achieve a particular

performance objective requires a broad survey of instructional and
counseling procedures to insure that program planners do not overlook
an alternative that could prove to be useful, as well as to avoid the
pitfall of "reinventing the wheel" when adequate procedures already
exist. A list of the procedures that were investigated for possible
use in CCGS field tests is shown in the chart on the next page. While
not all of these procedures are equally effective all the time, most
of them are appropriate at some time.

Selection of Appropriate Procedures

Given such a broad choice of possible
procedures, the question is: "How does the
program planner decide which procedure to
use to help students attain a particular
performance objective?" To identify the
instructional and counseling procedures
most appropriate to each performance object-
ive, the prograrl planner should choose two
types of techniques.

1. Techniques tha t. enable the student
to perform in a manner most closely
resembling the performance called
for by the objective. If fhe
objective has been carefully developed, it will indicate what
a student needs to learn or do to demonstrate satisfactory
achievement. Some objectives may describe a complex skill for
which students must learn a series of component behaviors,
while others may adequately describe an entire skill. When the
type of performance desired is clearly sicieFfired in the object-
ive, it becomes possible to identify the general procedure or
combination of procedures appropriate for reaching the object-
ive. The general rule is: "Give the student practice in the
performance he is to learn."

For example, one performance objective might read, Use
appropriate behavior and show appropri,:te appearance in a
personal interview. First, the student should be taught to
discriminate between appropriate and inappropriate interview
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INSTRUCTIONAL AND COUNSELING PROCEDURES ISTUDENT ACTIVITIES

AND MATERIALS INVESTIGATED FOR POSSIBLE USE IN CCGS FIELD TESTS

1. printed

a. Narrative

b. Programmed

c. Cartoon booklets

2. Observing

a. Live demonstrations

1) Peer student models

2) Cross-age models

b. Live dramatizations

c. Films

d. Film-strips

e. Slides

f. Video-tapes

g. ARy one/or all of the above
observational media followed
by guided practice supervised
either by the models or by
counseling personnel.

3. Listening,

a. Radio

b. Sound recordings

1) Records

2) Audio-tapes

4. Interacting individually and/or in

groups with:

a. Counseling personnel

b. Community resource persons

5. Practicing behavior under
simulated conditioms

a. Simulation game3

b. Simulated work samples

c. Role-playing

d. Behavioral rehearsal

6. Gathering personal assessment
information:

a. Responding to instruments
measuring personal charac-
teristics.

b. Collecting information
from othei people.

c. Self-assessment activities

7. Participating in computer

8. Using on-line computer
technology



appearance and behavior. For this objective, a sound film or
film-strip demonstrating both acceptable and unacceptable
versions of interview appearance and behavior combined with
opportunities to role-play proper interview behavior with
another student or counselor are more appropriate than having
a discussion or reading a book.

2. Techni ues that most closel resemble the conditions called
or sy t e_per ormance o ject ve. If t e objective as een
adequately deveioped, it will not only suggest the major type
of performance but will also suggest conditions under wthich
performance will be expected to occur. Ror example, one per-
formance objective might read, Given two examples oforal
responses from individuals, the student must be able to
identify the one most representative of "shaming consideration
for the feelings of others." In this instance, a form of audio
instruction is appropriate because the condition specifi6TIFT
the objective is "Given two oral responses...."

Once a program planner has identified an array of alternative in-
structional and counseling procedures, he must rank them according to
how likely it is that each will promote studenciamievement of a given
objective. Information on the conditions under which students in a
particular school setting learn best, including reactions from students
in the key target populations, is required here.

Selection of Feasible Procedures.,
%moon;

After the instructional and counseling
procedures most suitable to desired perform-
ance have been specified, the next step is
to select among them on the basis of admini-
strative criteria. The most appropriate
techniques are, not always available, nor are
they always practical or within a school's
budget. For example, the best way for a
student to learn the consequences of select-
ing a long-range occupational goal related
to a particular occupational cluster is for
him to spend six months to a year working in
each of several occupations representative
of that cluster. While this normally would
be impractical and very costly (both in terms of a student's time and
in terms of low productivity from an employer's perspective), the
United States Office of Education is currently funding several prototype
versions of an employer-based career education model that proposes to



design extensive job-based exploration opportunities far students. If

these can be developed and implemented in a manner that will be feasible,
they will be directly, related to student performance learning. In the

meantime, a variety of less costly simulated experiences have been de-
signed for this purpose.

To facilitate program planning and evaluation, a planner should
express the chosen instructional and counseling procedures in the farm
of program process objectives. A planner furnishes evidence that he has
accomplished his program process objectives by detailing how he has
supplied students with the program activities and materials required fo:-
them to reach their performance objectives.

Here is a list of steps for program planners to follcw in selecting
those procedures that can be implemented from among those that are
appropriate.

1. Identify the instructional and counseling procedures that
counseling personnel ilready have available in the target school
setting. Io identify these procedures, a planner must utilize
an assessment of a school's current counseling and guidance
objectives and related activities. Such an assessment is likely
to show that a significant percentage of each counselor's
activities are connected with administrative objectives unrelated
to his professional skills. In addition, the assessment will
isolate those procedures presently being used with students to
help them fulfill their guidance needs, as well as those pro-
cedures counselors have available but which have not yet been
incorporated into the school's current guidance programs.
For example, in an in-service training program, the counselors
of a particular school may have learned to role-play personnel
officers or admissions officials. However, they may not yet
have had opportunities to integrate these procedures into
their school's guidance programs. Whether or not they have
been applied, the techniques identified in this step should not
require the target school or district to spend additional funds
to make them available to students, unless perhaps to hire
individuals to do the administrative activities formerly done
by counselors.

2. List the instructional and counseling procedures that are not
currently avaflable in the target sc ool/district setting but
which are available either ftom commercial or non- rofit
organizations. For examp e, a series of films demonstrating
the type of work and working conditions found in various
occupations might be appropriate to student learning of the
performance specified in an objective. Even though target
school or district may not have these films in their audio-
visual library, they could be rented or purchased from a
commercial supplier.

3. Isolate locally or commercially available procedures that could
be made appropriate through adaptation. Often those instructional



and counseling techniques that have been developed require
modification to become ideally suited to student learning of
the particular behavior that is described in a performance
objective. In some instances, the adaptation can be made as
the procedure is used with students, such as showing only the
most relevant parts of a film, film-strip, or video-tape. In

other instances, additional "development" time is required of
counseling personnel to transform the item into an adequate
instructional or counseling procedure.

4. Itemize the procedures that are not available locall or
commercia y and, t ere ore, wou s need to e deve ope Novel
procedures are constantly befng generated and pilot tested by
counseling and guidance researchers. New information on the
kinds of techniques that are most effective in helping certain
students learn a particular kind of performance is constantly
being generated. In fact, a publication called "Communique,"
distributed by the ERIC Center at the University of Michigan,
is designed solely to help teachers and counselors by dis-
seminating information on newly developed techniques. However,
when development is contemplated, program planners must estimate
the cost to a target school/district (both in terms of staff
time and materials production) as precisely as possible.

5. Select the procedures that are most practical on the basis of
the target school/district's budgetary constraints. As

indicated earlier, the prOgram planner ireeds to choose the
technique that most closely approximates the conditions called
for by each performance objective. Suppose an objective called
for &student to be able to muke an effective oral leadership
response to spoken threats or challenges fr-,,m other members of
a group. Appropriate techniques are those that can speak in
a threatening manner to the student, i.e., audio techniques.
This mdght be done by film, video-tape, audio-tape, a record,
a teacher or counselor, or by a peer tutor. Comparing what is
appropriate with what is available and feasible, the teacher
or counselor and student tutors might be ruled out because it
would be difficult to schedule enough of their time to give the
student sufficient practice. A film or video-tape might be
eliminated for similar reasons. A student would be likely to
get the most practice if furnished with a tape recorder and
appropriate audio-tape. If, however, the tape recording equip-
ment is unavailable due to a school's or district's limited
budget, the counselor or teacher himself may be the best
practical alternative.

Shown below is an example of a student performance objective and
the activities and materials that were selected (on the basis of
appropriateness and feasibility) to help students achieve it. This
example is from the San Jose Educational-Vocational Development Program
that was developed for one of the field tests.



Performance Objective: To describe the typical work activities of an accountant.

Student Activities:

1. Read the section on "Accountants and Auditors" on pp. 180-181
of Occupations and Careers (Feingold, McGraw-Hill, 1969).

2. You have learned what accountants do. To practice some of their
on-the-job activities use the Job Experience Kit titled "Accoun-
tant." Read the booklet and follow the directions in it. Keep

your completed answer sheet (found in the kit) with this student
guide.

3. Companies and government agencies, just like families and indi-
viduals, need to budget their money. They need to keep finan-
cial records on how much money they have, how much they spend,
and how much they receive. They must also plan ahead so that
they will have enough money to meet their expenses. Accountants
plan budgets, develop systems for keeping financial records,
check the accuracy of financial records, and analyze the ok.aning
of financial statements.

How well do you keep account of your finances? For the next
week, keep account of all the money you receive and what you do
with it. If you have any questions about the following activi-
ties, discuss them with your teacher or counselor.

a. First plan a budget by estimating haw much money you will
receive and how you will use the money. Divide a piece of
paper into three columns. In one column, list all the items
you generally use money for during the week, such as food,
bus fare, clothes, savings, etc. In the next column, esti-
mate how much you spend in a week on each item. In the last
column, list where you get the money for these expenses, such
as part-time work, allowance, savings, etc.

b. Next develop a system for keeping track of the money you
receive and how you spend it. Have a place to write down
the amount of money you spend and a description of how you
spend it. Also have a place to enter how much.money you
receive and where you get the money. Explain to your teacher
how you plan to keep track of your money.

c. During the next week, keep a careful record of all the money
you spend and all the money you receive.

d. At the end of the period, compare your original budget with
your actual income and how you used it. Add up the amount of
money you spent or saved and add up the amount of money you
received. Both sums should be equal! See if you can account
for where your money went.

When you have completed these four steps, show your records to
your teacher or counselor and explain your accounts.

4. Write a short paragraph describing the typical work activities
of an accountant.
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Implementation of Selected Procedures

Once the most effective and feasible instructional and counseling
procedures have been selected (and expressed in the form of progrmn
process objectives), the activities they represent must be scheduled,
and the staff services and material resources required to conduct these
activities gathered.

To facilitate a variety of alternative methods of program imple-
mentation in the system, all the performance objectives and nelated
activities and materials that were derived from a particular student
goal statement are organized into individualized student learning units.
These units serve as the basic curriculum element in each of the
programs, and building blocks in the design of individualized programs
of study. The student, his parents, teachers, and counselor, all are
engaged in the process of deciding which units are appropriate for him.
To date, the units developed in the various CCGS programs have been
viewed as relevant to needs most students have, although one program--
the Personal and Social Development Programwas designed to be imple-
mented in both a developmental and prescriptive phase.

Several methods for increasing the individualization of the use
of these units have been developed. They help students to deter-
mine which units in a guidance program contain goals and objectives he
has not yet achieved and, therefore, would be appropriate for him to
study and which he need not work on. The first method is the placement
test which assesses whether the student can demonstrate adequate per-
formance on items keyed to the unit objectives. The results are used
to "place" the student in a unit appropriate to his needs. The second
method is less structured and requires the student to assess his own
learning status. If a student examines the objectives and activities
in a particular unit, and judges that he already has achieved these
objectives, he may elect to "challenge" the unit by taking the end-of-
unit proficiency test. If his performance on this test is satisfactory,
he need not work on the unit. If he fails to demonstrate he has achieved
the unit objectives, he must do the activities related to the objectives
he clearly has not mastered.

The following statements are excerpted from an orientation unit in
one of the CCGS programs to illustrate how a student's experiences in
working on an individualized learning unit would differ from his
experiences in an ordinary classroom.

This class will differ from any of your other classes.
Looking at it from a studentts point ofyiew, the most
noticeable difference will be in the level ofstudent re-
sponsibility.



Each student will work at a rate of speed that is best
far him. This means that you will not have to keep up with
other members of the class, nor will you have to wait far
them. In many classes, all students work on the same lesson

at the same time, and all must move an to the next lesson at
the same tine.

Since this course does allow far individUal differences
in work rt.,:tes, it will be up to you to learn to manage your
time wisely. In some cases this will mean looking ahead in
the Student Guide to see what activities are coming.

Similarly, it is necessary to think ahead about part-
icipation in discussion groupo and obtaining special teacher
or counselor help.

A second major difference in responsibility is that of
testing. In this class, you, not the teacher, should decide
when you are ready for a test. When you think you are ready
for a test, you will need to see the teacher or aide, turn
in all of the written work for the unit, andr obtain the test
and answer farm. A speciaZ section of the room is reserved
far testing only, and this is where you will take all of
your tests.

A third major difference wilZ be in our responsibility
for management of your learning. This does not mean that you
are "on your own" to learn everything. It does mean that you
might often have to go to the teacher, the aide, a friend, or
your counselor and say, "I need help. I don't understand
this."

A fourth majordifference will be your responsibility
far your behavior. In this class you will be free to move
about the room, free to talk to other students, and free to
operate audio visual equipment. This freedom is possible,
however, only when students are determined to make such a
system work.

Individualized student learning units can be implemented in a variety
of ways: separate guidance classes, individual counseling sessions,
specially-scheduled group counseling experiences, guidance resource
centers that promote student self-managed learning experiences, or
integrated into standard classroom programs (as illustrated above) in
the various curriculum areas.

Each individualized student learning unit contains:

1. A statement of the unit purpose (goal statement).



2. Statements of the desired outcomes that the student will be
expected to demonstrate upon completing the unit (performance
objectives).

3. A sample item from the end-of-unit evaluation procedure that
is used to determine when the student has attained the
criterion specified in each performance objective.

4. Statements of activities the student is to engage in, and of
materials the student is to use, to reach each performance
objective.

5. References to the materials used by the student in the pre-
scribed learning activities. (Since students are able to
progress through units at their own rates of speed, it is not
necessary for each student to have his own complete set of
materials.)

6. A copy of the end-of-unit proficiency test that enables both
student and counselor or teacher to determine if the student
has achieved the unit's performance objectives.

7. A copy of the answer form that goes with each proficiency
test.

8. It may also include a teacher-counselor supplement that de-
scribes the various interactive roles (e.g., general super-
visor, tutor, discussion leader, evaluator) that the teacher
or counselor performs when students reach various points in the
unit. In addition, the supplement explains the rationale f3r
the instructional and counseling procedures included in the
unit, and a copy of the answer key for the end-of-unit pro-
ficiency test.

A sample student guide sheet, illustrating many of these features,
is shown on the next page.

At each field test school, units were designed and developed by the
same task forces which accomplished the planning tasks described in
Chapter II. These task forces were made up of key teachers, counselors,
and students and assisted by AIR staff. Initially, they itemized and
priced all staff services (counselors, teachers, aides, volunteers, etc.)
required to implement the selected instructional and counseling procedures.
Then, the task forces evaluated this "ideal" list of services and re-
sources in light of information on budgetary constraints furnished both
by school principals and AIR project staff. Once this evaluation was
completed, the task forces made a preliminary recommendation to their
school administration and to AIR project staff regarding the services
and resources that they judged could be implemented feasibly.
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After agreement was reached regarding .ufficient amounts of services
and resources, the task forces developed an implementation schedule.
Examples major implementation tasks scheduled and accomplished in CCGS
field tests are:

1. Identification and selection of those students, representative
of key student target poptilations, who would experience either
the Comprehensive Career Guidance System programs or various
types of control treatments.

2. Identification and selection of school and volunteer staff
members to furnish the human services required in each
program.

3. Informal workshops to train task force personnel in unit
development skills.

4. Development of new (or modified) units.

5. Printing and delivery of units to the schools.

6. Ordering and having delivered to the schools required resources
not presently available (e.g., commercial materials, tape
recorders, film-strip viewers).

7. Informal staff development workshops to train counselors and
teachers to implement programs.

Implementation of CCGS Field Tests

-52-



The outcomes of accomplishing implementation tasks such as those
above are illustrated in the following descriptions of field tests.

The 1971-72 San Jose Unified Educational-Vocational Develo ment
program was sesigné. to e p nint -ant tent -gra e stu ents assess heir

personal characteristics, study career opportunities, and set tentative
long-range goals related to their characteristics.

At John Muir Junior High School, the units were implemented as a
one-quarter optional course within the school's ninth-grade social
studies curriculum. Mit is, every ninth-grade student was required
at the beginning of the school year to select one quarter-long course
from each of four sets of possible courses. The "Vocational Guidance"
course was listed as an option in one of these four sets. As a result,
each student ended up with a program of courses in social studies
tailored to his own interests. Approximately one-third (200) of all
ninth-grade students selected the "Vocational Guidance" option.

At Pioneer High School, the developmental vocational guidance
program was implemented as a separate guidance course required of all
tenth-grade students. Approximately 330 students were randomly assigned
to one of two groups for the two quarters during the fall semester.
One group was assigned to a course in driver education (a state require-
ment) during the first quarter while the second group worked on the
units in the vocational guidance program in a course entitled "Career
and Educational Planning." During the second quarter these two groups
reversed their activities. This entire procedure was duplicated in
the spring semester for the remaining 330 tenth-grade students.

The teachers selected to instruct these guidance courses at both
the junior and senior high schools had 7-10 years of experience as
social studies instructors. They were selected on the basis of their
experience with individualized education, and on the basis of their
willingness to help students attain guidance-related goals and object-
ives. Each of them participated extensively in the design and
implementation of the individualized learning units that comprised the
program. In addition, they participated in a brief in-service training
workshop for the purpose of acquiring or refining the skills required
to implement the program. In several units, counselors were asked to
validate student assessment of self-perceived and measured personal
characteristics, as well as student-parent selection of tentative long-
range goals based on this assessment and on knowledge of occupational
families. Furthermore, counselors were expected to assist students in
planning high school programs of courses related to the known re-
quirements of their tentatively selected long-range goals. These
individual interactions were scheduled either in the classroom or in
the counselor's office; however, it was the student't responsibility
(as explicitly stated in the guide sheets to his learning units) to
arrange the meeting time and place.



The 1971-72 San Jose Unified Personal and Social Development
Program (PSDP) was formulated to help tenth grade students identify
behaviors which they wanted to either acquire or reduce, and to use in-
structional and counseling procedures organized and sequenced to assist
them to reach their goals. As was the case with the Educational and
Vocational Guidance Program, the PSDP individualized studert learning
units were designed to facilitate their implementation in a broad
variety of school settings.

The PSDP units were implemented with two classes of tenth grade
language arts students (at Pioneer High School) during the first
semester of the 1971-72 school year. Approximately 40 students exper-
ienced the PSDP units, receiving two quarter's worth of credits toward
their language arts requirements. The teacher overseeing the implement-
ation of the PSDP had five years of teaching experience in the social
studies and language arts curriculum areas, and demonstrated a strong
commitment to helping students learn how to fulfill their personal and
social potential.

This teacher, along with a counselor and selected students from
Pioneer High School, worked with AIR staff during July and August in
order to make the PSDP units suitable for the target language arts
students. Major emphasis was placed on outcome data collected during
a spring 1971 pilot test carried out at Pioneer, and on student and
teacher subjective reactions to their experiences in the program.
Improvements were made in the PSDP student orientation procedures, and
in various criterion instruments. In addition, modifications were made
in many of the student units by incorporating more group discussions
and teacher check points in the instructional and counseling activities.
Counselors were available to students at any time.

The 1971-72 Booker T. Washington Junior-Senior Hi h Orientation and
Persona ssessment Programs were eslgne or two genera purposes.
First, to orient seventh-grade students (and new ninth-grade students) to
this school, its programs, and policies. Second, to assist seventh- and
ninth-grade students to learn about personal characteristics (i.e.,
developed abilities, interests, values, personal and social behavior, and
physical traits), to understand the degree to which these characteristics
are changeable, and to collect and evaluate data (both measured and self-
perceived) on their own characteristics in relation to educational and
vocational opportunities.

Early in the 1971-72 school term, about 100 seventh graders and those
of their parents who volunteered participated in the Orientation Program.
This program focused on such topics as: youth development problems that
typically emerge in the seventh grade; the range of courses offered at
BTW and their relevance for student careers; educational innovations at
BTW including individualized education, the Comprehensive Career Guidance
System, and modular scheduling; sources of help available for BTW students
and parents; and cooperative efforts that BTW educational programs re-
quire of both students and parents.



Personal Assessment student learning units were implemented during
the first and second semesters with approximately 100 seventh- and ninth-
grade students. These students were selected from among the students
chosen by the principal to experience an initial phase of this school's
approach to flexible scheduling.

All orientation and personal assessment units were developed and
pilot-tested with selected ninth-grade students in the spring semester,
1971. They were later modified based on student performance as well as
subjective data, and subsequently implemented with selected students
assigned to a special guidance resource center for this program. As

already detailed in Chapter I, page 13, staff services were provided
by a paraprofessional who demonstrated very adequate levels of organi-
zational, supervisory, and staff-student interaction skills.

The 1971 San Jose Unified Effective Personal Problem-Solving
Pro rztni was designed to help secondary level students learn how to
arproach and solve personal problems in a rational, systematic way.
These are the six components, or student skill areas, in the program:

1. Seeing, defining, and deciding to work on the problem.

2. Searching for, evaluating, and using information (sources:
the individual, other people, printed and audio-visual
material).

3. Coming up with, and considering, several solutions to the
problem.

4. Selecting first and second choices and making plans to try
them out.

5. Implementing the plans.

6. Evaluating the extent to which the problem has been solved,
and generalizing what has beer learned during the problem-
solving process.

Individualized student learning units were designed for each of these
six student skill areas. Each unit contained: (a) an explanation of
the behaviors to be learned and used in each skill area, (b) peer
group examples (audio tapes with stops) of problem-solving behaviors,
(c) exercises in which students practiced each behavior, (d) a
simulated problem which students attempted to solve, and (e) a Personal
Casebook which assisted students to apply this problem-solving process
to one or more of their current problems.

Skill areas 1 and 2 (and related units) of the program were
developed and tmplemented in three humanities classes (eleventh-and
twelfth-grade levels) at Pioneer High School during the last three
weeks of May, 1971. This pilot test initially introduced the program



to some 70 students, but participation was made optional and only those
students feeling that the program was particularly relevant to their
needs continued. About 20 students were involved in the later stages
of programimplementation. The informal atmosphere of these classes
was more conducive to frank personal reactions to the materials than
to rigorous evaluation, but the former was deemed more valuable due
to the preliminary nature of the program materials.

Chapter III Training Objectives

This chapter was designed to enable each reader to:

1. list at least five instructional and counseling procedures
that were investigated for possible use in field
tests;

2. describe at least one criterion used by guidance program
planners for choosing instructional and counseling procedures
that will be appropriate to a performance objective;

3. summarize the five steps that program planners should follow
in selecting those procedures that can be implemented from
among those that are appropriate;

4. outline at least four of the elements that make up a typical
individualized student learning unit from a CCGS program;

5. describe at least four of the tasks that make up a standard
implementation schedule in a field test.

summarize at least two distinctive ways that objectives-based
learning procedures (organized in the form of individualized
student learning units) were implemented within the schools
which participated in this guidance system's field tests.

If, after reading Chapter III, the reader is not able to accomplish
these objectives, it is suggested that he review the pertinent sections
of the chapter.
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CHAPTER IV

Evaluation
of Guidance Programs

The previous chapters have presented planning methods and criteria
which allow program planners to:

1. derive student goals and student performance objectives
(program product objectives) from high priority youth
needs;

2. determine the activities that will help students to achieve
their performance objectives (these activities are the
program process.objectives); and

3. select and implement the most appropriate and feasible
activities for student learning.

This chapter is concerned with evaluation--the phase of the planning
process that determines whether program products and procedures are
effective and efficient in assisting youth to reach their goals and per-
formance objectives.

Three Types of Evaluation
There are at least three important types of evaluation that are

useful in establishing whether the various programs in a career
guidance system have been implemented and are functioning adequately.
Product Evaluation focuses upon whether students have reached their
goals and-how skillful they have become in the activities required to
achieve the goals. Procedural Evaluation assesses how well those con-
ducting the program have carried out the procedures necessary to help
students reach their goals. Finally, the Evaluation of Pro ram Side
Effects deals with how the participants react to program act v ties,
UnTib the possible impact of guidance programs upon local conditions
and upon the attitudes of school personnel and members of the community.
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Each type of evaluation is more fully described below; the data
collection and analysis procedures for each type of evaluation are
treated in separate sections? as is the topic of selecting an
appropriate evaluation design.

Product Evaluation
As indicated in Chapter II, this guidance system is predicated on

an initial assessment of youth and adult perceptions of the behaviors
students from a particular target population should be able to perform
in each area of their lives. To provide direction for guidance program
planning, these behaviors must then be incorporated into agreed-upon
career guidance goals and performance objectives for each student.
Furthermore, the statements of goals and performance objectives must
include standards for acceptable performance to permit an evaluation
of these two "products": (1) student achievement of these outcomes, and
(2) the problem-solving process students used in reaching their goals
and objectives.

Ordinarily it is not difficult to measure the first type of
product--accomplishment of personal goals and objectiveswhen they
relate directly to such visible attainments as completing a course re-
quirement or graduating from high school. Designating student attain-
ments in behaviorally stated performance objectives allows for relatively
easy evaluation: the observer simply ascertains whether or not the
standards of performance specified in the objective (e.g., the student
must furnish evidence he accomplished his goal) are now fulfilled.

However, it is more difficult to measure "success" in the problem-
solving areas of indivioual planning, decision making, and self manage-
ment--the major skills necessary to set and reach goals wisely. To be
appropriate, standards of performance must reflect student competence
in employing these personal problem-solving skills not just for hypo-
thetical others presented in case studies, but also in their own lives.
In the following passage, Katz discusses key issues concerning these
criteria:

Without directing the content of an individual's choice,
we do think we can helTin-ilie proces s of choosing. This
emphasis on process does not preten to insure the "right"
choice. Our conviction is that in education enlightened
processes are intrinsically important. The-r,fore, we bend
our efforts to increase the student's understanding of the
factors involved in choice (imperfect though our own under-
standing mqy be) so that he can take responsibility for his

'Katz, M. Can Computers Make Cuidance Oecisions for Students?
Calege Board ReVieW, 1969, 72, 13-17.
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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 exercise flexibility in devising alternate plans. (p. 17)

Procedural Evaluation
Procedural evaluation in an individualized career guidance system

is intended to furnish regular feedback to program planners who are
responsible for designing and implementing program plans and procedures.
The purposes of procedural evaluation are threefold: (1) to monitor
the implementation of guidance programs, (2) to supply information re-
quired for decisions which have to be made during the program implement-
ation phase (e.g., the Program for Effective Personal Problem Solving
was initially introduced to some 70 students, but it was decided to
have them participate later on an optional basis if, in fact, only a
subset of these students felt subsequently that the program was relevant
to their needs), and (3) to assess the extent to which the guidance
programs are implemented as they were originally designed.

Evaluation of Program Side Effects
As important as it is to measure intended program outcomes as well

as the procedures employed to produce them, at best they furnish only a
partial indication of the outcomes of employing a particular program.
The side effects of a program are also very important. Information on
unanticipated outcomes should be sought even though these outcomes may
be difficult to measure, especially if they include youth and adult
changes in affective responses.

Evaluating the unanticipated side effects of guidance programs
implemented within an individualized guidance system has three purposes.

The prime assumption of this guidance system is that meaningful
human action involves a great deal of individual goal setting and re-
lated goal-directed activity. Thus, it is desirable to collect data on
the unexpected reactions youth and adults have to this major aspect of
their lives as it is reflected in the goal-setting and goal-seeking
activities of each guidance program.

These student and adult reactions will indicate which youth are
deliberately avoiding the "future" orientation by saying, "That's
what's wrong with the world--too many people hung up on worrying about
planning for the future. What's important is living for here and now."
Such reactions will also indicate which youth have no quarrel with the



significance of having goals but who discover that the process of
seeking certain goals related to their participation in guidance pro-
grams is affecting them adversely. For these latter individuals, some
modifications in either their goals or plans are obviously needed.

The second purpose of evaluating the side effects of guidance
programs is to assess staff and student reactions toward the aperiences
they have throughout a program, not just those expected outcomes stater
in each program's product objectives. These data will permit a program
planner to see how a program is affecting the lives of students at
various stages in its implementation. This feedback can serve as a
basis for making adjustments in such program implementation areas as
selection of particular counseling personnel and selection of target
student groups, if strong negative reactions are received from large
numbers of staff and students. Otherwise, the feedback can supply
important subjective validation data for continuing with an implement-
ation strategy as originally planaed.

The third purpose of evaluating the unanticipated results of
guidance programs is to collect data on outcomes (other than behavioral)
which were not predicted by the program designers. One such outcome in-
volves program expenses; perhaps the implementation proves to be much
more expensive than expected. Another outcome might be that the avail-
able time was insufficient for students to complete the programs upon
whichlthey worked. Still another example result might be that learning
resources necessary for program implementation simply were not available
or could not be obtained on schedule. All such unanticipated outcomes
must be considered in planning subsequent guidance activities.

Procedures for Collecting
Evaluation Data
Product Evaluation Data

A student's achievement of his own, individualized goals and
objectives resulting from his participation in a guidance program must
be assessed in terms of his performance on a set of criterion tasks
designed as behavioral indicators of his goal attainment and his career
planning, decision-making, and self-management skills. Student per-
formance on these tasks can be assessed to determine when this program
has succeeded in helping students achieve their goals and acquire
desired skills, when it has failed, and when it needs further develop-
ment to increase its effectiveness.



Criterion-referenced measurement is the most appropriate strategy

for assessing student performance on criterion tasks such as the six

general ones outlined above. Norm-referenced measurement, the tradition-
al strategy for assessing individual differences, is ill-suited to the

product evaluation requirements of an individualized guidance system
because it only provides a basis for comparing the performance of two
or more individuals with each other. Evaluation instruments and pro-
cedures are r!eded to assess each student's knowledge. attitudes, and
overt behaviors relative to predetermined achievement standards specified
in his performance objectives.

A criterion-referenced test is designed to produce data that are
directly interpretable in terms of clearly delineated performance
standards. Such performance standards should be established prior to
test construction and usually identify a domain of tasks that should be
performed by an individual. These tasks can involve cognitive (know-
ledge), affective (attitudes), and psychomotor (skills) activities.
Students are assessed on representative samples of tasks taken from this
domain; such assessments are referenced directly to this domain for each
youth. Page 35 of this report discusses how standards of acceptable
performance are specified when goal statements are translated into
student performance objectives. The purpose of testing is to determine
a student's status with resf'ct to these standards both before and
after his participation in a guidance program.

Traditional methods of constructing tests, stressing median item
difficulty and a high correlation between each item and the total test
score, are inappropriate in the development of criterion-referenced
evaluation instruments because those methods are intended to amplify
test score variability. A "good" item in a criterion-referenced test
is one which will be answered correctly by 100% of those students who
have mastered the performance objective upon which it is based and will
be missed by 100% of those students who have not mastered the objective.
Thus, such a test should not be faulted if, when administered after in-
struction, everyone obtains a perfect score.

The process of developing test items based on a statement of student
performance objectives demands that a comprehensive rationale be develop-
ed for each performance objective. A comprehensive rationale consists of
three parts. The first is a description of the specific tasks or
activities which the student must perform to demonstrate that he has
achieved a performance objective. This task can be determined by collect-
ing critical incidents which describe effective and ineffective youth
performance of them. The second part of the rationale is an analysis of
the behavior described in the first part. This analysis is particularly
useful in demonstrating the im ortance of the benavior, and insures that
trivial test items are not generate . Finally, the rationale proposes
one or more test items that are felt to best represent effective per-
formance on the task domain.

To assess each student's attainment of his own goals and perform-
ance objectives, several types of evaluation instruments in which
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criterion items are strictly related to student performance objectives
are administered. The first kind of instrument is called an "end-of-
unit proficiency test" which students take when they complete an
individualized learning unit, such as those descrihed in Chapter III.
The results of such a test, usually reviewed by the student in a con-
ference with his counselor or teacher, are used to assist individual
students to determine when they have mastered desired skills. For
example, if a student had correctly answered a satisfactory number
(say 80%) of the items that were designed to test his performance on
a specific task domain defined in one ofhis unit's performance object-
ives, he is judged to have mastered thai particular objective. If, on
the other hand, the student failed to answer enough items correctly,
he would receive assistance from either his counselor or teacher in
identifying and doing some additional activities appropriate to the
particular performance objective in question. Only when he has correct-
ly answered a sufficient number of the items on each performance object-
ive assessed by an end-of-unit test, will he be considered ready to go
on to another unit in the guidance program.

The second type of evaluation instrument, called a "guidance survey
test," is used to assess a student's achievement of his goals and
objectives upon which three or more individualized learning units are
designed. Such survey tests involve items Ponstructed in the same
manner as items incorporated in end-of-unit proficiency tests.
Typically, three or more items are written for each student performance
objective covered by the survey tests.

Several other paper-and-pencil instruments as well as interview
and direct observation techniques are available for collecting product
evaluation data. They inciud-? questionnaires, attitude surveys, inter-
view formats, checklists, rating scales, and observational records.
These approaches can be used to assess youth performance on cognitive,
affective, and psych9motor activities or tasks. Knowledge outcomes are
best measured by paper-and-pcncil and interview techniques, However,
the assessment of attit'ede outcomes requires a combination of these
techniques, as well as direct behavioral observation and interviews.
Skill performance objectives lr: best measured by behavioral observation
in simulated or real-life settings. Such behavioral data are usually
collected by trained obsemers, and t3bulated in frequencies per unit of
time. The next few pages cisplay several illustrations of performance
objectives and the related item written to test students. All of these
are taken from program evaluation instruments or procedures used in
1971-72 field tests.

The first example, on the following page, shows a performance
objective and one of the multiple-choice items written to measure
student performance on the objective-defined tasks. The second example
presents a different performance objective and the matching items that
were considered to be appropriate criterion devices for assessing
student performance on the behavioral tasks defined in the objective.



Performance Objective: Given examples of fa:to:is which are affect-
ing job opportunities, identify whether
they are social, economic, or technological
factors.

Test Item:

When a new industrial process is invented and is introduced into
an industry, sometimes certain jobs are no longer needed. In other
cases, however, increased efficiency in the industry createf: many
new jobs. These are examples of a:

a. trend

b. social factor

c. economic factor

d, technological factor

Performance Objective: Given a list of occupational titles and a
list of the 12 Long-Range Goal Groups
(LRG's), match each occupational title
with its LRG.

Test Item:

In each of the next three items (5-7), there is a list of six
separate occupational titles. For each title, put the Roman
numeral of the LRG which you think includes this occupation in
the appropriate blank on yDur answer sheet. A list of the 12
LRG's is shown below to help you.

5. a. Music Teacher

b. Truck Driver

c. Chemist

d. Social Worker

e. Plasterer

1. Accountant

6. a. Grocery Clerk

b. Secretary

c. Physician

d. Computer Programmer

e. Electrician

f. Librarian



7. a. Lawyer

b. Fireman

c. Airplane Pilot

d. Medical Technologist

e. Elementary School Teacher

f. Physicist

I: Engineering, Physical Science, Mathematics, Architecture

II: Medical and Biological Sciences

I H : Busi ness Admi ni strati on

IV: Eeneral Teaching and Social Service

V: Humanities, Law, Social and Behavioral Sciences

VI: Fine Arts, Performing Arts

VII: Technical Jobs

VIII: Business, Sales

IX: Mechanics, Industrial Trades

X: Construction Trades

XI: Business, Secretarial-Clerical

XII: General, Consaercial Service, Puolic Service
INIMME1111~

The third illustration, which begins below, presents another
performance objective but, this time, one for which a questionnaire
format was used.

Perfornance To make an informed selection of your
first choice tentative long-range
vocational goal, ano of your second choice
long-range goal.



gmestionnaire Items:

1. During the last quarter, did you pick some tentative long-
range vocational goals? Answer this question by putting a
check in the appropriate box below.

Yes, I picked a first
and second choice
vocational long-range
goal.

No, I did not pick a
vocational long-range
goal.

If you checked the "Yes" box, there are a few additional
questions for you to answer below and on the following pages.
If you checked the "No" box, you are finished with this
survey and may hand in this booklet to your counselor.

2. In the spaces provided below, describe in a statement or two
the occupational families which you selected as your two long-
range goals.

3. In the charts provided, indicate how your developed abilities
compare with the abilities of twelfth graders who later entered
occupations related to your goals.

4. In the spaces provided, describe how your interests, are related
to your first and second choice goals. Mention the results of
any interest inventories you may have taken during the last
quarter.

5. In the spaces provided, describe how you considered your work
values before you picked your first and second choice goals.
7Frairin the results of any work values inventories you may
have taken during the last quarter.

6. In the spaces provided, describe how you considered your
ersonal and social behavior before you picked your first and
secona c oice goa s.

7. In the spaces provided, describe how you considered your
h sical traits before you picked your first and second choice

goa s.

The fourth illustration, on the following page, includes a perform-
ance objective that specifies a particular domain of attitudes, and a

paper-and-pencil item taken from a guidance attitude survey.



Performance Objective: Given printed statements about how a
student prefers to choose his career
goals, to identify as your preferred
method that of having advice from some-
one else but s.lecting the goals yourself.

Survey Item:

Each phrase at the left is the beginning of a sentence. From the
statements at the right, select the one that would make the sentence
true for you. Then place the letter corresponding to that state-
ment on the line next to the phrase.

In regard to:

my educational goals, I prefer to (put
one of the letters at the right here)

my citizenship goals, I prefer to

my leisure time goals, I prefer to

ow jot. goals, I prefer to

my occupational goals, I prefer to

my social-relationship goals, I prefer
to

my personal-behavior goals, I prefer to

my ItEnin goals, I prefer to

41111ismIllt

my other types of goals, (if any) I
prefer to

A. have these goals selected
for me by someone else.

B. have someine else choose
goals for me.

C. have advice from some-
one else but select
the goals myself.

D. select these specific
goals myself without
help from anyone else.

The following final example illustrates a student behavior obser-
vation procedure that has been used to evaluate changes students have
made in employing certain personal and social skills.
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Performance Objective: To increase the number of positive behaviors
you perform in the area of showing consider-
ation for the feelings of others.

Behavioral Observation b Teachers:

A Performance Record is used by teachers to help students gather facts
about their behavior. The Performance Record consists of a list of
behaviors which are important incidents in the personal and social
development of students. For the above objective, the following student
behaviors are listed on the Performance Record:

Shared or took turns with someone.

Helped to assure that others were not left out.

Helped another person to participate in learning or play activity.

Aided another person who was not feeling well or who was physically
hurt.

Helped a handicapped student to participate in learning or play
activities.

Provided something for or gave up something to help another.

Cheered up, complimented, or encouraged another person.

Showed respect in making suggestions to another person.

On his own initiative, interceded for another person who was being
criticized or taken advantage of by others.

Teachers are encouraged to record the critical incidents as objectively
as possible. The recording is considered objective if another teacher,
knowing a student as well and observing the student at the same time,
then reports the same critical incident. Teachers should not set /side
a definite time each day to record the critical incidents of student
behavior. Nor should they observe a student with the hope he will do
something which could be recorded as a critical incident, instead,
teachers should record the critical incidents of student behavior which
are noticed spontaneously during the course of the school day. Further-
more, behaviors should be continual. This does not mean that teachers
will have to spend a great deal of time observing; minute-by-minute
observation is not necessary. Only when noteworthy behaviors are
performed do they need to take notice for the purpose of recording
critical incidents.



Procedural Evaluation Data
These data indicate the extent to which program planners and im-

plementers have attained (or are attaining) their process objectives.

That is, have they actually done what they said they were going to do

in preparing program instructional and counseling procedures, evaluation

instruments and procedures, and the like? Have they actually conducted

what they intended in the settings (classrooms, guidance resource
centers, etc.) where the guidance programs were to be implemented? If

process objectives are stated clearly and precisely, their attainment

may be measured by simply constructing a checklist of "Yes, it was done,"

or "No, it was not done," items. Two examples of simple items for this

type of checklist are presented below.

1. By July 1, a task force of counselors and district
guidance administrators used student needs assessment
data to identify the top priority guidance needs of
students.

Yes

No

2. By August 1, a task force of counselors and district
guidance administrators translated top priority student
guidance needs into goal statements and related student
performance objectives that were written in terms of
student behavioral outcomes.

Yes

No

As is the case with any objective, specific stimulus conditions and
standards of performance must be designated. The examples above contain
both of these elements; however, more detailed standards and conditions
could be included. Questionnaires, interview schedules, and observ-*
ational techniques are other possible instruments that can be used to
collect process evaluation data.

Unanticipated Side Effects Data
These data document the inintended effects that take place during and
as a result of the development, implementation, evaluation, and re-

vision of guidance programs. Attitude surveys, structured reaction
sheets, and case-study techniques can be Jsed to collect this type of
data. The latter method, stressing intensive observations on (and

interviews with) a few students petiodically over a long period, not



only highlights short-term side effects of guidance programs but also
helps a program planner to examine the longer term effects of student
attainment of goals and objectives.

Designing Conditions
for Evaluation

Data for a procedural evaluation of program implementation, or for
an evaluation of unanticipated program side effects, can be collected
under almost any conditions without restricting the kinds of conclusions
that can be drawn from them. However, the same "carte blanche" ap-
proach to the conditions under which data should be collected does not
apply to product evaluation data.

To answer the essential question, "Did a program produce the kind
and amount of results anticipated?", program planners must control the
data collection conditions by formulating and using a pre-r7.0-mil
evaluation design. A good evaluation design furnishes the framework
and strategy that control the field-test conditions, making it possible
for program planners to come up with dependable answers to the quest-
ions raised by the field-test hypotheses. The design suggests what
data to collect, how to collect them, how to analyze the data that are
obtained, what statistical tests are appropriate, and what possible con-
clusions may be drawn from the statistical analyses. No single design
is suitable for every type of field test. The nature of the field test
determines which basic design is mostappropriate.

When designing the conditions for evaluating programs from an
individualized guidance system, program planners should incorporate some
version of a com arative group experiment that assesses the status of
student development both before and a ter program implementation. There
are several well-documented advantages to using experimental research
strategies when investigating the effects of guidance programs. First,
experimental designs permit reliable inferences to be drawn regarding
the causal relationships, if any, between a particular instructional or
counseling procedure employed in a guidance program and the outcomes
demonstrated by students. Second, if the target population and the pro-
cedures used in sampling from it have been clearly defined, the results
obtained from experimentally investigating a particular strategy with a
limited sample of students can be generalized to the total population.
Finally, experimental designs permit program planners to control a host
of potentially influential variables in order to isolate those which
seem to offer the greatest promise of helping students to reach their
own goals and objectives.

If they can, program planners should utilize a design that provides
full experimental control through random selection of a sample of



students which will represent a given population, and random assignment
of these students to treatment and control groups. If this ideal can-
not be realized, they may consider using a design that incorporates the
most control that can be achieved under the existing field-test con-
ditions. Employing randomization procedures is not difficult, but
intervening in class schedules, getting students from different classes
to participate, and obtaining a sufficiently large sample to ensure
that the operation of laws of chance will not unduly influence the
results, often cannot be done. Under some circumstances, program
planners may have to use already assembled groups, such as intact
classes, for their experimental and control groups. If they do employ
a partially controlled design, however, program planners must know what
variables their design may fail to control, and they must consider the
possibility that these variables, rather than the experimental guidance
program, may account for the results of the field test.

In the field tests of programs described on pages 52-56 of this
document, the following question was investigated: Would the iastruct-
ional and counseling procedures contained in the various guidance
programs influence students to achieve performance objectives considered
to be relevant to their personal goals? It was hypothesized that: each
group ofstudents exposed to a special program from this guidance system
as weZZ as to their school's regular guidance program, would be more
influenced to achieve the goals and perfbrmance objectives in the pro-
gram's individualized units than would students who were exposed only to
the following control conditions.

Z. guidance programs regularly
field test schools; or to

2. guidance progrlms regularly
schools.

available to students in the

available to students in control

Selected for participation in field tests of programs from this guidance
system were ninth and tenth graders in three demonstration schools (see
pages 13 through 15 of this document for a description of these settings).
In addition, comparable numbers of ninth aad tenth graders were selected
from three control schools, one to match each demonstration school.
Since different career guidance programs were adapted to the student
needs and characteristics in each demonstration school, the design did
not involve replications in each of the three demonstration settings.
The purpose of using the three settings was to study the applicability
of the planning model and resources from this guidance system; therefore,
no comparisons were planned across the three demonstration schools.

In some cases, it was possible to meet all the requirements for a
strict experimental design. For the 1971-72 field test of the San Jose
Educational-Vocational Guidance Program at Pioneer High School, random
assignment from a sample pool of all 660 tenth-grade students stratified
by two levels of age was made either to the experimental or to control
treatment groups. Similar random assignment of experimental and control



subjects was possible for the two guidance pnograms evaluated at Booker
T. Washington Junior-Senior High School in Houston, Texas. In the
other field tests of programs from this guidance system, intact classes
of students were non-randomly selected for participation either in
experimental or in control groups. This was due to the need to gain
teacher cooperation since the guidance programs investigated required
so much teacher and student time during the school year. At the control
schools, students were selected on the basis of characteristics (i.e.,
age, grade, sex, ethnic group, socioeconomic background, and academic
achievement) that made them comparable to the students involved in the
field tests at the demonstration schools.

Scoring and Analyzing
Product Evaluation Data
Scoring Data

A number of procedures are available for scoring the various types
of evaluation items. When multiple-choice or matching items are used,
student responses can be scored objectively and simply, by using a
scoring key that indicates for each item the one response which is con-
sidered correct. Where a survey test was used in field tests of this
guidance system, a student was judged to have reached the criterion
level of performance when he correctly answered approximately 80% of
the multiple-choice and matching items. These items constitute a sample
of the total pool of all such items written to assess students on tasks
defined in a performance objective.

The scoring of student responses to open-ended questionnaire itemn I

designed to elicit written self-reported evidence that a particular
performance objective has been achieved requires that scoring criteria
be derived from the behavioral tasks defined in the statement of the
objective. These scoring criteria provide a basis for analyzing the
content of student responses, and for judging whether the content
indicates that a student has satisfactorily achieved a particular
objective. Each questionnaire response deemed appropriate in terms of
the scoring criteria must be awarded a numerical score. The various
responses can be viewed as equally significant and, therefore, be
awarded the same numerical score; or, if there are differing levels of
significance, they can be awarded weighted scores. A student's total
score is then obtained by summing the weights of a student's correct
responses on items related to each objective and compared to the score
previously determined as the accepted standard.



To minimize human error, two or more individuals should receive
training in analyzing the content of student responses in terms of the
specified scoring criteria. To obtain inter-scorer reliability data,
a small portior of the questionnaire items are selected and then pairs
of scorers rate this group of items independently. Similarly, intra-
scorer reliability data can be collected by having each scorer mark a
ranoom sample of items twice, thus furnishing data for determining his
degree of consistency. A minimum level of reliability (both inter-
scorer and intra-scorer) in the analysis of written content is a
correlation coefficient of .90 (using the Pearson Product-Moment
correlation procedure).

Two types of formats have been used to collect data on student
attitude responses. An example af the first is found on page 63. In
that example: "C" is the desired response and if the student gives that
response he is awarded one point; for other responses no points are given.
In the second type of format, a statement of a personal belief or con-
viction is presented and students are asked to indicate their degree of
agreement with the statement by checking one of four (or more) responses
such as: strongly agree, slightly agree, slightly disagree, and strongly
disagree. If the statement of personal belief is worded such that to
strongly agree with it indicates the most positive attitude toward it,
4 points are awarded to the student who checks that response. If a
student checks slightly agree 3 points are given. For slightly disagree
2 points are given, and only one point is awarded for a response of
strongly disagree. Taking into account student response sets, about
one-half of the statements on such instruments are worded in such a way
that to strongly disagree with them indicates the most positive attitude.
In these instances, 4 points are awarded for a response of strongly
disagree, 3 for slightly disagree, 2 for slightly agree, and one for
strongly agree. For each objective the total possible points are com-
puted and a criterion level of about 80% is set.

The scoring of behaviors identified by teacher observations of
students and by students' own self-observations is very straightforward.
Observations are made both of students who exhibit positive and of
students who exhibit negative instances of the behavior specified in-a
particular objective. Each instance of a particular behavior exhibited
is awarded the numerical score of 1, and labelled as either a positive
or negative instance. A performance standard is set regarding the
frequency of occurrence of such behaviors over time, and is expressed
in a criterion point total.

Analyzing Data
Evaluation data are analyzed to determine the relative effectiveness

of guidance programs in helping students to achieve personally relevant
goals and performance objectives (when compared with the performance of



students in control groups). Data analyses are conducted for each
student performance objective in the various guidance programs field
tested to establish in each case: whether the experimental and control
groups have the same pi3557tions of individuals who showed achievement
of an objective, following program implementation, that they had not
attained before experiencing the program; or whether there is a
statistically 3ignificant difference in these proportions favoring the
experimental groups.

To analyze the data obtained from the field test of the 1971-72
San Jose Unified Educational-Vocational Guidance Program, Chi-Square
tests were computed for each objective to determine whether the experi-
mental and control groups had the same proportions of responses.
Behavioral data obtained from the field test of the 1971-72 Personal and
Social Development Program (PSDP) were analyzed by use of the Fisher's
Exact Probability Test. This technique was chosen because the number
of students participating in the PSDP field test was quite small, wnich
resulted in insufficient data cell sizes to warrant analysis by Chi-
Square procedures. Data from the 1971-72 Booker T. Washington Orient-
ation and Personal Assessment Programs were analyzed in the same ways.
The Chi-Square technique was used when cell sizes were sufficiently
large; otherwise the Fisher's Exact Probability Test was employed.
Tests of statistical significance were not computed on the data collected
during the 1971 field test of the Program for Effective Personal Problem
Solving (PEPPS), since the purpose of this field test was to gain
student and staff reactions so that the program could be improved before
it was completely developed and its overall impact on youth was rigor-
ously investigated.

Formative and Summative
Uses of Three Types of Data
Formative Evaluation

To complete the first cycle of comprehensive planning and develop-
ment of career guidance programs, feedback to validate or correct each
phase (needs assessment, statement of goals and objectives and priorities
among them, selection of instructional and counseling procedures, and
development and implementation of programs) is required. This feedback
provision is often called "formative evaluation" since its purpose is
to improve a program while it is under development. Formative evalu-
ation should assess:

1. whether student performance objectives are being met. If not,
then either these product objectives themselves or the pro-
cedural objectives may have to be changed;
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2. whether the procelvral objectives are being met. If not, then
either these procedt)ral objectives themselves or the specific
implementation strategies may have to be changed; or

3. whether unanticipated positive and negative outcomes (e.g.,
changes in youth and adult reactions) indicate that adjust-
ments are required in the program.

The concept of formative evaluation assumes that part of the effort
and resources expended to develop and implement a guidance program will
be devoted to field testing and improving that program as it takes shape
in order to ensure that the program will be effective with a particular
target population of students. Program planners should not expect a
program to work perfectly the first time it is implemented. Part ef the
task of developing any program is to determine which aspects of it re-
quire improvement, to make the chmiges and reintroduce the program, and
to continue the improvement process until the program is effective for
those persons for whom it was intended.

Improving the Program far Effective Personal Problem Solving
(PEPPS) by utilizing the results of a preliminary field test provides
an example of the formative use of all three types of evaluation data.
Subjective reactions of students to each student performance objective,
instructional or counseling procedure, and item of learning material in
the 1971 version of PEPPS were collected. In addition, unanticipated
side effects data were collected through comments written on PEPPS
materials and verbalized during interviews. These data were examined
for constructive suggestions which could lead to subsequent improvements
in the program; a report summarizing these suggested improvements was
written for use by the development staff for this guidance system. This
type of highly subjective evaluation is especially necessary during the
preliminary stages of program development.

An example of farmative evaluation focusing mainly on product
evaluation data is displayed in the table on the next page. This table
presents a summary of the responses of 30 ninth-grade students to 20
items related to a student i-erformance objective from the 1970-71 ver-
sion of the San Jose Unifieu Educational-Vocational Development Program.
These results reflect a gain in criterion performance on a career
guidance skill as a result of exposure to this program from the Campre-
hensive Career Guidance System. It can be seen that for these students
a post-test performance level was 25% mastery; a 10% gain, but far from
the desired 80% level. Such data as these are useful in providing feed-
back for revision of instructional and counseling strategies. Either
the matei.ials are not functioning in the intended marner, or students
did not receive sufficient exposure to these materials. In this part-
icular case, classroom observation of students and interviews with
teachers suggested that due to unclear instructions few, if any,
students had been adequately exposed to the materials for this objective.
Based on this feedback, the instructions were substantially revised be-
fore they were incorporated in the 1971-72 version of the program.
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TABLE 1

PERCENT OF STUDENTS WHO ANSWERED 80% OF THE ITEMS

RELATED TO THE FOLLOWING OBJECTIVE CORRECTLY

To classify examples of the followiag factors you should consider when you think
about your future educational and vocational goals: (a) abilities, (b) interest
(c) values, (d) physical traits, and (e) personal and social behavior.

100%

75Z

50%

25%

CCGS Program Students (N=20)

0 M 411aPP do, 4/O0 No Treatment Students (N=10)



Findings obtained from imnlementing the 1971-72 progrmn show that these
revisions resu;ted in substantial inprovement in its effectivene3s.
For ninth-grade students from John Muie Junior High School (the same
school that was involved in tne 1970-71 field test), a post-test per-
formance level regarding achievement of the same objective was 63%
mastery; a 37% gain when compared with pre-test performance (26%
mastery).

An illustration of formative evaluation emphuizing procedural
objectives :s found in the 1970-71 version of the Personal and Social
Development Program which was implemented in several English and Social
Studies classes at Picneer Senior High School In San Jose. Following
the implerentation, subjective reactions were solicfted from both
students and staff to identify program areas that raquired improvements.
A general concern which emerged from a follow-up class discussion was
the vay in which students were prepared for their participation in the
PSDP, One student said that the reason the program was not more
successful than it was could be attributed to student confusion during
their first coatacts with the PSM She felt the program was good but
that the students did not see it as important to their career development.
On the basis of this and other student and staff comments, it was con-
cluded that students must understand and accept a greater tie between the
PSDP and haw it can help them. Because this general concern emerged
during one of the first field tests of the program, considerably mare
time was subsequently devoted to the orientation of students. During
the following summer, selected students, teachers, and counselors worked
in cooperation with PSDP developmental staff to devise a new student
orientatien unit which was used in the 1971-72 implementation.

The following example indicates how data on unexpected outcomes
were used to modify a career guidance program during its formative eval-
uation phase. During the spring of 1971, students and staff at Booker
T. Washington Junior-Senior High School in Houston, Texas reacted to
preliminary drafts of instructional-counseling units and materials
scheduled for experimental investigation in the 1971-72 school term.
The program development staff had anticipated many of the reactions, and
had developed program materials accordingly prior to this screening;

but received numerous unexpected responses which provided vital inform-
ation conducive to the tailoring of student learning procedures. For
example, in reviewing a comic booklet designed for BTW youth, these
"editors" reacted negatively to such things as the small number of black
female students and faculty members with "naturals," and the apparent
surliness and gloominess of some of the black males. The program
developers had expected reactions to the comic script but were pleasant-
ly surprised at the students' close examination ,: the comic pictures
themselves. Appropriate artistic changes were made. The strong positive
reactions to the whole approach of "customized comic booklets" was so
unanticipated and encouraging, program revisions were made to focus the
complete BTW orientation approach on this learning procedure and to
search for comic alternatives for other guidance-related student per-
formance objectives. This procedure was found to be particularly
effective with slow, unmotivated reachers. Continued use of comic book-
lets and cartoons is planned for future field tests.



Suznmative Evaluation
The assessment of the effectiveness of a completed guidance program

requires a "summative" or "impact" evaluation. At this point, program
planners become accountable for the results of their finished programs.
They must determine if their programs achieved their product and process
objectives at an acceptab-Je cost per student without producing too many
negative unanticipated outcomes. If this cannot be demonstrated,
summative evaluation is premature, and revisions of selected portions
of the programs are still necessary. If the results of the summative
evaluation are favorable, then the program is ready to be implemented
with the entire student target population. Program planners can then
progress to the next phase in the development cycle and identify the
areas of student guidance needs (if any) for which no guidance programs
have yet been developed but which were discovered as unmet in the lives
of many students. These areas of unmet needs should be treated as high
priority possibilities for subbequent program development.

During the 1971-72 field tests of programs derived from the Compre-
hensive Career Guidance System, extensive summative evaluation data
were collected. These data related to product objectives, process
objectives, and unanticipated side effects. Some of this summative
evidence will be illustrated in the following two sections which complete
this report. Procedural evaluation data will not be reVT4Wed Once many
examples of this type are provided in preceding sections of thiNs\chapter.

In the first section which follows, guidance program impact 6n
student performance objectives will be summarized for all 1971-72 field
tests. In the second section, selected positive and negative .student
reactions to one of these programs will be provided to illustrate the
unanticipated comments youth made after participating in field tests.
Due to space limitations, reactions are shown for only one program in
one school setting. This seems sufficient because these examples are
appropriate for each program field tested.

Summary_Results Based on Field-Test Product Evaluation Data

The following results, regarding student attainment of goals and
objectives included in the various field test programs, are reported in
more detail in the Appendix to this document. Also displayed in that
Appendix are the tables that array data from which the statistically
significant results were derived. No result is reported as indicating
that a program significantly influenced a target group of students to
achieve one of that program's goals unless half or more of the available
experimental-control group comparisons results in the experimental treat-
ment students exceeding the attainment level of control students at a
statistical significance level of p < .05.



The reader should be cautioned that the sample pools of students at

the various field test settings represented very heterogeneous groups of

students. These students were at different points in their career plan-

ning and development experiences. Students who were more homogeneous on

criterion variables related to career planning and development could have

been selected for participation in the field test programs if placement

tests had been administered; however, such tests were not available at

the time when guidance programs were ready for field testing. As a conse-

quence, it is possible that where programs were not found to have signi-

ficantly influenced student attainment of program goals and objectives,

it was due in part to the fact that some students had achieved parti-

cular objectives prior to entering the program. Future field tests

should control for this factor by preparing and utilizing placement

tests to select students who, in fact, need specific parts of each

program in question.

1. The 1971-72 San Jose Unified Educational-Vocational Development Program

a. Ninth-grade students who had experienced the progrm were more able

(than were control students in the same school and in a comparable

school) to:

(i) identify important school and vocational decisions, and the

points in time when it is probably best to make them.

(ii) understand:

(1) how to obtain information on current job trends;

(2) some ways in which the availability and/or desirability

of vocational opportunities are being influenced by

trends resulting from social, economic, and technolog-

ical factors; and

(3) the importance of a student understanding the avail-

ability of vocational opportunities when he is in the

process of setting long-range vocational goals and

making plans to achieve them.

(iii) recognize the factors by which occupations are sorted into

a long-range goal (LRG) system of grouping occupations, and

understand the meaning of each factor.

(iv) show that they had collected and organized both measured

and self-reported information about their abilities which

can affect their choices of school and vocational goals,

as well as describe data on their abilities.

b. Ninth-grade students who experienced the program were not more

able (than were control students in the same school and in a

comparable school) to:



(i) recognize that if important decisions are made at the points
in time when it is probably best to make them, they will
probably open a maximum number of opportunities for them.

(ii) recognize the importance of grouping occupations according to
things they have in common, and to match occupational titles
with their appropriate LRG.

(iii) understand that information about their personal character-
istics can help them set up their vocational goals, and that
over time their personal characteristics may change, making
it important to consider these changes in their planning.

(iv) judge how difficult it is to change specific personal charac-
teristics.

(v) show that they had collected and organized information about
their interests, values, physical traits, and personal and
social behaviors which can affect their choices of school
and vocational goals, as well as describe such information.

(vi) confirm, either with their parents or with school personnel,
the information they had collected and organized about their

personal characteristics.

c. Tenth-grade students who had experienced the program were more
able (than were control students in the same school and in a compar-
able school) to:

(i) identify important school and vocational decisions, and the
points in time when it is probably best ta make them.

(ii) understand:

(1) how to obtain information on current job trends; and

(2) the importance of a student understanding the avail-
ability of vocational opportunities when he is in the
process of setting long-range vocational goals and

making plans to achieve.

(iii) recognize the factors by which occupations are sorted into
a long-range goal (LRG) system of grouping occupations, and
understand the meaning of each factor.

(iv) judge how difficult it is to change specific personal charac-

teristics.

(v) show that they had collected and organized both measured and
self-reported information about their abilities, interests,
values, and physical traits which can affect their choices
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of school and vocational goals; describe these data; and

confirm this information in a conference with at least one

school staff member who knows them well.

(vi) pick their first- and second-choice tentative long-range

vocational goals, and plan a high school program to help

them reach these goals.

d. Tenth-grade students who had experienced the program were not more

able (than were control students in the same school and in a compar-

able school) to:

(i) recognize that if important decisions are made at the points

in time when it is probably best to make them, they will

probably open a maximum number of opportunities for them.

(ii) understand some ways in which the availability and/or desir-

ability of vocational opportunities are being influenced by

trends resulting from social, economic, and technological

factors.

(iii) recognize the importance of grouping occupations according

to things they have in common, and to match occupational

titles with their appropriate LRG.

(iv) understand that information about their personal character-

istics can help them set their vocational goals, and that

probable changes in their characteristics over time are

important factors to consider in their planning.

(v) show that they had collected and organized and described

information (both self-reported and reported by significant

others) about their personal and social behaviors which can

affect their choices of school and vocational goals.

(vi) confirm, in a conference with their parents, information they

had collected and organized about their personal character-

istics.

2. The 1971-72 Booker T. Washington Junior-Senior High Orientation and

Personal Assessment Programs

a. Seventh-grade students who had experienced the programs were more

able (than were control students in the same school--both programs--

and in a comparable school--Personal Assessment Program) to:

(i) express a positive reaction to education in general, Booker

T. Washington in particular, and the impact the school was

having on their own development.



(ii) identify key terms such as decision and choice point, and

the possible effects a person's decision is likely to have

on his future.

(iii) compare different approaches they, and persons like them,

can have toward their future.

(iv) affirm that individuals are not "trapped by the future,"

rather that their actions definitely can influence the way

their lives work out.

(v) understand the meaning of the terms: personal need, personal

goal, and personal plan.

(vi) understand and affirm the basic assumptions and some of the

terms of the Comprehensive Career Guidance System.

(vii) identify a CCGS activity when furnished with a description

of a student doing it.

(viii) understand that information about their personal character-

istics can help them set their vocational goals, and that

over a time period their personal characteristics may change,
making it important to consider these changes in their plan-

ning.

(ix) show that they had collected and organized information on

their abilities, interests, and values; and confirm, in a

conference with their parents, that they understood this

information.

b. Seventh-grade students who had experienced the programs were not

more able (than were control students in the same school--both

programs--and in a comparable schoolPersonal Assessment Program)

to:

(i) identify and affirm the courses offered at Booker T. Wash-

ington, the educational innovations used there, or the

resources available at school and at home.

(ii) recognize examples of cause and effect relationships, or
distinguish between events that might have either short-run

or long-range impact on human lives.

(iii) express a positive reaction to the desirability of having

personal goals and progressing toward them.

(iv) identify how information on the requirements for a particular

vocational opportunity, and on the personal characteristics

and background of a hypothetical student might influence that

student's selection and pursuit of his school and vocational

goals.



(v) confirm, in a conference with a school staff member who knew

them well, that they understood their personal characteris-

tics information.

C. Ninth-grade students who had experienced the programs were more
able (than were control students in the same school--both programs--

and in a comparable school--Personal Assessment Program) to:

(i) express a positive reaction to education in general, Booker

T. Washington in particular, and the impact the school was

having on their own development.

(ii) recognize examples of cause and effect relationships and

distinguish between events that might have either short-run

or long-range impact on human lives.

(iii) identify key terms such as decision and choice point, and

the possible effects a person's decision is likely to have

on his future.

(iv) affirm that individuals are not "trapped by the future,"

rather that their actions definitely can influence the way

their lives work out.

(v) understand the meanings of the terms: personal needs,

personal goal, and personal plan.

(vi) affirm the basic assumptions of the Comprehensive Career
Guidance System.

(vii) understand that information about their personal character-
istics can help them set their vocational goals, and that

over a time period their personal characteristics may change,
making it important to consider these changes in their plan-

ning.

(viii) show that they had collected and organized information on
their abilities, interests, and values; and confirm, in a
conference with a school staff member who knew them well,
that they understood this information.

d. Ninth-grade students who had experienced the programs were not more
able (than were control students in the same school--both programs--
and in a comparable school--Personal Assessment Program) to:

(i) express a positive reaction to the desirability of having
personal goals and progressing toward them.

(ii) compare different approaches they, and persons like them,

can have toward their future.



(iii) understand the basic assumptions of the Comprehensive Career
Guidance System or the meaning of some of its key terms.

(iv) identify a CCGS activity when furnished with a description
of a student doing it.

(v) identify how information on the requirements of a particular
vocational opportunity, and on the personal charac-eristics
and background of a hypothetical student might influence
that student's selection and pursuit of his school anu voca-
tional goals.

(vi) confirm, in a conference with their parents, that they under-
stood their personal characteristics information.

3. The 1971 San Jose Unified Effective nPerscoflPriMfle1122141gym

Two of the six areas of this program received preliminary field
testing. These two areas focus on the following skills:

(a) perceiving and delineating personal problems; and

(b) searching for information to resolve personal problems.

Of the eleventh- and twelfth-grade students who responded to a ques-
tionnaire related to this program:

(a) 100% of them agreed that most people have personal problems of
one kind or another.

(b) 85% disagreed with the statement that "what happens is pretty much
up to luck or fate; we can't really influence what happens to us."

(c) 90% expressed the desire to be better at nandling their own personal
problems.

(d) 88% felt that they could learn how to solve personal problems better
than they do now.

Many of these students recommended that this training program be made
available to students at an earlier grade level (e.g., during junior
high school). They also contributed constructive suggestions which
are being used to improve all parts of the problem-solving program.

4. The 1971-72 San Jose Unified Personal and Social Development Pro9ram

Tenth-grade students who had experienced the program were not more
able (than were control students in the same school and in a compar-
able school) to improve their attitude, knowledge, and behavior in
the areas of:
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(a) acting constructively in difficult situations.

(b) showing strength of character and integrity.

(c) contributing to group interests and goals.

(d) showing consideration for the feelings of others.

(e) showing leadership.

Example Subjective Reactions to One Career Guidance Program

The following are selected reactions of tenth-grade students to
certain questions regarding their experiences in the 1971-72 San Jose
Unified Educational-Vocational Guidance Program:

1. If career guidance helped, how did it help?

a. It was awfia boring in that I could have cared less what
those tests, etc. meant. But now as I look back I can
see how it helped me think seriously about my job future
and how to make things happen.

b. It helped me decide what career I really wanted to take.
After finding outabout a career I thought I wanted, I
didn't want it any more.

c. It mired me up. When I went in there, I knew exactly
where I was going and what I was going to do. Now I can't
make up my mind.

d. It helped to let you know what type of courses and school-
ing are needed fbr occupations, and occupations that will
be open in the Piture.

2. How do you feel about 10th graders making general career goals?

a. I think it is good, because then they won't turn out like
some of the juniors and seniors have, like not knowing
what they want.

b. I think it is good to make temporary goals because even if
they do change the:74- minds they still have something to go
on.



c. I think it is good because mcst kida are too shy to talk to
a counselor about what ezey're going to do in the fUture or

just aren't interested. If you make people take the course,

people are secretly Manking you.

d. I think it's sort of stupid because you just don't want to
think about those things in ZOth unless you are going to
quit school.

e. I feel it is a good idea because this way they know what
classes to take to prepare for their goal.

3. How do you feel about people who have no long-term goals?

a. People without definite goals are really in pretty bad

shape, because you can't go places without some place to
go. They shoutd try to develop themselves to the point
where they could select a goal.

b. It's going to be harder for them because they can't take
the classes they need in high school to be what they want
after they get out of high school.

c. I really feel sorry for them, because they don't know where

they are going or what they are going to do. They also

don't know what prerequisites to take. I kind offeel they
are wishy,washy people.

a. It's the'f-r problem. If they don't know what they want to
do, give them time.

e. They're being cheated. By the time they decide on one they
will probably have to go to summer school, night school, or
something like that.

4. Do you feel you are able to influence your future?

a. A Zot. After all, it is your fisture in your life, so you
really have the most to say about it. You can select your
own opportunities and goals; no one else can do it for you.
Attitude also has a Zot to do with it. An "I don't care"
attitude indicates a rocky Ature.

b. No., destiny is already made out for you.

c. Yes, certainly, in most cases you make what you are and how
hard you work for it.



d. Yes, ifyou know what you want, you can
get it.

e. Yes, selecting courses which could help
would affect your fUture greatly.

change yourself to

you to get a job

5. What important things did you learn about yourself?

a. I learned some of my abilities which I never thought I had,
and some I need to work at.

b. I learned my abilities and what 1- most likely would be
successful in.

c. That my interests were leading toward something I didn't

know anything about.

d. Nothing, really.

e. I learned that I tend to underestimate myself, and also

that I'm more independent than I thought. I came out

with a much higher opinion of my abilities.

f. What a fool I've been. How I haven't paid attention to

my future.

In summary, if guidance systems are to improve in meeting the actual

needs of youth, there is a major need for the types of rigorous pro-

cedures for evaluating guidance programs as are described in this

chapter. Such evaluations require clearly defined and measurable product

and procedural objectives, as well as an accurate knowledge of the

practical context in which judgments concerning achievement of these

objectives must be made. Data generated by a program must be related to

the behaviors defined in these objectives, collected accurately, present-

ed in easily interpretable form, and provided in time to be utilized by

decision makers at all levels. In addition, information on unanticipated

program outcomes must also be emphasized. Only in this way can program

planners collect reliable and valid information which will help improve

programs each time they are implemented, as well as determine the costs

and benefits of career guidance.



Chapter IV Training
Objectives

This chapter was designed to help the reader to:

1. define and describe at least two purposes of each of the
following types of evaluation:

a. product evaluation;
b. procedural evaluation; and
c. evaluation of unanticipated side effects.

2. list at least the following number of instruments for collecting
data on each of these three types of evaluation:

a. five techniques for product evaluation;
b. one technique for procedural evaluation; and
c. two techniques for unanticipated side effects.

3. furnish at least one reason why criterion-referenced measurement
is appropriate for evaluating the effects of an individualized
guidance system.

4. outline at least two reasons for incorporating a version of an
experimental research strategy in the evaluation design of an
individualized guidance system.

5. identify at least two strategies that are appropriate for
scoring typical items contained in guidance program evaluation
instruments.

6. summarize the rationale for analyzing evaluation data collected
in field tests of individualized guidance systems.

7. describe two major purposes of conducting the following two
kinds of evaluations of guidance programs:

a. formative;
b. summative.

8. explain at least two conditions that must beAut before a
summative evaluation of guidance programs is appropriate.

The reader should review pertinent sections of this chapter if,
after reading the above objectives, he identifies any that he has not
achieved.



CHAPTER V

How to Go About It :

Career Guidance
Program Development

This chapter summarizes the current level of development of the
application of the CCGS planning model and process to design, implement,
evaluate, and revise career guidance programs. The steps of apply-
ing the system are listed in the left-hand columns on the following
pages, and are stated in terffs of product and process objectives.
Thvduct objectives state the desired accomplishments of local program
planners. Pilocess objectives state the planning activities that planners
must conduct in order to bring about the results specified in each
product objective. The right-hand column lists materiats and techniques
which program planners will find halpful in accomplishing these planning
activities These resources are recommended on the basis of either
research efforts attempted during the various field tests summarized in
the preceding four chapters, or the results of reputable implementations
of other guidance approaches. Although activities are listed sequentially,
these planning stages are not being recommended on an inflexible basis.
On paper, a planning process may seem lock-step. In reality, the
sequence of planning activities can be altered and the outcomes of sone
activities might require revisions in preceding or succeeding planning
tasks. What is presented here are suggestions for guidance program
design and implementation which can be adapted to local needs and
conditions.



Objectives for the Program Planner Planning Materials and Techniques

Product Objective: To have the
most feasfble, comprehensive, and
effective approach for plannIng
and implementing guidance systems,

(In the objectives which fallow,
it is assumed that the Compre-
hensive Career guidance System
approach has ueen selected as the
best planning method.)

Process Objectives

1:1 To explain the CCGS model and pro-
cess and at least three alternative
approaches for planning guidance
systems and programs.

1:2 To state the advantages and dis-
advantages of the CCGS approach
compared to those of alternative
planning approaches.

1:3 To estimate the feasibility and
effectiveness of using each of
these planning approaches.

1:4 To first weigh these estimates and
then to select the planning
approach most comprehensive,
effective, and feasible for the
local conditions in which the
planner operates.

for Ob ct u h # 1 :

A. Chapter I of this Volume I out-
lines the Comprehensiie Career
Guidance System.

B. Campbell, Robert E. Applications
of the Systems Approach to Career
Guidance Programs, in Focus on
Guidance, Volume 4, Number 8,
Denver, Colorado: Love Publish-
ing Company, April 1972. (One
section of this document focuses
on the "Comprehensive Career
Guidance System." Another
section describes "The Ohio State
Model.")

C. Nosford, R.E. & Ryan, A4T.
Systems Design in the Development
of Counseling and Guidance Pro-
grams. Peraonnet and G4idance
Journal, 1970, 49, 221-230.

D. Stanford, B. How Innovators
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Objectives for the Program Planner

LtodELOjateLtilre: To have a
summary of all the objectives and
activities that make up current
guidance programs. This inform-
ation must be available for use in
Product Objectives #3 and #5.

Process Objectives

2:1 To design a survey instrument to
collect data on all guidance
objectives and activities currentl
emphasized 171the target area
(i.e., the school or district for
which this planning is being
conducted).

2:2 To pilot-test this instrument with
2 or 3 counseling personnel and
to revise it on the basis of data
collected.

2:3 To administer the revised instru-
ment to all counselors (and other
counseling personnel) in the

target area.

2:4 To summarize all data collected on
current guidance objectives and
activities.

Planning Materials and Techniques 1

f21_912jective #2:I

A simple, open-ended instrument could be
used by school personnel to record the
objectives of, and activities included
in, the counseling currently being
done. However, a more structured
technique is recommended to produce
consistency in the format of the re-
sponses. This will make it easier to
summarize end compare data received
from the various sources. An ex-
ample of this structured technique is
the "Counseling Services: Objectives
and Activities" instrument used in
varilus field tests. This instrument
asks the respondents to indicate:
the overall percentage of counseling
time they devote to various career
areas, the percentage of time de-
voted to specific objectives in each
career area (example objectives are
provided as are spaces for ones to
be added by the respondents), and
the counseling activities performed
in each area.
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2.5 To verify this summary with
appropriate school or district
staff.

Product Objective: To have an
approved, written statement of the
high- and low-ranking guidance
needs and wants of youth in the
target area.

(These needs and wants should be
derived from empirical data based
on the perceptions of adults and
youth.)

Process Objectives

3:1 To study the rationale for con-
ducting an assessment of what out-
comes youth should be able to
achieve in the various areas of
their career development.

(This is called a "desired status"
needs assessment.)

3:2 To review all CCGS career areas
and select those on which the
desired-status needs assessment
process will focus.

3:3 To use the data on guidance object-
ives collected for Product Object-
ive #2 to rewrite or augment the
available CCGS needs statements in
the light of local regulations and
constraints.

For Objective #3:1

A. Chapter II of this document.

B. Popham, W.J. Educational Areeds
Assessment in the Cognitive,
Affective, and Psychomotor
Domain. University of California
at Los Angeles. Paper presented
at the ESEA Title III Regional
Workshops sponsored by the
United States Office of Education,
1969.

For Objective #3:2

The six career areas are presented
on page 6 of this document.

For Objective #3:3

Approximately 35 needs statements
have been written in each of the
four areas summarized on pages 211

and 29 of this document. Student
and adult versions are available.
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3:4 To adapt the desired-status needs
assessment instruments and pro-
cedures to local conditions.

3:5 To conduct detailed orientation
sessions for all youth and adults
in the sample groups to insilre
that they understand: (a) the
purpose and nature of this assess-
ment, as well as (b) the evolving
nature of careers and the trends
which will influence career plan-
ning and development.

3:6 To train all intervicwers who will
administer the desired-status needs
assessment procedures.

3:7 To assess youth and adult
perceptions of the desired status
of youth career plaiiTilifrind
development skills in the target
samples.

3:8 To obtain or develop instruments
for collecting data on the current
status of youth career planii7F--
and development as indicated by the
responses youth make on pencil-and-
paper tests and surveys, as well
as in simulated or reality
situations.

(This information should be
coordinated with information ob-
tained on the desired status of
youth career needs and wants
obtained from using the card-sort
technique, and should be compared
to data on guidance objectives
based on counseling personnel
perceptions collected for Product
Objective #2.)

Planning Materials and Techniques

For Objective #3:4

A needs-assessment instrument and
procedures are outlined on pages
27 through 32 of this document,

FGr Objective #3:5

Orientation materials used in various
field tests include:
A. "To the Student" (Instructions)
B. "To the Adult" (Instructions)
C. "Interviewer Instructions for

Student Orientation"

For Objective #3:7

A "Student Information Form" and a
similar "Adult Information Form" are
available for recording interviewee
assessment responses as well as
selected biographical data.

For Objectives #3:8 and #3:9

One approach is a card-sort procedure
simdlar to that used in the desired
status assessment process. This
time respondents focus on what-they
perceive as the current status of
youth career p1 annfng and development.
A more detailed approach is a survey
of students using pencil-and-paper
tests to assess the nature and ex-
tent of their:

A. knowledge of high visibility
occupations, job clusters, and
the world of work in general--
an Occupational Knowledge Survey
has been developed;
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3:9 To assess youth and adult per-
ceptions of the current career
planning and deveiopment status of
youth.

3:10 To develop decision rules for: (a)

summarizing youth and adult open-
ended comments on current guidance
services and the needs assessment
procedure; (b) integrating dis-
crepant youth and adult perceptions
regarding youth guidance needs and
wants (e.g., in some cases, more
stress might be given to the
opinions of "experts" in career
planning and development); and (c)
combining data on the desired
levels of youth careev:TTWIThg and
development (collected in Process
Objective #3:7) and the current
status of youth career priiraig and
development (collected for Product
Objective #2 and in Process
Objective #3:9).

B. knowledge of educational oppor-
tunities and requirements--an
EdUcational Knowledge Survey
has been outlined;

C. perceptions of who determined and
how they arrived at their career
goals, and their performance to-
ward these goals--a Goals and
Behavior Survey has been pilot
tested;

D. perceptions of which personal
problem-solving skills they have
and which they do not have-- a
Mlogram for Effective Personal
Problem Solving Questionnaire
has been developed;

E. personal and social responses--a
Performance Record, using the
critical incident technique, and
a High School Social Situations
Test have been field tested
extensively.

For Oblectives #3:9 and #3:10

One appropriate resource used in the
field tests is a technique described
in a paper entitled, "Suggested
decision strategy for synthesizing
computerized data on student and
adult perceptions of student guidance
and counseling needs.

-90-
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3:11 To employ these decision rules
with the available data.

3:12 To produce a written summary of
the high- and low-ranking guidance
needs and wants selected in
Process Objective #3:11.

3:13 To submit this summary for review
by key decision makers in the
target area, make revisions as
needed, and receive final approval.

Product Objective: To have an
approved, written summary of all
goal statements and student per-
formance objectives for the
proposed guidance system.

(Student performance objectives
refer to student outcomes of the
proposed system. They specify
what the student will be able to do
as a result of participating in the
system. In effect, they are the
students' product objectives, but
the alternate term is used here to
avoid confusion with planners'
product objectives. This document
should also include an estimation
of what type and amount of re-
sources should be assigned to each
goal.)

4:1 To prepare for the production of
goal statements and related per-
formance objectives by: (a)

specifying the required skill
levels for writing goal statements
and objectives; (b) assessing the
current skill levels of personnel
who will work on this task; (c)
studying available training pack-
ages which teach the skills
required but not possessed (if any)
and (d) acquiring the needed skills
by participating in relevant
training activities.

Planning Materials and Techniques I

For Objectives #4:1, #4:2, and #4:5

Four books by Robert F. Mager provide
the most relevant training for these
objectives. Published by Fearon
Publishers of San Francisco, these
books include:

A. Goal Analysis, 1972.

B. Preparing Instructional
Objectives, 1962.
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........

I
C. Developing Vocational Instruc-

tion, 1967.

4:2 To derive goal statements from
the priority needs and wants
identified for Product Objective
#3.

4:3 To review available listings of
objectives for guidance programs
and units.

4:4 To study alternative approaches to
sequencing goal statements and
related student performance object-
ives on the basis of youth develop-
mental skills in planning, goal
setting, and achievement.

-92-

D. Dtveloping Attitude Toward
Learning, 1968.

Other appropriate references are:

E. Dillman, C. and Rahmlow, H.
Writing Instructional Objectives.
San Francisco: Fearon Publishers,
1972.

F. Popham, W. J. and Baker, E. L.
Establishing Instructional Goals.
Englewood Cliffs, New Jersey:
Prentice-Hall, 1970.

G. Kibler, R. J., Barker, L. L.,
and Miles, D. T. Behavioral
Objectives and Instruction.
Boston, Massachusetts: Allyn
and Bacon, 1970.

H. Yelon, S. L. and Scott, R. O.
A Strategy for Writing Objectives.
Dubuque, Iowa: Kendall, Hunt
Publishing, 1970.

I. Eiss, A. F. and Harbeck, M. B.
Behavioral Objectives in the
Affective Dbmain. Washington,
D.C.: National Education
Association Publication Series,
1969.

For Objectives #4:3 and #4:4

The references for guidance-related
objectives include:

A. The CCGS listing of objectives in
the career areas of: educational
and vocational planning, personal
and social development, and
learning-how-to-learn. These are
sequenced in the three skill
categories noted in Process
Objective #4:4,
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(An acceptable sequence must lead
students through the acquisition
and performance of the following
skills: (a) basic planning
beginning with awareness and under-
standing, (b) accommodation and
decision making, (c) implementing,
evaluating, and revising chosen
plans of action.)

4:5 To write student performance
objectives which are both related
to the goal statements listed in
Process Objective #4:2 and
presented sequentially.

(At this point, it is only
necessary to describe the outcome
behaviors of students in the
statements of performance object-
ives. Descriptions of the stimulus
conditions and performance stand-
ards for these outcome behaviors
will be included later.)

Wellman, F. A Taxonomy of atidance
Objectives. St. Louis, Missouri:
University of Missouri, 1968.
These objectives are published as
Appendix B in the California
Personnel and Guidance Association's
Monograph Number 3, Accountability
in PUpil Personnel Services: A

Process ad-de for the Development
of Objectives. Fullerton, Calif-
ornia: CPGA, 1971. These object-
ives in the educational, vocational,
and social domains are divided into
two levels of "perceptualization
objectives," two levels of "concept-
ualization objectives," and three
levels of "generalization
objectives."

Monograph Number 4 of the Calif-
ornia Personnel and Guidance
Association will be published
during 1972 and will stress the
topic of career guidance.

D. National Assessment of Education-
al Progress. Objectives for
Career and Occupational Development.
Denver, Colorado: Education
Commission of the States, 1971.
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4:6 To group the goal statements and
performance objectives into pro-
grams and rank these programs for
implementation according to local
priorities.

4:7 To estimate, in general terms, the
type and amount of various re-
sources (e.g., materials, facili-
ties, and staff time) which should
be assigned to each goal listed in
Process Objective #4:6 to insure
that students will have sufficient
opportunities to attain them.

4:8 To produce a written summary of
all goal statements and student
performance objectives for the
proposed guidance system.

4:9 To submit this summary for review
by key decision makers in the
target area, make revisions as
needed, and receive final approval.

Product Objective: To have an
approved, written "guidance model"
for the target area.

(This product must include: de-
tailed goal statements, student-
based performance--product--
objectives stated in measurable
terms, and potentially effective
activities--written as studeht
process objectives--for helping
students achieve these performance
objectives.)

Process Objectives

5:1 To make a comprehensive list of
alternative instructional and
counseling procedures for helping
youth achieve the career planning
and development goals and student
performance objectives identified
for Product Objective #4.

Planning Materials and Techniques

For Objective #5:1

Chapter III of this document (page43
in particular) focuses on this topic.
Two key references are:
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5:2 To review programs and units which
Chapter IV indicated produced
positive impact on youth during
field tests.

5:3 To review summaries of available
CCGS individualized student learn-
ing units, other than those re-
viewed in Process Objective #5:2.

5:4 To review available student learn-
ing units and resource materials
produced by commercial or non-
profit sources.

5:5 To review current guidance activi-
ties and resources summarized for
Product Objective #2.

5:6 To select the most appropriate
resources for each goal and object-
ive identified for Product
Objective #4.

(If opropriate resources are not
available, it is necessary to out-
line those that must be either
adapted from others or developed.)

5:7 To describe for each student activ-
ity all materials, services, and
programs necessary to help students
achieve their goals and related
performance objectives.

A. Johnson, S. R. and Johnson, R. B.
Developing Individualized In-
structional-Material. Palo Alto,

California: Westinghouse Learning
Press, 1970.

B. Brown, J. H. and Brawn, C. Inter-
vention Packages: An Approach to
Self-Management. Per.sonnel and
Guidance Journal, 1972, 50,
809-816.

For Objective #5:2

These programs and units are outlined
on pages 77 - 80 of this document.

For Objective #5:3

The titles and main objectives of
these 93 units are listed in a summary
document available through the Youth
Development Research Prograim of the
American Institutes for Research,
Palo Alto, California, 94302.

For Objective #5:7

See references listed for Objectives
#4:1 - #4:3, and #4:5.
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5:8 To produce a written "guidance
model" for the target area.

5:9 To submit this model for review by
key decision makers in the target
area, make revisions as necessary,
and receive final approval.

Product Objective: To write a 3-4
page summary describing both the
basic guidance model developed for
Product Objective #5 and possible
ideas for field tests to be con-
ducted during the next school year
(or semester).

Process Objectives

6:1 To obtain suggestions for the
format and content of this
"handout."

6:2 To draft a rough copy of the
summarY.

6:3 To solicit student and staff
reactions to this draft and
revise it as necessarY.

6:4 To print sufficient copies of the
summary for distribution.

Product Objective: To have an
approved, detailed description of
the proposed field test(s) of the
basic guidance model developed for
Product Objective #5.

(This product must describe the
tasks that program implementers
should accomplish in order to in-
sure that students in selected
field test sites have the oppor-
tunities necessary to meet goals
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and student performance objectives
specified for Product Objective #5
and summarized in the "handout"
developed for Product Objective #6.
General tasks should be written as
process objectives--for the program
developers--while the more detailed
ones should be briefly outlined as

Process Objectives

7:1 To select tentative school site(s)
for field testing prototype
guidance programs and student
learning units.

7:2 Using the 3-4 page summary develop-
ed for Product Objective #6, to
discuss these tentative selections
and proposed field test ideas with
appropriate district and school
administrators and school personnel.

7:3 To finalize the selection of, and
receive appropriate authorization
for, the field test site(s).

7:4 To identify key persons (teachers,
administrators, counselors,
students, parents, etc.) to assist
in achieving Process Objectives
#7:5 - #7:8.

7:5 To identify and select those
students at the field test site(s)
who are representative of major
student target populations and who
will experience either the experi-
mental guidance programs or various
types of control treatments.

7:6 To write the student process ob-
jectives which describe activities
students in the field test site(s)
will perform in order to achieve
the student performance objectives
(specified for Product Objective
#5) appropriate to youth in the
field tests. These objectives
should now be tailored to students
in the proposed field test sites.

-97-

For Objective #7:6

See Chapter III of this document as
well as references listed for Process
Objectives #4:1 - #4:3, and #4:5.
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7:7 To list in sequence each task
which must be accomplished, and
develop a timetable of deadlines
for all major steps which will in-
sure that the implementation of
the field test of the guidance
model proceeds smoothly.

(Example tasks include: guidance
unit review, adaptation, develop-
ment, and production; scheduling
of students and school facilities.
These general tasks should be
written as process objectives to
be achieved by the program de-
velopers. Example tasks are
described in Process Objectives
#8:I through #12:6.)

7:8 To outline briefly all specific
implementation strate9ies which
must be conducted to initiate the
field tests and the scheduled dates
for completing each strategy.

(Such strategies muld specify:
who would perform which unit
development and adaptation tasks,
what materials would be needed by
the unit development team, how and
where the completed units would be
printed, how they would be deliver-
ed to the field test sites, etc.)

79 To produce a written detailed
description of the proposed field
test(s) of the basic guidance
model developed for Product
Objective #5.

7:10 To submit this description for re-
view by key decision makers in the
target area, make revisions as
necessary, and receive final
approval.

-98-
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Product Objective: To have an
approved, wrftten evaluation
rationale which describes the
evaluation design and procedures,
and lists instrument specifi-
cations for assessing the extent
to which youth in the field test
site(s) have achieved their career
planning and development goals and
objectives.

Process Objectives

8:1 To review CCGS evaluation instru-
ments and techniques.

(These include: end-of-unit
proficiency tests, criterion-
referenced survey tests, attitude
inventories, questionnaires,
reaction sheets, interview formats,
and case study techniques.)

8:2 To review other available
evaluation instruments and
techniques.

8:3 To develop an evaluation rationale
for the guidance system and
programs being planned.

(This rationale should describe
the evaluation design, procedures,
schedule, and instruments which
will be used.)

8:4 To descr:be the stimulus con-
ditions and performance standards
for each student performance
objective written in Process
Objective #4:5 and summarized
for Product Objective #4.

Planning Materials and Techniques
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For Objective #8:1

These resources are available through
the Youth Development Research
Program of the American Institutes
for Research, Palo Alto, California,
94302.

For Objectives #8:2 - #8:4

Chapter IV of this document is de-
voted to the topic represented by
these objectives. Two additional
key references are published as
Mbnographs Numbers 1 and 2 by the
California Personnel and Guidance
Association, Fullerton, California.
These are:

A. Krumboltz, J. D. Stating the
Goals of Cdunseling, 1966.

B. O'Hare, R. W. and Lasser, B.
Evaluating Pupil Pervonnel
Program, 1971.

C. In addition, Chapter 4
("Evaluation in Objectives-Based
Pupil Personnel Programs") of
CPGA Monograph Number 3 also
discusses evaluation.
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8:5 To produce a written evaluation
rationale for the field test(s).

8:6 To submit this rationale statement
for review by key decision makers
in the target area, make revisions
as necessary, and receive final
approval.

Product Objective: To have
official clearance for implement-
ation of the proposed field tests
in the selected school site(s).

Process Objectives

9:1 To collect final information on
the costs of implementing, evalu-
ating, and revising all aspects of
the proposed field test programs
as well as preliminary cost
estimates for all staff assessment
and development procedures (see
Product Objective #10).

9:2 To budget for activities remaining
in the first semester or year of
the proposed field tests.

Planning Materials and Techniques I

D. California Personnel and Guidance
Journal, Volume II. Measurable
Outcomes of Fersonnel and Ouidance
Services, Winter, 1969-70.

E. Glaser, R. and Nitko, A. Measure-
ment in Learning and Instruction.
In R. Thorndike (Ed.), Educational
Measurenent. Washington, D.C.:
American Council on Education, 1971,
Pp. 625-670.

F. Popham, W. Criterion-referenced
Measurement. Englewood Cliffs,
N.J.: Educational Technology
Publications, 1971.

-100.
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9:3 To list cost estimates for each
goal statement and student perform-
ance objective.

(This will facilitate cost-benefit
analyses and build accountability
into the guidance field tests.)

9:4 To obtain official approval for a
budget which includes all costs of
proposed field tests.

Proluct Objective: To have trained
counseling personnel who will
implement the proposed guidance
field tests.

Process Objectives

10:1 To analyze the tasks and related
responsibilities which counseling
personnel (e.g., the actual
program implementers: teachers,
counselors, parents, etc.) must
perform to successfully implement
the field tests.

10:2 To identify the competencies re-
quired for successful performance
of each task and responsibility
analyzed in Process Objective
#10:1.

10:3 To convert all statements of such
competencies into prodt_isto14_)*ect-
ives (stating what competencies
counseling personnel must achieve)
and process objectives (describing
what they must do to achieve these
competencies) for a training
program.

10:4 To identify possible candidates
for implementing the guidance
system and programs in the field
test site(s).

Planning Materials and Techniques I

For Objectives #10:1 - #10:10

Many references on the topic of train-
ing counseling personnel are available
in the professional literature. A key
article which should be consulted is:
"The PPS Model: A Prototype for
Change?: Report of the National Con-
ference of Pupil Personnel Services."
Impact, 1972, 1 (2), 21-28.

Key persons who have been working on
competency-based training programs
for counseling personnel include:

A. Drs. J. D. Krumboltz and C. E.
Thoresen of the School of
Education, Stanford University,
Stanford, California.

B. Dr. N. R. Stewart of the College
of Education, Michigan State
University, East Lansing, Michigan.

C. Drs. Allen Ivey and R. H.
Fredrickson of the School of
Education, University of Massa-
chusetts, Amherst, Massachusetts.
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10:5 To design and implement procedures
for helping available candidates
assess their current competencies
in respect to those competencies
required of field test counseling
3ersonnel.

10:6 To select counseling personnel and
volunteers to implement the guid-
ance system and programs in the
field test site(s) and decide
whether or not they need in-service
or pre-service training for the
tasks for which they will be
responsible.

10:7 To identify available competency-
based trainin9 programs approp-
riate to the required competencies
listed in Process Objective #10:2.

10:8 To adapt or produce training pro-
grams and units where current ones
are not available or appropriate.

10:9 To supply all instructional re-
sources and coordinate their use
with staff and training schedules.

10:10 To pilot test all training pro-
cedures and materials with 2-3
staff members and to revise as
necessary.

10:11 To train those counseling personnel
who do not have the competencies
they will need.

(In essence, this will be a more
complete field test of the training
programs. Suggestions for training
improvements should be collected
for later use in Process Objective
#12:5.)
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Planning Materials and Techniques

Product Objective: To have select-

ed school sit-i5T which are
equipped with the materials and
resources needed to implement
guidance programs in the field
tests.

Process Objectives

11:1 To identify, select, and train
personnel in skills required to
develop or adapt the individual-
ized student learning units which
will be used in the field test
site(s).

11:2 To develop new learning units and
to modify existing units to the
needs and characteristics of
students in the field test site(s).

11:3 To pilot test with a small group of
students each unit developed in
Process Objective #11:2, and to
revise as necessary.

11:4 To print and deliver to the schools
sufficient quantities of each unit.

11:5 To order and deliver to the schools
other necessary materials and
equipment (e.g., commercial
materials, tape recorders, film-
strip viewers).

Product Objective: To have cost-
effective guidance programs that
successfully meet the changing
career planning and development
needs of youth as well as the
changing needs of society.

Process Objectives

12:1 To implement the proposed field
tests of the guidance system and
its components.

For Objectives #11:1 - #11-4

See Chapter III of this document.

For Objectives #12:I - #12:3

See Chapter IV of this document.
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12:2 To collect formative evaluation
data from students and staff in th
field test site(s).

12:3 To revise system and program
materials and procedures on the
basis of these evaluation data.

12:4 To conduct follow-up studies of
samples of participants and control
youth.

12:5 To make cost-effectiveness analyses
of the guidance programs implement,
ed.

12:6 To continue to implement, improve,
and readminister revisions of the
initial student guidance programs
as well as staff training programs
while: (1) adaptlog them to the
changing needs and characteristics
of th:._ targeted youth, and (2) ex-
tending the system to priority
programs not implemented in initial
field tests.

The preceding objectives and attendant materials and techniques
represent a planning framework which creative local planners may employ
in meeting youth needs far programs of career planning and development.
It will be necessary to tailor the elements of this framework to local
needs and conditions, as is reflected in the CCGS emphasis upon a

continuing process of comprehensive planning (including program design,
implementation, evaluation, and revision). Planners using the frame-
work may have questions or comments regarding the application of this
system in their local settings; such inquiries are welcome, and should
be addressed to:

Youth Development Research Program
American Institutes for Research
P.O. Box 1113
Palo Alto, California 94302


