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FOREWORD

Career guidance programs provide comprehensive, individualized services {interventions)
sustained over time to all or most students in a2 school, Evaluation of tha effects of these programs is
complex, and few comprehensive modeis for evaluating the effects of comprehensive career
guidance programs exist. Components that support evaluation include comprehansive statements of
desired student outcomes, methods of documenting the nature and extent of guidance interventions
received by individual students, and criteria for quality carser guidance programs. This paper reviews
the status of career guidance evaluation and suggests deva!apmeﬁtal work needed t:: support more
effective guidance programs.

The profession is indebted to Dr. John Crites for his scholarship in preparing this paper. Dr.
Crites is Professor, Sehool of Education and Social Policy, Northwestern University and director of
the Career Assessment thi; Previously, he was Research Professor, Kent State University.

The National Center wushes to scknowledge the leadership provided to this effort by Dr. Robart
E. Taylor, recently retired Executive Director. Dr. Norman C. Gysbers, Professor of Education,
University of Missouri-Columbis; Dr. Edwin A. Whitflald, Associate Director, Guidance and Testing
Section, Ohio State Department of Education; Dr. Lawrence Hotchkiss, Research Specialist 2, and
Judith Sechler, Program Associate, of the National Center for Research in Voationa! Education,
contributed tc the development of the paper through their critical reviews of the manuscript. Dr.
Wesley E. Budke, Senior Research Specialist, coordinated the paper’s development, assisted by Ruth
Gordon and Sandra Kerka, Program Associates, and Laurian Miguel, Program Assistant. Clarine
Cotton, Jean Messick, and Sally Robinson provided clerical support, and Janet Ray served as word

processor operator. Ciritta Park of the National Center's Editorial Services edited the paper.

Chestar K. Hansen

Acting Executive Director

Natienal Center for Research
in Vocational Education
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EXECUTIVE SUMMARY

Evaluation of career guidance programs has recurred because ihe programs mean 50 much to
so many, both societally snd personally. Their effectiveness is a critical question on several ievels—
policy determination, program implementation, and personal satisfaction and success. This paper
cumulstes the collective conclusions of previous reviews and extrapolates from past and present
theory and research to extend beyond the conceptual framework to suggest new models and
metheds for evaluating career guidarice programs, especially as they affect and influence the
individual student. The focus of the ruview is on the person. First is a synopsis of what other revisws
have found, econcluded, and recomniended regarding career guidance programs. Next is a critical
analysis of these perspectives and proposals. Finally, the author propgses a new orientation toward
career guidance programs, in which evaluation becomes part of intervention for each student.

Evidence from both survey and exparimental studies indizates that the impact of career guidance
programs on individual students is either inconclusive or incomplete. However, the encouraging
sumniation of data is that participation in career guidance programs by individual students
apparently facilitates their career maturation. They are more mature in their career choice attitudes
2nd competencies (process variables) after & career development experience than they ware before
. (or, as compared to a control group). Evidence from several empirical studies indicates that

increased career maturity is related tc greater subsequent realiem of career choice. The implication
of these findings is that career guidance that affects career choice process variables also impacts
upon career choice content variables,

Analysis of the perspectives reveals that siudents are not highly involved in counseling services
offered. They do not seek out the services. Student involvement in career guidance activities needs to
ba systematically programmed if students are tp benefit from the services. In addition, the effects of
career guidance programs are not uniform and monolithic. Policy statements typically assume the
uniformity myth, and programs often are designed accordingly, yet individual students may react
quite differently to the same career guidance program. Whatever the reason for these differential
responses to treatment, the implication is that greater attention to individual differences among
students needs to be given in both policy statements and program designs. Further, findings from
studies of attribute treatment interactions have revealed fow ciearly identifiable attributes that appear
to interact with differential traatments, including suck obvious variables as gender, ethnic/racial
group, and chronological age. Where interactions have been found, they are compiex with barely
significant effects or are confounded with main effects, which make them difficult to interpret. Choice
of career guidance treatment becomes custom-made to the individual: what are his or her expeacted
outcomes from counseling and how can these best be achieved with this person at this time.

Substituting Parson-oriented parameters for attribute treatment interactions changes the
“Inverted” pyramid of policy, program, and person to a "Verted” pyramid with the person at the apex,
program intermediate, and policy on the base or foundation, This Persen-oriented approach can be
implemented through reverze programming.

Reverse programming starts with the outcomes of guidance for each person. Using common
means to assess the extent to which each person's career objectives have been attained, the
. effectiveness of the intervention used with an individual student can be traced to the attributes and

ix
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their interaction with the treatment, In addition, these can be aggrepated across students to provide
an overall program evaluation. From these collective results, policy statements based upon empirical
criterion evidencs can then be stated.

The conceptual framework of reverse programming encompasaes three topics: career by
objectives, a syitemns approach to career counseling, and evaluation models and methods. The
rationale for specifying caraer by objectives is iikened to the rationale for specifying management by
objectives. The procedure for career by objectives, like management by objectives, is to delineate
what the desired outcomes of a program are and then to work back through each step necessary to
achieve the objectives. This process not only establishes a criterion for measuring attainment of
program bjectives, but also eliminates unnecessary steps for goal atiainment. This elimination of
unnecessary steps increases the cost effectiveness of managemant by cbjectives and costs can be
objectively defined. Thus, inherent in managemeril-by-objectives programs-—and similarly career-by-
objectives programs—are the criteria for evaluating them. Changes in the implementation plan must
be consistent with the objectives. Alse, if revisions are needed in the objectives, new steps necaessary
for attainment must be delineated with the new objectives.

A systems approach is recommended to Person-oriented career counseling with three levuls—
theory, testing, and technology. Theory represents the distinction between career choice procass
and career choice content. The process variables (attitudes and competencies) determine the
readiness of an individual to make a career choice. With sufficient career readiness, an individual can
make a realistic carser choice, implementing it in job search and placement,

On the testing level of the system, the process and content components of career choice are -
given operational definition by inventories, tests, booklets, and forms used. Through the Career
Readiness Inventory and interpretation of results with the Career Devsloper, career maturity is
increased. The student next takes aptitude and interest measures as a basis for career choice
content. These are interpreted on the Career Decision Maker, a form that guides the student through
each step in the career decision-making process. Finally, using the Guide for Occupational
Exploration, the student translates aptitudes and interests into primary and secondary career paths
projected over the ensuing 5 years.

Through synchronized computer and peripheral technology, quick processing of the data and
the systems approach to career guidance are possible. Using the storage and retrieval capabilities of
microcomputers is recommended for processing a variety of deta on each student to assess goal
atiainment and to aggregate outcomes across studerits for the evaluation of career guidance
programs in schools and districts. Althcugh each student's file in the computer can be manipulated
for any number of relevant statistical analyses, the basic evaluation software can be uniform for any
situation in which there is interest in accountability and cost-benefit analysis. Thus, use of the
microcomputer is recommended both for career assessment and counseling and for assessing the
effectiveness of the Person-oriented approach to career guidance.

Combining the systems and Person-oriented approaches to career guidance in the schools
provides a new way of prioritizing values and addresses several problems. Several conclusions can
be drawn. Use of counselor time is more effective. Career guidance can be offered in addition to the
usual guidance on college choice and school achievement, and students can be involved in the
determination of their career development in a variety of individual and group formats, without
affecting the integrity of the Person-oriented approach. Also, both teachers and parents can act as
resource persons for students in implementing the program. Finally, evaluation of the career
guidance program, with an objective outcome measure (goal attainment scale score), is built into the
service delivery system. It is possible that the focus of the future for career guidance in the schools is
upon a Person-oriented approach, implemented through systematic program development and
inherently consistent with policy statements.



INTRODUCTION

The centrality and salience of career as a fulcrum of life go unchallenged in both our folk wisdom
and professional acumen. Fre.Z (1962) heralded “work and love” (arbeitan und lieban) as the
halimarks of maturity, although he focused almost exclusively on love. But he also recognized that
work is our "principal contact with reality,” a theme echoed by many neo-Freudians in their
observations on “work as integration” and as a major channal for sublimation (Hart 1947; Menninger
1842; Oberndorf 1951). Translated more recently into self-concept tarms, this therne is reflected in
Super's (1951, p. 89) proposition that “In choosing an occupation, one is, in effect, choosing a means
of implementing a seif-concept.” Projected against the background of lifelong development, with its
stages and crises, career as a focal point of human functioning, permeated by hopes and fears and
successes and failures, accrues even more significance, for most of our waking hours are expended
in either preparing for or engaging in career. Even as a juxtaposition, a counterpoint to nonwork
time—weekends, holidays, vacations, retiremant—career literally and figuratively defines by inclusion
and exclusion the lives we lead and the leisure we enjoy. Excluding possibly religious faith and family
ties, career offers the single most comprehensive and pervasive source of self-esteem available to us.
From TV commercials that proclaim that “A man (sic) is what he does” to career theorists who equate
identity with work, the assumption is the same: we are in and of and a part of our careers.

That problems arise in making this translation of self into career (Tiedeman and O'Hara 1963),
however, needs no documentation other than the long history of career (vocational) guidance
programs established to assist young and old, disabled and disadvantaged, men and women slike to
make realistic career choices. A dominant societal vaiue, emanating from the American credo and
Horatio Alger myth, is that each person realize his or her capabilities through equal opportunity for
their expression, yet due to both endogenous and exogenous factors interacting in and through the
life space, across the developmental span from birth to death, barriers too oftery preclude this self-
career actualization. Career guidance programs in many settings, but particularly in the schools,
presumatly address the problems that arise in the process of career decision making and seek
solutions to them. Grounded in the Parsonian “matching model” of agreement between individual
traits-and-factors and those required by occupations, as exemplified in contemporary theory and
practice by Holland's (1985} RIASEC system, but also strongly influenced by. if not committed to,
developmental career guidance, these programs encompass a wide range ! intarventions and
outcomes (Campbell et al. 1983). Because they mean so much to so many, not only societally but
also personally, how effective they are becomes a critical question on several ievals—policy
determination, program implementation, and personal satisfaction and success. It is not surprising,
therefore, that there are periodic and recurrent reviews of career guidance programs to evaluate the
extent to which they achieve their professed goals or objectives. This is still anothar review in a long
series, dating back in recent literature to the mid-1960s and probably originating with Williamson and
Bordin's (1941) classic paper almost 50 years ago. Why? '

If the purpose of this review were only to “review the reviews," then it would indeed be trivial,
aithough, cast into a broader context, there might be considerable virtue in cumulating the collective
conclusions of previous reviews. To articulate such a conceptual framework, extrapolating from past
to present theory and research, but eitiending beyond it to change frame, might suggest new models



and methods for the evaluation of career guidance programs, especially as they affect and influence
the individual student. More specifically and pointedly, although this review recognizes the
importance of policy determination and program implementation for career guidance, its focus is
singularly Person-oriented. The review has three purposes, it begins with (1) a synopsis of what other
reviews have found, concluded, and recommended regarding career guidance programs, then moves
to (2) a critical analysis of these perspectives and proposals, and ends with (3) a proposed new
orientation toward career guidance programs, in which evaluation becomes part of intervention for
each and (it is hoped) evary student.

10



EVALUATION OF CAREER GUIDANCE PROGRAMS:
'CONCEPTUAL AND EMPIRICAL

To evaluate career guidance programz empirically, it is necessary first {o specify conceptually
what their desired outcomes are. Then, research on the extent to which they attain these desiderata
indicate how effective they are. In the discussion that foliows, (1) conceptual critaria for the
evaluation of career guidance programs, which have been proposed during th:z past half century, are
summarized and (2) revie'ws of empirical research applying thase criteria in the evaluation of career
guidance programs during the last two decades are presented and their conclusions are enumerated
and synthesized,

Conceptual Criteria

What the desired outccemes of career guidance programs should be are of two kinds—those
which generally represent the “establishment” point-of-view, and those which question it, even to the
extreme of proposing that career guidance programs be aboi:ched. What are these pro and con
positions on the value of career guidance, and what are their implications for evaluating its

effectiveness?

Although most reviews of the conceptual heritage of career (vocational) guidance begin with
Frank Parsons’ (1809) monumental contribution of the still viable “matching model” to career
decision making, it must be understood that career guidance in this country has a much broader and
pervasive history (Brewer 1942) than a point-in-time event. It is in and of the warp and woof of those
social evolutionary processes that became one of the dominant value orientations in American
society around the rurn of the century, and that have since served as the raison d'etra of the guidance
movement (Crites 1981). The first definition of vocational guidance by the National Vocational
Guidance Associaticn (NVGA) in 1937 reflected an admixture of American individualism and Social
Darwinism in its expressed aim “to assist the individual to choose, prepare for, enter upon, and
progress in an occupation.” More recently, to reflect contemporary emphases on the developmental
processes underlying career choice and adjustment, Super (1951, p. 92) has proposed this revised
definition of career guidance:

itis }hs process of helping a person to develop and accept an integrated and adequate picture of
himself (sic) and of his role in the world of work, to test this concept against reality, and to
convert it into a reality, with satisfaction to himself and benefit to society.

Super's basic concept of developmental career guidance has been translated into and
operationalized as "Guidelines for a Quality Career Guidance Program” (1979) by the NVGA
Commission on Criteria for Career Guidance Pragrams. These guidelines are based upon the
following conceptual and theoretical assumptions:

* Development occurs during the lifetiime of an individual. It can be described in maturational

terms denoting progression through life stages and the mastery of developmental tasks at

each stage. Although research evidence is lacking, it seems unlikely’ that intervention can
substantially shorten this maturational process.

3
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* Individual development is influenced by both heredity and environment. Psychological,
sociological, zducational, political, economic, and physicat! factors affect development,
Appropriate intervention strategies that focus on thase factors can influence the quality of
individual devalopment.

¢ Development is a continuous process. Individual cvevelopment can best be facilitated by
intervention sirategies that begin in the early years and continue throughout the fife of the
person. Programs that focus only at certain points or at certain stages in the individual's life
will have limited effactiveness.

e Although development is continuous, certain aspects are dominant at various periods in the
lite span. Programs designed to facilitate career development shouid account for the dominant
aspects at given stages.

* Individual development involves a progress differentiation and integration of the person's self
and perceived world. Intervention strategies need to be designed to assist individuals during
normal maturational stages of career development rather than to provide remedial assistance
to individuals whose development has been damaged or retarded.

* Although common developmental stages can be observed and described during childhood
and adult life, individual differences in progressing through these stages can be expected.
Intervention programs should provide for these differences, making nc assumption that
something is “wrong" with those who progress at atypical rates.

® Excessive deprivation with respect to any single aspect of human development can retard
optimal development in other areas. Optimal human development programs are
comprehensive in nature, not limited to any single facet. It is recognized that those who suffer
from deprivation may require special and intensive assistance. Where deprivation is iong-term,
short-term intervention is not likely to be sufficient.

Inherent in these propositions is not only the essence of what contemporary career guicance should
be but also what it might become given certain revisions and reformulations based upon critiques
and evaluations of it.

Contrary points of view, which have questioned both the usefulness of career guidance and the
precepts of career development theory upon which it is based, are relatively few, but they have
served an "honest broker” function as well as suggesting possible new perspectives on o'd issues
and problems. Probably the most critical was Barry and Wolf's (1962) book entitied An Epitaph for
Vocational Guidance. They enumerated and defined five “myths” that they saw as outmoded and
unsubstantiated beliefs that undergirded the conceptual and operational framework of career
- (vocational) guidance in the early 1960s. These were what they called the myths of.

1. The “single” theory—that only the “matching model” of Parsons (1909) triparite anialyses of
the individual, the occupation, and the relationship between them explains career choice.

2. Measurement-—that human personality (intelligence, aptitude, achievement, interests, and
personal characteristics) can be quantified with tests and that tests can predict aducational
and vocational successes. :

3. Classification systems—that available methods of ciassifying occupations (e.g. the Dictionary
of Occupational Titles) are useful for students.

i2
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4. Information—*(1) that formal information is authentic and factual: (2) that specific
information about the world of work is valid for and applicable to the future; (3) that such
information meets student needs and produces important learnings; and (4) that such
information furnishes the basis for reasoned decisions.” (Barry and Wolf 1962, p. 89)

5. Reallam—that there is actuaily some criterion or entity called “reality” against which a
student’s career choices can ba comparead for their practicality and practicability.

These myths have largely been dispelled (Crites 1969) by the formulation of career development
theory, construction of career maturity measures, revision of occupational classification systems,
compilation of more understandable and useful occupational information, and new conceptions of
choice realism in the years since Barry and Wolf's (1962) book, but several implications they drew
from the myths still have currency and validity. These implications—"a holistic approach, a concept
of personality as dynamic, the importance of self-concept, an understanding of values; a recognition
of (individual) differences, and learning as internalization” (Barry and Wolf 1962, p. 199)—converge
upon the main theme of this review: that effective career guidance programs must be
Person-oriented.

Much in the same tenor, aithough not as iconoclastic, Ginzberg (1971) expressed many of the
same criticisms as Barry and Wolf. His “advice to advice-givers,” as he puts it (pp. 288-289), led to
several recommendations. [f there is one general extrapolation that can be made from his
recommendations, it is that the school counselor must be educated and empowered to deliver career
guidance to students more effectively. Coupled with the recommendations of Barry and Wolf, it is
clear that these critics of career guidance are focusing upon the discrepancy between policy
statements and program objectives, on the one hand, and person services, on the other. The

On a more theoretical plane than either Barry and Wolf or Ginzberg, Warnath (1975) questions
the fundamental assumptions underlying the entire career guidance enterprise. Central to his
position are propositions such as these:

® The needs of the individual are subordinated to the goals of the organization.

* Career development is an abstract construct. It permits vecational theorists to hypothesize _
about factors that appear to affect vocational decision making without regard for the quality of
jobs in which people eventually find themseaives.

* The vocationa! theorists have ignored the growing number of writers who seriously question
the myth of the meaningfulness of work in our industrial society . . . that is the central issue,
which vocational theorists and counselors have avoided. The worid of work as they view it no
longer exists (p. 422, et passim).

Although written over a decade ago and somewhat overstated, Warnath nevertheless makes a
telling point: vocational theory and career guidance practice are “almost uniformly grounded on the
proposition that jobs are intrinsically satisfying.” Yet years of research on job satisfaction indicate
that only at the upper levels of the occupational hierarchy are the rewards of work intrinsic (Crites
1969). Warnath compellingly argues that for the vast majority of workers, the basic assumption
underlying the “matching model"—that satisfaction in work follows from an optimal “fit"—is invalid
for career guidance programs. His proposal, however, that counselors assist clients to “search for
means other than paid employment through which people can gain meaning from life” (Warnath
1975, p. 428), appears implausible. More feasible would be a focus upon what kinds of satisfaction in
work—intrinsic, extrinsic, or concomitant—each person can find in making a career choice.
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Empirical Research

Evaluative reviews of career guidance are of two kinds—qualitative and quantitative. Tha former,
such as those by Myers (1971), Oliver (1979), Fretz (1981), Holland, Magoon, and Spokane (1981),
and Campbell et al. (1983), are narrative summaries and critiques of the research literature. In
cont.ast, the latter either report empirical findings from nationwide surveys and statistical analyses
(Campbell 1968; Hotchkiss and Dorsten 1985) or conduct meta-analyses of the cumulated effects
sizes of “between paradigm” (Crites 1983) studies found in the literature on career guidance
programs (or, more accurately, all kinds of voecational interventions) (Spokane and Oliver 1983). Each
of these reviews is briefly summarized and then conclusions from all of them are drawn.

Campbell

A nationwide questionnaire survey of counselors, students, parents, teachers, and principals in
353 schools (academic, vocational, and comprehensive in both urban and rural areas), Campbe!l's
(1968) study was designed to gather data on the following facets of career guidance programs, with
the findings indicated:

* The type of guldance services sought by students. Students sought educational guidance (66
percent), personal adjustment counseling (17 percent), and vocational guidance (16 percent).

& Student sources and ulilization of guldance services. Counselors (65 percent) and parents (64
percent) ranked ahead of teachers (35 percent) and frierids (33 percent) as sources of
assistance; 88 percent reported they knew that vecational guidance was available but only 43
percent used it!

* Role of teachers In the guidance program. Twenty-five percent or fewer participated in the
guidance programs.

time of 16 minutes (as reported by studants.)

* Counselor's ime. A median of enly 40 percent of a counselor's time was spent in counseling
with individual students, mostly with reference to coilege education, not career choice.

* Pre-entrance guldance for vocational programe. Twenty-three percent of counselors gave
“prime direction” and 63 percent “assisted” students, but most ranked student interests as the
criterion for admission, not aptitude scores or school achievement.

* Usze of siandardized tasts. Counselors ranked intelligence, achievement, and aptitude tests as
most useful to them, but how inuch they used them was not determined.

Adequacy of occupational Information. énly 56 percent of students reported it was "very
helpful”; 29 percent checked it was “toco general”; and the remainder said it did not answer
their questions.

* Student-counselor ratics. The median ratio was 380 students for each counselor.
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To summarize Campbell's (1968) survey findings briefly, counselors spend less than half their time
with high ratios of students in a 15-minute conference on college education or school achievement
once a year with minimal use of standardized tests and negligible assistance from teachers and
parents. Such a picture of career guidance programs across the country stands in sharp contrast to
statements of what they should be and what career development theory would suggest they be.

Myers

Unlike Campbell (1969) who gathered data, Myers (1971) reviewed data gathered by others. He
organized his review essentially into two major parts: studies of decision making and studies of role
functioning. The first was further subdivided to discuss accuracy of self-knowledge, appropriateness
of vocational preference, and instrumental behavior; the second covered general adjustment and
academic performance at the elementary-secondary and college/university levels. The sum
substance of this review was less a distillation of verities from the research literature for enhanced
and enlightened counseling practice than it was a penetrating and often disturbing critique of
methodology commonly used to study career (and related forms of) counseling, whether dyadic or
group-based. However, there were a few empirically documented procedures worth recommending.
The most noteworthy contributions of Myers’ review were his suggestions for future research and
practice, a sampling of which include the following:

® The effects of counseling should be evaluated experimentally, inguiring into the relationship
of specific caunseling procedures to specific counseling goals. (p. 871; italics added)

Clients involved in educational-vocational counseling have characteristic differences that
deserve careful scrutiny and accurate description . . . clearly, then, the research on counseling
practice—and, more important, the practice itself—must be planned in the context of where
the client is in his [sic] growth process, what decision tasks are unique to his age and grade,
and what treatment goals are appropriate at his stage. (p. 874)

© To some degree, all the research on individual counseling suffers from the limitations of a set
of assumptions that can be expressed as follows—

- All clients within a given study who sezk and/or receive counseling are more or less alike.
== All counseling provided within a specified treatment condition of a given study is essentially
the same thing.
— The outcome criteria used in a given study are equally appropriate for all clients treated in a
similar way. (p. 880)
The implications of these conclusions lie at the core of a new approach to the implementation
and evaluation of career guidance programs as proposed in the next two sections of this monograph.

Oliver
in Career Gﬁunséli?ﬁgfﬁeséarehi“ but shs also comments on “Design and Analysis.” She largely

reiterates caveats and criticisms from ine mieasurement and methodological literature, such as
“Report reliability and validity daca for the instruments you use” and “Include a control group in the
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design whiﬁ:h wauld be superﬂua;s were it hﬁf that as she painis aut researc:h on :arger

(am:l theur dlsa-‘éﬂntlan advnsnrs‘?) What ther’s rev:ew thmws mtt: sharp rehgf IS the dls:repam:y
between what research on career counseling and guidance should be and what it is. How can any
legitimate substantive conclusions be drawn from research so wrought through with the criterion and
design efrors she enumerates. The only encouraging note from her review, which resonates a
recurrent theme from Krumboltz (1966). Myers (1971), Bergin and Garfield (1971), and others, and
which constitutes a parameter in formulating a Person-oriented approach to career guidance, is her
observation that “parhaps individual criteria should be developed for each client” {Oliver 1979,

p. 223).

Fretz
This review started where Oliver's left off. Fretz's (1981) general conclusion is that—

Little progress can be made in improving the effectiveness of eareer interventions until more
specific and systematic evaluative attention is given to (a; the treatment parameters in myriad
contemporary interventions; (b) the relationship of particizant attributes to the effects of
treatments; and (c) the relationship of both treatment parameters and participants’ attributes tc
the diversity of career-related behaviors, sentiments, and iearning that presently serve as
ovtcome measures for evaluating career interventions. (p. 77)

This complex of variables are what Fretz and cthers (e.g., Cronbach and Snow 1977; Garfield 1977)
call Attribute-by-Treatment Interactions (ATIs), which he hes enumerated and classified in Exhibit 1.
Simply stated, the hypothesis is that the outcomes of career counseling and guidance are a-function
of the interaction (or differential combination) of client attributes and the treatments they receive.
Fretz (1981) notes that “Crites (1974) has identified five major theoretical approaches to career
counseling: psychodynamic, developmental, trait and factor, behavioral, and client-centered,” but
that, “Of the few studies comparing career interventicns, none has selected interventions specifically
to represent contrasts of these theoratical domains” (p. 81). Extrapoiating from this conclusion and
the meager (and conflicting) results from a global investigation of ATls, Fretz (1981) closes his review
with this implication for future research:

Smsll faéusad studias can be cuﬁductéd by msny caunselurs with rninirnal reseaﬂ;h suppaﬁ

nmpartantly, even if nat as ext,enssvely. as eamprehensnve natu;nal studles (p 35)

Holland, Magoon, and Spokane
In their’ Anﬁual Review ahspter on Gaunseling Psyshulngy Hullgrﬂd 'Magaaﬁ aﬁd Spakane

penad 1978-79, Dbsemng thaté "thE majt;nty nf ﬂld and new trsatments have generated Inttle
evaluation or research.” they conclude from those studies available that

The axperimental evaluations of counselors, career programs, card sorts, interest inventories,
workshops, and related treatments imply that the beneficial effects are due to the common



EXHIBIT 1

DIMENSIONS OF CLIENTS, TREATMENTS, AND OUTCOMES

Client
attributes

Treaiment
paramelers

Qutcomes

Demographic

Sex

Race

Age

Socioeconomic/educa-
tional level

Urban/rural crigin

Psychological
Intelligence
Cognitive complexity
Need for achievement
Focus of control
Ego strength
Self-confidence
Anxiety
Dependence
Defensiveness
Personality type

Career related
Type of undecidedness
Career maturity
Attitudes toward choice
Career decision style
Motivation for treatment
Expectancies for

treatment

Coritent domain
Occupational
information
Self-knowiedge
Decision skills

Interpersonal context
One-to-one
counseling
Group counseling
Self- or computer-
administered

Degree of structure
Highly structured
Semistructured
Unstructured

Career knaﬁledéé & skills
Accuracy of self-knowledge

information

Accuracy of job-seeking
skills knowledge
Planning and goal selectign
skills
(realism)
Range of choices

Career behavior
Career information seeking
Relevant academic
performance
Seeking initial/new job
Getting initial/new job
Job ratings
Being promoted
Earnings

Sentiments

Attitudes toward choices:
certainty, satisfaction,
commitmiant, career
salience

Job satisfaction

Quality of life ratings

Satisfaction with
intervention

Perceived effectiveness
of intervention

Effective rGle functioning
Self-concept adequacy
Parsonal adjustment
Perzonal adjustment
Relapses of career

problems
Contributions to community

SbLIF(C:E; Eéprintaéi by per?nisé%én of the author, ﬁ:::m B.R. Fréizi':Evsluating thééfféc:tiVéﬁﬂSSi
of Career Interventions.” Jaurnal of Counseling Psychology 28, no. 1 (January 1981): 77-80.

Copyright 1981 by the American Psychological Association.
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elements in these divergent treatme:its: (a) exposure to occupational information; (b) cognitive
rehearsal of vocational aspirations; (c) acquisition of some cognitive structure for organizing
information about self, occupations, and their relations; and (d) social support or reinforcement
from counselors or workshop members. (p. 285)

They do not state what the “common elements” are, but they do add that “the general failure to find
different effects for different treatments demonstrates a large hole in our understanding of client-
treatment interactions and indicates that need for more analytical and less shot-gun evaluation”
(Holland, Magoon, and Spokane 1981, pp. 285-286). How similar this conclusion is to those drawn b
Myers (1971), Oliver (1979), and Fretz (1981)—cumulating consensual validation of the need for
focusad research on ATIs in assessing the effectiveness of career counseling and guidance.

Spokane and Oliver

A quantitative review using meta-analysis procedures, Spokane and Oliver's (1983) summary of
52 vocational interventions, in which experimental groups were compared with control groups,
yielded a cumulated effects size coefficient of .85. Because the sampling distribution for effects sizes
is unknown, the significance of this coefficient cannot be determined. However, Spokane and Oliver
(1983) interpret their finding as follows:

Our integrative analysis of 52 investigations of the outcome (sic) of vocational intervention

confirms the conclusions of previous reviewers that vocational interventions generally have

beneficial effects. (p. 124) .

That this conclusion may have to be regarded with caution is suggested by Hotchkiss and Dorsten
(1985), who poirit out that “Spokane and Oliver aggregate effects that are not statistically significant
in the same manner in which they handle those that are significant” (p. 7). What these reviewers
found, however, generally agrees with previous reviews that have concluded that "almost any
intervention will have some effects but that they are global and nonanalytical” (Spokane and Oliver

1983, p. 124).

Campbell, Connell, Boyle, and Bhaerman

Perhaps the most comprehensive review of this entire series is the one Campbell and his
associates (1983) conducted at the National Center for Research in Vocational Education. The results
of over 200 studies were compiled and summarized, leading to these conclusions:

* The preponderance of evidence suggests that career guidance interventions achieve their
intended objectives if guidance personnel are given the opportunity to provide structured
guidance interventions in a systematic, developmental sequence,

® Career guidance has demonstrated its effectiveness in influencing the career developmeant and
adjustment of individuals in five broad areas: —improved school involvement and
performance—personal and interpersonal work skills—preparation for careers—career
planning skills—career awareness and exploration.

Career guidance has been successful in assisting individuals representing a wide range of
subpopulations and settings, such as in correctional institutions, vocational training centers,

community colleges, and rehabilitation centers.

10
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practmnners a lsrger panl cf trestments fn;nrn whu;h to draw. Fc;r example dué to sngmfn:ant
progress in computer applications for career exploration and choice, there are several dozen
models from which to choose.

The téﬁﬂr and tane gf ﬂ'lESé eonelusinﬁs i's very E()Siﬁve if nat thimistiq: despite the
thﬂse enumersted in ather reviews and which are aimast cantrad:cmry ta the cnnclus:ons drawn It
seems highly improbable that more than 75 percent of the 200 studies reviewed by Campbell et al.
were sufficiently sound psychometrically and experimentally to conclude "The preponderance of
evidence suggests that career guidance interventions achieve their intended objectives” (p. §6). The
recommendations for career guidance practice and research made in this review, therefore, must be
tempered with methodological considerations. These recommendations are Listad in Exhibit 2, where
itis apr:are:nt that they naveﬂheless substanhally sgree w:th the substsm:e af the other réwews They

Hotchkiss and Dorsten

Hotchkiss and Dorsten’s (1985) report is both a qualitative review of the literature as well as a
quantitative study of career guidance programs. From their “raview of reviews,” Hotchkiss and
Dorsten (1985) conclude:

Summarizing the research on the effects of guidance and counseling utilizing high sehool
studems lésds m an overall ﬁit:ture nf researeh an guidance IntEl’VEﬂtin’lS as (1) prawdiﬁg
thass not recawmg treatment suggéstmg that thase, studnes indicate what specnfn; aspagts of
guidance and counseling could do rather than what it has done to affect student behavior (Herr
1982) and (2) confounded by complex interactions between sex. SES, school and guidance
program characteristics (e.g., staff and administrative support, career resource availability) as
weli as by type of treatment (group or individual). (p. 7)

They add to this negative evaluation that “the impact of career guidance programs requires further
in-depth examination before firm conclusions regarding the effectiveness of career guidance are
justified” (Hotchkiss and Dorsten 1985, p. 9).

:auntry wnth vaned 5tatus ehars:tenstl...s and they thalned ramarkably canslstant negauve results,
They state:

The conclusion is clear, based upon the data presented here, neither the predictions drawn from
career guidance goals nor those based on the critiques of schoeling and guidance are
supported. Iri fact, attending a school that has an active career guidance program does not
appear to have much affect one way or the other on any of the outcomes studied here,
(Hotchkiss and Dorsten 1985, p. 33)

guldance pro:grarns
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EXHIBIT 2
CAREER GUIDANCE PRACTICE RECOMMENDATIONS

\N\

o

Programs should ba designed for the continuity of individua! career development. A major
disadvantage of examining the outcomes of various career interventions is that one often
cverlooks the total continuity of individual career development as a person progresses from one
career stage to the next. Typically, the studies that have been reported only deal with a piece of
individual career development (e.g., exploration or decision making). It is important that
programs be designed and evaluated to look at the continuous growth of individuals
developmentally acress stages. Programs should be more comprehensive in providing this
developmental process for the individual. Too often, program developers feel they have done
their job simply by completing the initial stages of developing career awareness, exploration, and
decision making. Additional assistance should be offered for the continuation of this
development through subsequent stages through such activities as assisting with implementation
of plans, the selection of education programs, and job placement and adjustment.

More emphasis shculd be placed on exploiting what activities work and on strengthening them to
achieve optimum career guldance effects. Too often, program developers invest their time in
reinventing the wheei rather than in strengthening what currently exists. Resources should aiso
be expended to strengthen weaker areas of intervention, such as job findings, placement
strategies, and vocational adaptation.

Thers Is the need to establish a largar number of highiy trained, institutionaliy supsorted and
effective teams of guidance workers. Pinson, Gysbers, and Drier (1981) advocate this to assure a
more comprehensive delivery of guidance services to all students in all settings.

A comprehensive list of client competencies shouid be developed to provide program direction.
The many studies reviewed in this report identified an impressive array of client objectives to be
achieved by career guidance programs. Although they were organized here into five broad
themes for reporting purposes, there was no attempt to organize them into a series of sequential
client competencies that could provide national direction for programs.

School- and agency-based career guidance activities shouid be more closely integrated with
private sector experiences for cliente, whenever feasible. A number of studies demonstrated the
importance of real world experience in achieving career guidance objectives; they provided an
essential element of realism and relevance for the student.

Programs .. _uid not rely solely on a few traditional techniques to achieve their program goals.
Due to the wide ranges of program goals and individuals within a program, programs should be
expanded to include a variety of interrelated activities that systematicaily foster career
development.

Career guidance activities that are too general or ambiguous should be avoided. Carefully
planned and highly structured career guidance activities should include (1) clearly stated
objectives in terms of client outcomes, (2) specific and meaningful client activities to achieve the
objectives, and (3) a measure of assessing client achievement of the objectives.

Self-initiated, periodic evaluation of the degree to which career guidance programs are achleving
their objectives should be conducted more frequently. If formal evaluations are not feasible due
to time constraints, alternative evaluation procedures should be considered informally, such as
holding an open forum to assess program status. The latter can be quite effective in determining
what works, what does not work, and in identifying program impediments.

Counselor education programs should be competency based In order to insure that counselors
acquire the necessary skiils to meet the full range of their cilents’ needs. The studies reflected a
wide latitude of program objectives which require a broader r=nge of skills than traditionally have
been provided.

SOURCE: Campbell et al. (1883), pp. 59-60
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EVALUATION MODEiL.S FOR CAREER GUIDANCE PROGRAMS:
A CRITIQUE

That the literature on career guidance programs, wheiiar conceptual or empirical, is confusing
and often contradictory seems apparent. Nct only are there opposing viewpoints on the value of
career guidance programs, but findings of several hundred studies are either flawed by criterion
and/or methodological shortcomings or they provide scant support for the eflectiveness of vocational
interventions. There is some empirical support, however, for the beneficial cutcomes of career
guidance programs—they do make at least a minimal positive difference in the career decision
making and development of young people during the high school years. Why these programs have
such minimal impact poses a penetrating question. Some answers, extrapolated from the “review of
reviews,” are proposed in the discussion that follows of (1) the “Inverted” Policy, Program, Person
pyramid, (2) the myths and realities of career guidance program implementation, and (3) the need for
a new framework for implementing and evaluating career guidance programs.

Policy, Program, and Person: The “Iaverted” Pyramid

There is a relationship among (1) Policy statements by leaders in the field of career guidance
and by the professional associations (e.g., NVGA), (2) Program purposes and objectives, and
(3) Person services and benefits that can be depicted as an “Inverted” pyramid (see figure 1). On the
top level of the “Inverted” pyramid are Policy statements, which dominate the definitions and
directions of the career guidance field. Reflecting both the traditional approaches to career guidance
(i.e., the Parsonian “matching maodel”) as well as contemporary emphases upon the developmental
nature of career decision making, there is no question that the Policy statements have tremendous
verbal impact on the field as well as funding agencies, despite the criticisms of Barry and Wolf (1962),
Ginzberg (1971), Warnath (1975), and others. Counselors, teachers, some parents, and a few
principals pay lip service to these statements of what career guidance is and how it benefits the
individual and society, but seldom are the words transiated into actions. Too often they remain
platitudes that are too idealistic, too general, and too infrequently supported by fact.

If this indictment of Policy steiements seems too severe, then consider the extent to which they
have been implemented in carecr guidance programs, the second level of the “Inverted” pyramid.
Although there is some evidence of the effectiveness of carser interventions, it is inflated by the
calculation of cumulated effects sizes (Hotehkiss and Dorsten 1885; Spokane and Oliver 1983) and
based upon outcome criteria that are suspect at best (Oliver 1979) and that are often only remotely
related to the objectives of Policy statements. Even when such salient variables as (1) locus of control
and (2) self-esteem are used as outcome criteria (Hotchkiss and Dorsten 1285), the results are clearly
negative! Criticisms can be made of this study, as they can of most studies, but the weaight of the
empirical evidence is contrary to most of the goals delineated in Policy statements—with the
exception of one outcome variable. A tabulation of the outcome criteria reviewed by Spokane and
Oliver (1983, pp. 110-117) reveals that the most numerous and largest cumulative effects sizes are
yielded by measures of career maturity (Career Maturity Inventory, Career Development Inventory,
Assessment of Career Decision Making). It is noteworthy that all of these inventories measure what
Crites (1978) terms career choice process, not career choice content. Not only have indices of the
latter lacked psychometric reliability and validity (Myers 1971; Oliver 1979), but when they have had
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Program
Development

Figure 1. The "Inverted"” pyramid of pollcy statements, program development,
and person benefits from career guidance programs.
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acceptable measurement properties, they have not shown appreciable effects of career guidance
programs. In other words, career guidance programs appear to have their most significant effect
upon the process variables (career choice attitudes and competencies) in career development, as
compared with the content variables (i.e., realism of career choice). No wonder, then, that there is a
discrepancy between Policy statements, which cover a broad spectrum of content outcomes (from
classroom achievement to personality changes), and Program effects, which seem to be centered
largely upon career choice process. ]

At the bottom of the “Inverted” pyramid is the Person in the overall schema of career guidance
programs. One of the directives of this review was to evaluate the effects of career guidance
programs on “individual students.” Whatever evidence there is. whether survey or experimental,
indicates that the impact of career guidance programs on individual students is either inconclusive or
incomplete. In effect, we do not know what difference career guidance programs make on individual
students. The only encouraging summation of data is thai participation in career guidance programs
by individual students apparently facilitates their career maturation. More specifically, this means that
they are more mature in their career choice attitudes and competencies after an interventive career
cevelopment experience than they were before (or, as compared to a control group). Because there
is evidence from several empirical siudies that increased career maturity is related to greater
subsequent realism of career choice, however poorly defined and measured, the implication of these
findings is that career guidance that affects career development process variables also has a
significant effect upon career choice content variables. Given a sufficient threshold of career
maturity, there is a greater likelihood of career realism. It is at this Person level in the "Inverted"”
pyramid that the Policy statements about career development can be translated through Program
commitments to have a meaningful effect upon the Person, who should be the focal point of the
entire system.

Myths and Realities of Career Guidance Programs

There are several myths that surround the activities of career guidance programs in the schools.
Not the least of these invelves the counselor, who, according to Policy statements and Program
imperatives, is the key person in organizing, directing, and offering career guidance services. In
actuality, however, as national surveys such as Campbell's (1968) indicate, there are several
constraints on counseiors that severely circumscribe their impact as service providers. Not only do
student/counselor ratios far exceed what is considered ideal, but counselors often spend more time
in noncoungeling activities than in career guidance. Moreover, their focus is usually more on college
choice and school achievement than career development. But even if they had sufficient time and
adequate budgets and materials, it is clear that the assumption that students will avail themselves of
career guidance is largely a myth. Contrary to expectations, students are not highly involved in the
services counselors offer, when and if they offer them. It is all the more remarkab!e, then, that career
guidance programs have the positive effect they do. Perhaps it is exactly because evaluations of
career guidance programs have involved students in them that the effects have been found. The
implication is that student involvement in career guidance activities needs to be systematically
programmed if they are to benefit from the services.

Still another myth, which has long been recognized in critiques of psychotherapy (Kiesler 1971),
is that the effects of career guidance programs are uniform and monolithic. Policy statements
typically assume the uniformity myth, and Programs are often designed accordingly, yet individual
students may react quite differently to the same career guidance program, what has been termed the
fan effact (Crites 1981). Some clients may make positive gains as a result of the guidance services,
some may make no gains, and some may experience negative gains. That is, they score lower on the
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posttest outcome criteria than they did on pretests. Why this phenomenon occurs is not known at
present, although some hypotheses based upon ATIs (Fretz 1981) have been proposed. Whatever the
reason for these differential responses to treatment. the implication is that greater attention to
individual differences among students needs to be given in both Policy statements and Program
designs.

That analysis of ATls may provide an answer to the fan effsct appears a promising approach.
Not only does it make allowance for individual differences in attributes that interact with some
treatment parameters and not others, but it presumably offers the possibility of empirically
establishing which ATls are most effective before intervention and thus constituting a basis for
diagnosis and prognosis (Crites 1981). Studies of ATls, however, have been less than encouraging in
their findings (Hotchkiss and Dorsten 1985). There are faw clearly identifiable Attributes that appear
to Interact with differential Treatments, including such obvious variables as gender, ethnic/racial
group, and chronological age. Where interactions have been found, they are complex with barely
significant effects (not robust) or are confounded with main effects, which makes them difficuit to
interpret. Perhaps ATIs are also a myth, particularly when carried to their extreme logic each client
becomes sui generis (a class or category per se). Choice of treatment (career guidance) then
becomes custom-made to the individual: what are his or her expected outcomes from counseling and
how can these best be achieved with this person at this point-in-time? Thus, Person-oriented
parameters are substituted for ATIs based upon frequently questionable group data.

The “Verted” Policy, Program, and Person Pyramid

If the realities instead of the myths of career guidance are considered, then the “Inverted”
pyramid of policy, program, and person should ba “Verted,” that is, person should be at the apex,
program intermediate, and policy on the base or foundation (figure 2). A Person-oriented program
grounded in circumspect Policy statements is then thrown into clear relief. The revised schema is not
only more conceptually consistent, but it better reflects what is known empirically about the
effectiveness of career guidance. It also puts the focus upon the individual student where it ultimately
should be. The question that remains is: How can the Person-oriented approach be implemented
within the complex of policy statements and program guidelines?
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Figure 2. The ““Verted” pyramid of the Person-oriented
approach to career guidance,
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EVALUATION METHODS AND MICROCOMPUTERS FOR CAREER
GUIDANCE: A PERSON-ORIENTED APPROACH

Implicit in this questicn, and in the “Verted” pyramid, is an approach to Perscn-oriented career
guidance, based upon the principle of reverse programming. Rather than formulating broad policy
statements, which at best are only minimally implemented thrcugh program, reverse prograraming
starts with the outcomes of guidance for each person. Using a common metric to assess the extent to
which each person’s career objectives have been attained (Cytrynbaum et al. 1979; Krumboltz 1966),
not only can the effectiveness of the intervention used with an individual student be traced back to
his or her Attributes and their Interaction with the Treatment (ATI). but these can be aggregated
across students to provide an overall Program evaluation. From these collective results, Policy
statements based upon empirical criterion evidance can then be stated. How this conceptual
framework of reverse programming can be used is the subject of this last section in the review. It
covers the following topics: (1) career-by-objectives, (2) a systems approach to czreer counseling,
and (3) evaluation models and methods.

Career-by-Objectives

The analogue for career-by-objectives (CBOs) is the well-established practice in business and
industry of management-by-objectives (MBOs). Following reverse programming principles and
procedures, the rationale for specifying MBOs is first to delineate what the desired outcomes of a
program are and then to “work back” through each step that is necessary to achieve the objectives.
Not only does this process establish an accountability criterion for the program, that is, the extent to
which the objectives are attained (usually expressed in percentages), but it also elirinates through
reverse programming unnecessary steps for goal attainment. Because goal-irrelevant steps are
eliminated, the cost effectiveness of MBO programs is appreciably greater than more global
approaches that are ass specific and directed. Costs can be objectively defined by amount of time
invested in the program as compared with others, the resources expended (“dollars and cents”), the
number of personnel needed to achieve the objectives, and so on, all of which can be factored in as
parameters for a cost-benefit analysis. Thus, inherent in MBO programs are the criteria for aevaluating
them, the parallel for agsessing the effectiveness of career guidance programs being obvious.

of a Person-oriented approach to career guidance. Following the rationale for MBO programs, the
first step would be: What outcome(s) does this student want from his/her contacts with the career
guidance counselor? Answers to this question may range frem choice among career options to how
a course of study relates to particular careers. Or, as is so often true of undecided students, the
objective is to decide upon an objective. The counselor and client work collaboratively on
formulgting CBOs that can be achieved within a given time frame, which is frequently a central
consideration in career guidance because clients typically want to make a decision “right now.” This
sense of urgency (or what Crites [1986b] has termed the immediacy imperative) must be built into
the second step in CBO career counseling, which is to specify what has to be done to accomplish an
objective, begirining with the next to last behavior or activity and reverse programming to the
beginning of the career counseling process. Each of these behavioral acts by the client and/or
counselor is then listed in the agreed-upon sequence to constituis the career counseling plan. i
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contingencies arise in implementing the plan that calls for revising it, then appropriate changes are
made, but they must be consistent with the objectives. Also, if it becomes apparent during the
counseling process that the objectives need revision, then new CBOs are delineated, along with steps
necessary to attain them. Thus, this approach to a Person-oriented career guidance incorporates
flexibility while it achieves specificity.

To illustrate how reverse programming was used with an actual client, consider the case of
Randy, a high school senior who came for career counseling because he was undecided. During the
first interview, it became apparent that his primary CBO was to make a career choice, but that he had
no idea of how to accomplish this objective, never having made a major life decision before, The
counselor explained that before he could make a career choice he needed to relate his aptitudes and
interests to those required by different occupations and identify those that were most realistic for
him. To do this, Randy first needed to have information about himself and the world of work. The
counselor pointed out, however, that to use this information in translating his self-concept into a
compatible occupational role, he had to be career-ready or mature enough to make a decision.
Because fia came for career counseling due to his indecision, it seemed important to assess his
career readiness (career maturity). Therefore, Randy and the counselor agreed on the following
sequence of steps in the career counseling plan:

O

® [ast step: declare a career choice (CBO)

* fourth step: gather occupational informaticn

® third step: take aptituce tests and interest inventory
® second step: increase career readiness
@ first step: assess career readiness
Reversing these steps, the counseling began with Randy taking the Career Readiness Inventory

(CRI) and progressing through the the remaining steps to his CBO.

A Systems Approach to Person-oriented Career Counseling

This highly abbreviated summary of the career counseling for Randy reflecis a general
schematic for career counseling based upon the systems approach shown in figure 3. There are three
ievels in the system, the topmost being Theory, which reprasents the distinction made previously
between career choice process and career choice content (Crites 1978). To the left are the process
variables attitudes and competencies that determine the readiness of an individual te make a career
choice. Analogous to the concept of reading readiness, career readiness is a sine qua non for career
decision making. If a student is sufficiently career ready (has mature attitudes and competencies),
then he or she can make a realistic career choice, based upon aptitudes, interests, and opportunities,
as depicted on the right side of figure 3. This progressive "funneling” of career options, through what
Tyler (1961) calls the “exclusion process,” cuiminates in a career choice—and its implementation in
job search and placement. '

On the Testing level of the system, the process and content components of career choiuve are
given operational definition by inventories, tests, booklets, and forms that are used in the Person-
oriented (CBO) approach to career guidance. The Career Readinass inventory (CRI) (Crites 1985b),
a second generation revision of the Career Maturity Inventory (CMI) (Crites 1978), measures the
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degree of career development of the student’s choice attitudes and competencies. The CRI can be
either hand or machine scored and the results interpreted with the Career Developer (Crites 1986a),
which also “teaches the test,” so that by explaining the career-ready responses to the CRI career
maturity is significantly increased (Crites 1985¢). Given a sufficient threshold of career readiness, the
student next takes aptitude and interest measures as a basis for career choice content. These are
reported and interpreted on the Career Decision Maker (CDM) (Crites 1984), a form based upon
instructional design principles, which takes the student through each step in the career decision-
making process. Finally, using the Guide for Occupational Exploration (GOE) (U.S. Department of
Labor 1984), the student transiates aptitudes and interests into primary and secondary caraer paths
projected over the next 5 years, with the help of the Career Path Finder (Crites 1985a). These career
paths, including relevant intermediate education and/or training, constitute the student's CBOs.

~ The data upon which they are based is processed in the systermn on a third level (not shown in
figure 3), which is Technology. If it were not for the recent developments in synchronized computer
and peripheral technology, the systems approach to career guidance would not be possibla.
However, there are now available three components that make the system a reality and that have
made possible its field testing during the past 5 years. The first component is a National Computer
System (NCS) Sentry 3000 Scanner, through which aptitude and interest answer sheets can be
processed and scored by the computer in a matter of seconds. The second component, a personal
computer (e.g., IBM PC/XT), not only scores the aptitude tests and interest inventories, but also,
through a specially developed software program (Crites 1985), compares the student to all 12,000
occupations in the economy and prints out the realistic career options on the COM in less than a
minute! Thus, the Technology accomplishes in a fraction of the time the profile or psychograph
(Crites 1969) comparisons that took counselors, using inspectional/subjective technigues, many
hours to complete. ) ) '

Evaluation Modeis ant Methods.

Using the storage and retrieval capabilities of the micro¢omputer, a variety of data on each

outcomes across students for the evaiuation of career guidance programs in schools and districts.
Primary data for such analyses are (1) the goal attainment scale score, (2) client attributes
(demographic and/or psychometric), and (3) type of “treatment” or approach used in the career
counseling. Other significant parameters that can be factored are (1) number of client contacts,

(2) length of each contact, (3) counselor/client gender, (4) individual and/er group guidance, and so
forth. All data can be entered into the microcomputer either on scannable forms or by manual key
entry by the counselor or a clerk. A “file” is created in the computer for each student that can be
manipulated for any number of relevant statistical analyses. These will vary, of course, from one
program to another, but the basic evaluation software can be uniform for any situation in which there
is an interest in accountability and cost-benefit analysis. Descriptive statistics on program activities
for administrative purposes can also be easily generated as can cumulative career records. Thus, the
systems approach to Person-oriented career guidance can serve many purposes.

There is no reason why the counselor cannot also play the role of researcher in the systems
approach. "User-friendly” statistical packages can be created that assist the counselor having rio

statistical background or training in conducting rather sophisticated statistical analyses that yisid
career guidance program evaluations. Among these statistical techniques are contemporary analyses
of single-subject data (Foster 1982) and time-series observations (Cook and Campbeli 1979), as well
as traditional between and within paradigm methods (Crites 1983), Using a “stat-pack” menu, for
example, a counselor can select the type of analysis desired, and a canned “stat-pack” selects
appropriate data from student files, conducts the analyses, and prints out the results, which can be
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phrased verbally in a narrative for caseload accountability or program evaluation purposes. In short,
the microcomputer can be used not only for career assessment and counseling, but also for

Although this approach focuses upon the individual, it can also be used in a group format to
broaden the service delivery base. There are two ways in which this can be done, given that the
career assessment component (CRI, Career Developer, CDM, and CPF) is part of the program. One
group format is what traditionally has been called “group guidance,” in which 8-10 students meet
with a career counselor. A general orientation can be given to the career assessment materials and

someone else, with the counselor providing assistance as needed. Another group format is to present
a career development course, such as that prepared by Savickas and Crites (1983) which involves the
classroom teacher in the career guidance course. This course has easy-to-follow lesson pilans,
exercises for students, overhead transparencies, and test materials, all keyed to career assessment
and career decision skills. The courss can also be programmed for the Burroughs ICON eomputer,
which has a terminal for sach student in the ¢lassroom but which allows interaction among students
and with the teacher. Moreover, it offers the exciting possibility of involving parents with the students,
in a series of “career nights.” during which they work collaboratively at the terminals to explore

career options.
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SUMMARY

Combining the systems and Person-oriented approaches to career guidance in the schools not
only provides a new way of prioritizing values (the “Verted" pyramid) but also addresses several
reality problems identified in previous reviews. First, use of counselor time is more effective, even if
the time spent by counselors is no more than it has besn in the past. Second, career guidance can be
offered in addition to the usual guidance on college choice and school achievement. Third, students
can be involved in the determination of their career development in a variety of individual and group
formats, without affecting the integrity of the Person-oriented approach. Fourth, both teachers and
parents can act as resource persons for students in implementing the program. Fifth, evaluation of
the career guidance program, with an objective outcome measure (goal attainment scale score), is
“built into" the service delivery system. It is entirely possible that the focus of the future for career
guidance in the schools is upon a Person-oriented approach, implemented through systematic
Program development and inherently consistent with Policy statements.
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