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ABSTRACT 

Periodically in education, concepts rise to the fore of the 

national or state educational scene which lead to the development of 

new educational programs designed to implement the educational concept. 

The need for appropriate evaluation of such projects has long been a 

problem to educators; in part, because of a failure to differentiate 

between evaluation and experimental design techniques. 

This discussion presents a model of evaluation applied to a con

cept of current prominence, Career Education. An examination of the 

development of Career Education at both the national and state levels of 

support reveals both the historical practices which evolved into current 

programs and the imperative need for evaluation. The Pima County De

velopmental Career Guidance Project is used as an applied example of the 

methodology, analysis, and summarization involved in a summative or out

come evaluation. 

In the Career Guidance Program, guidance personnel served as 

consultants to classroom teachers to assist them in integrating Career 

Education into the existing curricula. For the purposes of the evalua

tion presented, sixth grade classes were selected to represent sample 

treatment groups. The participating schools were then matched with 

comparison schools on the bases of the schools' third grade achieve

ment scores on a state-wide reading test, the socio-economic status of 

the schools' population, and the schools' ethnic proportions. The 
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comparison schools did not receive the services of the guidance in

structors, who served as consultants to the classroom teachers. 

Pre-test data suggested an initial imbalance favoring the par

ticipating treatment schools. Other evaluation test instruments 

administered at the initiation of the program and after a six-month 

interval, measured the effectiveness of the program in achieving gains 

in self-esteem, degree of internal control, and career awareness. In 

addition, the evaluation instruments attempted to measure both the 

variety and congruence between occupational and educational aspirations 

of the students. These evaluation instruments were administered at both 

time periods to the treatment, as well as to the comparison groups. 

A presentation of the methodology used with the Career Guidance 

Project reveals that field conditions and procedural errors invalidated 

the requirements for experimental design; the results are therefore 

equivocal and must be interpreted with caution. On this basis, then, 

results can be examined for the purpose of improving educational efforts 

and adding to the knowledge and methods of assessing career development. 

Thus, while the results did not prove the advantage or value of 

the Career Guidance Program, the evaluation was not a wasted effort. 

The students in the treatment group did exhibit a gain in degree of in

ternal control and on two of the sub-scales of career awareness; however, 

the greatest gain or benefit proved to be in the questions raised by the 

results and in the new avenues of investigation suggested by student 

responses. Particular emphasis for the future was indicated in terms 



xi 

of both parental involvement in the school program and parental in

fluence on the student's career development and achievement goals. 

The final summation reveals the need for evaluation to serve 

education as more than a judgmental process determining the "worth" o£ 

a program. Instead, evaluation is seen as a combined research, develop

ment, and evaluation effort serving a variety of purposes at different 

points in the program. Understanding and utilizing the inter-relatedness 

of the three problem-solving strategies—the challenge facing educators 

—is discussed in the final chapter of the study. 



CHAPTER 1 

INTRODUCTION AND NEED FOR AN EVALUATION MODEL 

Initiation of Career Education 

According to Kenneth Hoyt et al. (1972) Career Education is the 

"in" concept in American education. Endorsed by national educational 

associations and governmental educational agencies and approved by 

business and labor organizations alike, Career Education has became the 

key phrase in educational proposals and plans. Having identified Career 

Education as a top priority, U,S.O.E. Commissioner Sidney P, Marland, 

Jr., allocated, during his term of office, much of the discretionary 

money available to him through various education appropriations to the 

implementation of the concept. 

Along with Commissioner Marland's allocations, the Arizona leg

islature, after officially establishing Career Education in Arizona in 

1971 with Senate Bill No. Five and an appropriation of $1.9 million, 

doubled this amount for 1972-73 and allocated $4.5 million for 1973-74. 

The funds allocated by the Arizona legislature have made possible the 

funding of up to twenty Career Education projects throughout the state. 

To many people the question arises—but what are the appropria

tions paying for? What is Career Education? How are the students bene

fitting? According to Marland (Arizona Department of Education 1973a, 

p. 3), the following was an explanation of the concept of Career Education: 

1 
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"Career Education is essentially an instructional strategy, aimed at 

improving educational outcomes by relating all teaching and learning 

activities of career development." 

Arizona's Definition of Career Education 

For the projects funded with the monies allocated by the Arizona 

legislature, the Arizona State Board of Education and the Arizona Depart

ment of Education under the leadership of W. P. Shofstall have agreed 

upon the following as a definition of Career Education, which validly 

reflected the thinking in Arizona (1973a, p. 5): 

Career Education combines the academic world with the world 
of work. It must be available at all levels of education, 
from kindergarten through the university. A complete program 
of Career Education includes awareness of the world of work, 
broad exploration of occupations, in-depth exploration of 
selected clusters, and career preparation for all students. 
This calls for all basic education subjects to incorporate 
Career Education as an activity. Education and Career Education 
are synonymous terms. 

To help clarify the questions that arose from the final sentence of the 

above definition upon its release in 1971, W. P. Shofstall (1972, p. 1) 

expanded the idea in a summary statement discussing Career Education: 

Education must be relevant and goal oriented so far as the 
individual student is concerned . . . Our schools from kinder
garten through graduate school must become career oriented 
. . . Career Education is education designed to help a child 
decide upon and train for his life. It involves learning to 
live, learning to learn, and learning to earn. Career Educa
tion is education in the true sense of the word. 

Across the state of Arizona, educators developed programs, hope

fully relevant and goal-oriented, to meet the needs of the individual 

students. Each educational area or county designed a program consistent 

with its current philosophy and efforts and frequently, unique and 
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different from other state programs in its attempt to achieve the goals 

of Career Education. 

Need for Evaluation of Career Education 

Since the Career Education programs were funded primarily with 

Arizona tax revenues, the program administrators were obligated to in

clude within the program design an evaluation to insure the wise invest

ment of state money in quality activities that would have a measurable 

and positive effect on students. The evaluation was also intended to 

help determine which alternative approach or approaches might produce 

the most effective results on students. 

In addition to these purposes, many leading educators working 

with Career Education have contended that any evaluation should also be 

seen as a way to improve the program rather than just to prove it. In 

a proposal for evaluating Career Education projects for the State of Cali

fornia, CTB/McGraw-Hill (1972) stated that outcome evaluation information 

could provide data which would aid in determining not only the success 

of the program as a whole, but also whether the program should be re

tained, extended, or discontinued; in addition, this evaluation informa

tion could and should go beyond and serve as input for the needs assess

ment for the next year's program. Evaluation serving this latter purpose 

would facilitate the decision-making of the program administrators and 

would result in a continuous improvement of educational ideas and 

efforts. 
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Problems Related to Evaluation 

Developing a valid and useful evaluation is not a problem faced 

solely by career educators; rather it is one shared by educators in all 

new programs and also by those wishing to validate current programs 

which may have been in existence for a number of years. The crucial 

problem in validating any educational effort lies in the determination 

of the method of evaluation. 

One of the chief stumbling blocks lies in the view or misview 

educators hold of evaluation. Evaluation is often seen as a tool used 

by one's opponents to condemn a program rather than as a positive ap

proach for defining the techniques of success. Gephart (1973b, p. 4) 

points out that evaluation is usually defined as "the determination of 

something's worth." From a mistake-centered perception or view this 

definition implies that evaluation will seek out and publicize or make 

known a program's errors. As such, evaluation becomes a process feared, 

neglected, and improperly applied. 

John McManama (1971, p. 177) established a case for the consider

ation of evaluation concerned primarily with growth and change, however 

they can be detected or described. McManama reviewed the place of 

measurement within the concept of evaluation and argued that "there are 

many legitimate ways to evaluate other than number scale measurement." 

However, McManama did concede that most educators do equate validation 

with quantification and, thus, confuse research with evaluation. In an 

attempt to clarify the difference between research and evaluation, 

McManama (1971, p. 178) noted the following: 



Research has a different function from on-going evalua
tion and, in fact, is a process which is antithetical to 
evaluation in many ways. Research demands highly controlled 
conditions and statistical validation. The on-going educational 
program cannot allow itself to be controlled by the rigid restric
tions which research demands. Research is ex post facto analysis 
in a laboratory situation. Evaluation is here-and-now analysis 
in the classroom. 

It is probably because of our own educational background 
that we have permitted research design to be substituted for 
evaluation procedures for all these years. We should keep in 
mind that the researcher is interested in discovering principles 
about relationships in learning. The collection of relevant 
data and the control of variables mark his approach. The evalu-
ator is concerned with making decisions on the spot. He needs 
to discover what is most feasible. He needs tools which help 
him to select the best alternative. 

By confusing research and evaluation, educators have initiated 

many programs which have produced final results which satisfied no one. 

Data inappropriately collected to meet the rigorous demands of experi

mental research design often provide little information to the program 

administrator needing to make administrative and instructional decisions. 

Due to the criticisms and the lack of substantiation for decisions, 

potential budget cuts and/or termination of external sources of funding 

have brought the quick demise of some programs. Even where results have 

shown a program to be generally successful and so continued, adminis

trators often do not possess knowledge of the areas of greatest strength 

or the avenues for needed improvement. Decisions have had to be made, 

based on intuition and educational opinions. 

It was an awareness of these errors and of the misinterpretation 

of evaluation as research that led to the demand for the inclusion of 

various types of evaluation as a necessary component of Career Education 

programs in Arizona. In addition to the usual kinds of evaluation 



requirements previously demanded of programs receiving federal funds, 

several monitoring activities, checkpoints, and reports were expected 

of the Arizona Career Education administrators. The primary emphasis, 

however, still rested on final student outcomes. 

Statement of Problem 

The purpose of this presentation is to review the development 

and utilization of a summative evaluation model, using the Pima County 

Developmental Career Guidance Project as an implementation example of 

the educational concept, Career Education. 



CHAPTER 2 

DERIVATION OF CAREER GUIDANCE FROM 
AVAILABLE LITERATURE 

In the development of new educational programs and concepts, it 

is useful for the program planners and administrators to have an aware

ness of the background of educational ideas and programs that preceded 

the current ideas. Mistakes of the past can be avoided; coordination 

and cooperation with other programs and ideas can be realized, and a 

view of the concept in relation to more global educational goals can be 

developed. Thus, before the method and means involved in the implementa

tion of the career guidance model and the application of summative 

evaluation techniques are further considered, it is necessary to look at 

the background which led to the genesis of the Career Education concept 

and to the development of the project design demonstrated in the Pima 

County Developmental Career Guidance Project. A review of the educa

tional literature reveals the concurrent emergence of both the Career 

Education concept and the counselor-consultant role. 

Goals of Education 

Traditionally, education has been the social institution designed 

by society to provide the young with the skills and knowledge needed to 

master the difficulties presented to man in the course of life. Gorman 

(1969, p. 1) succinctly expressed this view when he stated the following: 

7 
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Early in the existence of human life on our planet men and women 
began to cluster in groups. In the give and take of living 
together, they rapidly formed customs, rituals, communication 
systems, social institutions, values, and tools for the mastery, 
or partial mastery, of their physical environment. Since even 
the most primitive cultures had to be passed on from the elders 
to the young if the society were to be maintained, some form of 
schooling was needed, and efficiency soon demanded that instruc
tion be given to groups of learners rather than handled on a one-
to-one basis. 

If it is expected that education will provide man with the 

knowledge and skills to meet the difficulties of life, then educators 

must first identify the areas where difficulties may arise. Adler (1964, 

p. 42) has grouped the difficulties of man in the following manner: 

"For a long time now I have been convinced that all the questions of 

life can be subordinated to the three major problems — the problems of 

communal life, of work, and of love." Although Adler was writing 

in the early twentieth century of life as he found it in Western Europe, 

Laws (1970, p. xi) more recently stated a similar theme for America when 

she made the following observation: 

An individual growing up in America is faced with and must re
solve three fundamental issues which have an enduring effect 
upon his life. These include: (1) the development of a set 
of values or philosophy of life that will be used as a bench 
mark for resolving many of the decisions and problems to be 
encountered; (2) the choice of a life partner; and (3) a career 
choice. 

Educators have likewise agreed with these general areas as evi

denced by educational philosophies stated by local institutions. The 

local philosophy, however, is usually similar to the more general 

summary given by Will (1968, p. 27): 

The American Philosophy of education and guidance is to help 
each student develop purposeful directions and constructive 
learnings to the maximum of his abilities. In order to achieve 
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this, the total school process becomes a guidance function 
directed at educating the student in terms of his different 
personal, educational, and vocational needs and the demands 
of society. 

Thus, in contrast to the medieval concept of education being responsible 

solely for academic learning, schools have accepted as their goal--at 

least in their stated philosophies — the responsibility of assisting 

children in personal and vocational growth, 

Silberman (1970, p. 7), in his recent critique of American edu

cation, agreed with this concept when he said, "What tomorrow needs is 

not masses of intellectuals, but masses of educated men--men educated to 

feel and to act as well as to think." Due to the popularity of such books 

as Mr. Silberman's and the increasing publication of a variety of similar 

books, many educators now openly acknowledge that the goals of education 

have not been met; that schools are still directed primarily at the 

academic student, the college-bound. In exploring why this has occurred, 

Gorman (1969, p. 1) offered the following explanation, "With the onward 

march of civilization and the development of more and more complex 

societies, increasing individual specialization became the norm." More

over, he explained that this specialization led to an emphasis upon the 

education of mass groups, the learning of subject matter only, the narrow

ing of curriculum with each teacher becoming a specialist in a specific 

subject, and the loss of teacher-pupil interaction, as well as individual 

pupil growth and development. 

Need for Vocational Preparation 

The tendency toward specialization has been most apparent in the 

area of vocational preparation. Historically, the school did not assume 



10 

major responsibility for the vocational preparation of students until 

early in the twentieth century, and then only in the late high school 

years. Such vocational preparation was met by specific courses in 

vocational education and/or specific testing and interviews with a 

"vocational counselor" for the purpose of making the single choice of 

a career. 

In recent years such a solution to vocational preparation has 

received much criticism from many sources. Businessmen, legislators, 

parents, and the general public have decried the fact that this solution 

was not adequately meeting the needs of today's youngsters. 

As Silberman (1970, pp. 113-114) stated in his review of American 

education: 

For children who may still be in the labor force in the year 
2030, nothing could be more wildly impractical than an educa
tion designed to prepare them for specific vocations or pro
fessions or to facilitate their adjustment to the world as it 
is. To be "practical,11 an education should prepare them for 
work that does not yet exist and whose nature cannot even be 
imagined. 

Another popular critic of American education, Glasser (1969, pp. 215-216) 

summarized the problem this way: 

To be realistic, however, the vocational training offered in 
large schools is often either obsolete or available to far 
fewer students than wish to enroll. Few high schools can 
afford to purchase or maintain the equipment necessary to keep 
current with the specialized knowledge demanded by modern tech
nical jobs. Fortunately, most nonprofessional vocations actually 
require little specialized prevocational training; the neces
sary specific skills can be learned best on the job. 

Does this suggest then that education has no need to feel re

sponsible for vocational preparation? That there is little the school 

could do to assist the individual in career development? Neither author 
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suggests that the school can do nothing; to the contrary, they have out

lined how the school can meet its responsibility for vocational prepara

tion. Silberman (1970, p. 114), for example, included the following in 

his text: 

This (preparation for work) can only be done by teaching them 
how to learn, by giving them the kind of intellectual discipline 
that will enable them to apply man's accumulated wisdom to new 
problems as they arise--the kind of wisdom that will enable 
them to recognize new problems as they arise. 

Similarly, Glasser (1969, p. 216) commented further when he said, 

The call is for responsible students who graduate from high 
school with the skills (mostly reading and arithmetic) to learn 
quickly. Many personnel men with whom I have talked stress 
that personal responsibility and basic skills are more important 
than specific skills learned in high school. A responsible 
trainee—one who comes to work on time, listens to instruction, 
and helps others—is more eagerly sought than the trainee with 
extensive vocational preparation but poor personal character
istics. 

And finally Laws (1970, p. xi), in stating the fundamental issues facing 

the individual, also reminded us that "each area interacts and influences 

the others in a continuous chain reaction so that none of the three 

areas can be completed separated and dealt with singly." 

Career Information Integrated with 
Personal Development 

In the last decade and a half, due to national concern for ade

quate representation in the world competition for technical and military 

supremacy and more recently to national attention on problems of poverty, 

chronic unemployment, and racial discrimination, much educational effort 

has been directed toward providing students with increased information 

about the world of work. At first glance, this inclusion of 



instructional information in the area of occupations would seem contra

dictory to the demand for attitudinal changes and the skills of decision

making and responsibility as stated in the views of Silberman and Glasser. 

However, many educators feel that the various demands for personal de

velopment can be successfully integrated with career information and 

development and that only through this integration process will the 

decision-making be eased for the young people facing an uncertain future. 

As Laws (1970, p. xi) concluded, "the multifaceted preparation 

for sound career decision-making is tantamount to relative happiness and 

success." Or as Dunn and Payne (1971, p. 6) expressed it; 

When an individual makes a decision affecting his career, he 
chooses his way of life: where and how he will live, the amount 
of time he will have to spend in leisure hours, his health con
cerns, his social and cultural attainments, and possibly even 
his mate. 

Thus, the inclusion of occupational information in the total 

educational program is meant to assist the individual student and his 

parents in analyzing a career plan, not a once-and-for-all decision, but 

rather a cumulative process in which each decision directs or limits 

later decisions to a certain degree. It is recognized that changes in 

society and/or the individual may necessitate the making of new deci

sions and that each student must be equipped with the skills, attitudes, 

and/or knowledge to adapt to and utilize these changes as they occur in 

his lifespan. 

Current programs of Career Education have emphasized the develop

mental process of vocational choice, realizing that the choice must re

sult from a clear understanding of self, as well as knowledge of the 
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opportunities available. In contrasting a recent program with earlier 

attempts at vocational guidance, Leonard (1969, p. 42) commented as 

follows: 

The trouble with "Vocational Guidance" is that it has as its 
end goal the making of a decision . . . The expectation is that 
this decision will then initiate an ensuing series of decisions 
resulting in a satisfactory career. The difficulty with this 
reasoning is that the hoped-for "chain reaction" will not happen 
unless there is some initial understanding and acceptance of 
the complete course of action. 

In addition to providing the student with the combination of 

self-awareness and career awareness necessary for an initial understand

ing and acceptance, some current projects also attempt to develop criti

cal thinking and positive attitudes stressed by the earlier-named 

critics, Silberman and Glasser. The goals and intent of one such pro

gram, "The Rochester Career Guidance Project," directed by Youst (1969, 

p. 39), were listed: 

1. To provide a student with information relevant to his in
quiry at a given point in time. The content and the media used 
should provide motivation for him to continue his inquiry. 

2. To increase the degree of control which a student feels for 
his subsequent development. This means that he must become 
more involved than students typically are in career exploration. 

3. To relate the "school world" to the "career world" in a way 
which improves individualized career guidance activities. 

Counselors, working in individual settings in their own schools, 

have also tried to identify their goals in explaining their work with 

occupational information as indicated by Fibkins (1969). He suggested a 

cooperative program planned by counselors, teachers, and students with 

a possible subsequent increase in student understanding of the following 

(Fibkins 1969, p. 393): 



1. The significance of man in the present world. 

2. The changing pattern of family life due to contraceptives, 
working women, changing responsibility of man and woman. 

3. The changing pattern of family life due to increased popu
lation in an already-crowded environment. 

4. The relation between work availability and increasing 
population. 

5. The relation between food supply, foreign policy, and avail
able occupations. 

6. Adolescent military obligations and foreign policy, 

7. The change from a farm to an urban population and the present 
urban crisis. 

8. Negro people and occupations, housing. 

9. Increasing political power of people under 25. 

10. The selection of a life style including education, occupa
tion, marriage, and recreation. 

Such goals take the orientation to the world of work far beyond 

a knowledge of current occupations and the specifics about them. While 

all of these goals may not be met or even dealt with in any single on

going program, the inter-relatedness of the various problems facing man

kind forces educators to discuss at least some of them in the process of 

assisting students in becoming aware of how they will handle their role 

in the world of work. 

Role of Vocational Guidance 

Johnson and Johnson (1968, p. 21), in their review of vocational 

guidance, sunmed up the need for current programs which assist students 

with an orientation to the world of work when they stated: 
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Our present-day culture tends to deprive young people of all 
social classes of relevant prevocational experiences. The 
movement of families away from the city to the suburban community 
has put middle class youth out of touch with the world of work, 
and ghetto life has obscured occupational opportunities for the 
lower socioeconomic classes. Many of the jobs being created 
by advancing technology are performed behind the scenes and 
are not readily visible to youth. Technical advances have 
made the physical and obvious elements in many occupations 
less important than the mental and less easily observed com
ponents. Even if young people have opportunities to observe 
people at work, they often see only the superficial aspects 
of the job and get no real feel for the nature of the problems 
dealt with in the occupation. The increasing educational re
quirements for many kinds of employment have also presented a 
barrier to young people wishing to explore vocations. 

The problem for vocational counselors, as seen by Johnson and Johnson 

(1968, p. 21), really faces all those involved in the education of the 

future generations; according to them, then, "A major problem facing 

vocational counselors is how to help young people develop vocational or 

educational goals when their knowledge and experiences are too limited 

to provide a basis for evaluating the alternatives." 

Add to this problem the task of preparing students with the self-

initiative, problem-solving ability, independence, personal responsi

bility, and skills in basic communication, as desired by the critics of 

education, and there is the monumental challenge of education in the 

19701s. 

As noted earlier, many current programs have been initiated in 

recent years to answer this challenge. The programs federally financed 

for inner-city youth, such as the "Detroit Developmental Career Guidance 

Project" and the "Chicago Career Development Program," are examples of 

what education can do. The difficulty lies in the fact that such 
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federally-funded programs are restricted to di advantaged youth. The 

following comment by Leonard (1969, p. 46) clarifies this view: 

Although the (Developmental Career Guidance Project) staff 
feels strongly that the foregoing conclusion applies to all 
youth in all school situations, 

ALL youth need the opportunity to appraise themselves, to 
consider possible future alternatives, to gain meaningful in
formation. concerning their world and to make plans for them
selves. 

A possible avenue for insuring that such a program is available 

to more students is suggested by the efforts of such counselor educators 

as Thompson and Parker (1971), Kaback (1968), Wellington and Oleochowski 

(1966), and others who have worked cooperatively with school counselors 

and counselor trainees to develop an integrated approach to the world of 

work within the classroom. The results of an informal survey taken by 

the Arizona State Department of Education in 1970 suggests that this 

approach may result in a slow process of integration as the majority of 

counselor education programs were ignoring completely or minimizing 

counselor training in the vocational area. 

In 1968, Kaback received replies from 180 elementary counselors 

from 588 schools surveyed. Indications were given by these counselors, 

concerning occupational and educational information services, that this 

service was one of the most important in their guidance programs; how

ever, the survey also revealed that many more counselors would like to 

expand this area of their guidance services in their respective schools 

but were unable to do so due to lack of time and insufficient staff. 

Such surveys lead one to believe that there will be little im

provement in the vocational development of students if the total 
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responsibility for establishing and implementing such a program is left 

up to an individual counselor working alone in a school. 

But if not the counselor, who will assume the responsibility? 

Role of Classroom Teacher 

Johnson and Johnson (1968) have indicated in their review of 

vocational guidance that the first vocational counselors were teachers. 

Laws (1970) confirmed this by her summary as she outlined the early work 

in this area and confirmed that the responsibility for imparting voca

tional information and knowledge of the world of work rested with the 

teacher. Recent curriculum guides published in states such as Oklahoma 

(Oklahoma Department of Education 1968) and New Jersey (New Jersey De

partment of Education 1969) also maintained that teachers have the oppor

tunity and responsibility for the integration of occupational information 

into their current instructional program. 

Coordination of Teacher and Counselor Roles 

The trend appears to be however, that the responsibility will 

not lie solely in the classroom, but will be shared jointly by teacher 

and counselor. Herr (1968, p. 35), a proponent of this point of view, 

made the following statement: 

It has become increasingly clear within a society where the 
ultimate reality is change and where the complexities of exist
ence are subtle and pervasive that no person can solve or cause 
to be solved unilaterally all the demands with which he is con
fronted . . . The wave of the future ... is toward collaboration 
among the members of the professional staff who have some specific 
contributions to the facilitation by individual students of 
their movement toward constructive adulthood. 
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In a later article, Herr (1969, p. 180) expressed the same position when 

he commented: 

School counselors must be aware that they cannot do the job 
alone . . . Counselors with their skills in group dynamics, 
interpersonal relations, perceptions of organic interactions 
must recognize the necessity and the opportunity to work with 
others in achieving mutual objectives. 

The obvious collaborator of the guidance counselor is the class

room teacher; as Pruitt (1969, p. 190) stated, "One of the few principles 

in the field of guidance about which there seems to be no controversy is 

the necessity for teacher participation in the guidance program." 

Guidance counselors, and guidance programs have come to realize, 

according to Will (1968, p. 27), that "the classroom teacher becomes in

creasingly important in the guidance program because, ultimately, the 

guidance program can be no better than the teacher in the classroom." 

In discussing the question whether career development is the area 

of guidance where the teacher may be involved, Pruitt (1969, p. 189), 

has said, "whether or not career development is consciously promoted in 

the schools, it will take place." He continued as follows 

(pp.189-190): 

The relationships that students develop with their teachers is 
perhaps more extensive than those developed with any other 
single member of the school staff. Although students in second
ary school have several teachers in contrast to a single teacher 
for children in early elementary grades, the role of teacher 
remains the one affording the most extended contact with the 
child. 

Given the involuntary nature of career development and the 
extensiveness of teacher-student contact, it seems reasonable 
that teachers should use the vehicle of their contacts--the 
curriculum and instruction—for tiie purpose of assisting career 
development in a constructive way. 
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However, controversy arises as to the ability of teachers to 

meet this responsibility. Lyon (1966, p. 374), in discussing the 

integration of occupational information into the curriculum, expressed 

concern about the difficulty that this presented to the teacher when she 

noted, 

Academically, programs to explore vocations can be sound, al
though assembling such programs depends on the teacher's inge
nuity. The lack of material and the logic of deferring concern 
until a more "appropriate age" have produced a situation in 
which it is easier to learn about the historical, geographical, 
and natural world in the elementary school than it is to under
stand the economic, sociological, and psychological aspects of 
the world of work. 

Pruitt (1969, p. 190) recognized these problems also and 

similarly commented: 

It does require flexibility in order to view one's subject 
through the window of vocations — to make specific plans that 
involve, for example, the vocational aspects of a trip to the 
dairy farm for second graders. It requires also making the most 
of critical teaching moments. 

With the awareness that this additional responsibility expected of 

teachers would be challenging, Pruitt added (p. 190), 

The kind of thinking that is suggested here requires that teachers 
incorporate a new practice into the way they teach. Some teach
ers are continually changing and growing toward better teaching. 
They grasp ideas like these automatically. Others need stimu
lation. 

This stimulation may be provided as outlined in Spinelli's 

article (1968, p. 22) on the vocational guidance preparation for teach

ers. He listed the following avenues of stimulation: 

1. Pre-service education for teachers in training. 

2. In-service training for classroom teachers. 
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3. Supplemental reading material provided by school districts. 

4. Additional staff support for an expansion of guidance 
services. 

5. In-service seminars and conferences for professional staff. 

6. Encouragement from State Departments of Education. 

7. The guidance counselors themselves. 

Development of Arizona Projects 

Following such a list of suggestions as cited above, the school 

districts of Arizona, encouraged and supported by the Arizona State De

partment of Education, initiated projects to impact upon the total edu

cational effort and career development of students. Projects commenced 

in 1971-72 and were expanded and/or continued in 1972-73. 

Parental Influence and Involvement 

It was the intent of the projects and the Arizona State Depart

ment of Education that the first goal would be to win the support and 

assistance of parents and teachers. This was in keeping with the need, 

as expressed by Kaback (1966, p. 167), that "many parents, and teachers, 

too, must come to realize that their own attitudes toward work ... 

affect the attitudes of the growing, developing, inquiring, children 

with whom they come in contact." 

Parents were a particular thrust of the programs since various 

theorists in vocational development such as Roe (1957), Super et al. 

(1957), and others have stressed the influence parents have on the early 

career development of children, an influence \Aiich later affects their 
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decisions and life style. Arbuckle (1963), Dinkmeyer and Caldwell (1970) 

and Dreikurs (1950) have also stressed the importance of family influ

ences on the development of work values and the individual life style 

of the child. 

Scope of Arizona Programs 

The programs in Arizona spanned grades K through 12 because, as 

noted by leaders in the field such as Laws (1970, p. 3), "it is evident 

that a number of authorities feel that some type of career development 

program should begin early and should be extended throughout the school 

years." This view is supported by Dunn and Payne (1971, p. 7) who add: 

Career development has been described as a life-long process 
with all personal experiences in some way affecting it. Two 
important concepts are implied: (1) career development begins 
in childhood, and (2) occupational experience is an essential 
part of an individual's orientation to his culture. If this 
is correct, experiences at the elementary school level are as 
crucial to the career development process as those experiences 
at any other life stage. 

To assist personnel in the implementation of Career Education 

covering the scope of grades from K through 12, an Arizona Career Educa

tion Matrix (Arizona Department of Education 1973b) identifying goals 

and objectives, with appropriate curriculum units or packages to fit the 

matrix-identified goals, was written and distributed to teachers partici

pating in the state programs. In addition, during 1972-73, a state Task 

Force (known as Project PACE--Plan for Arizona's Career Education) set 

forth the following objectives for the state (Arizona Department of 

Education 1973a, p. i): 
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1. Develop a state Career Education matrix which will be flex
ible, concise, understandable, and locally-owned. 

2. Develop a 10-year plan with specific outcomes through 1980 
and guidelines for project participation during FY 73-74. 

3. Develop a review and evaluation system for all locally-
developed Career Education materials. 

4. Provide guidelines and direction for continuation proposals 
from each state project. 

5. Develop appropriate Career Education information materials 
for community leaders throughout the state. 

6. Complete 14 one-day workshops, one in each geographical 
area of the state. 

With these efforts by state leadership, each area of the state 

was provided direction and guidelines with which to continue development 

of a program. In Chapter Three the program designed for the school 

districts of Pima County, entitled the Developmental Career Guidance 

Project, is described. 



CHAPTER 3 

DESCRIPTION OF PIMA COUNTY DEVELOPMENTAL 
CAREER GUIDANCE PROJECT 

Goals for Career Education 

The concept of Career Education has been very broad and, in the 

State of Arizona, equated synonymously with education; the result is non

specific goals, which have led to widespread disagreement as to the 

expected outcomes and to the development of diversified approaches. The 

difficulty in comprehending the concept of Career Education lies in the 

range of definitions all the way from a counseling concept of "life 

career development," to William F. Pierce's description (1973) of an 

occupation-oriented curriculum, to a post-secondary definition sounding 

very much like vocational education. 

The Developmental Career Guidance Project attempts to define and 

stay within the goals of Career Education as stated by F. R. Vihel, 

Executive Secretary, Arizona State Advisory Council, in Career Education 

in Arizona (Arizona Department of Education 1972a, p. 3): 

LEARNING TO LIVE--Instilling a sense of self-identity, of self-
awareness within each student. 

LEARNING TO LEARN—Motivating youngsters so that they WANT to 
learn. 

LEARNING TO MAKE A LIVING—Educating the youngster so that he is 
capable of economically supporting himself and his family. 
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The above goals provide a framework in which the classroom 

teacher and the guidance instructor may design the educational program, 

but they also demand a continuous awareness of the integration of the 

three goals into a program which stresses equally the affective and 

practical value of each educational experience. In the current program 

under consideration, and in others such as the Cobb County Program de

scribed by Murphy (1973), the basic goal has been to instill confidence 

in the child's sense of individual worth and a feeling of mastery over 

his environment and destiny. The basic goal of "self-esteem" is con

sidered necessary for reaching all of the matrix goals and outcomes. 

Accepting this as the basic goal then leads one to expect re

sults of Career Education to be reflected in measurable changes in the 

individual's concept of his own personal worth and his expectations of 

his control over the successes or failures he experiences. Any such 

measurable changes in these aspects of the individual should then also 

be reflected in a high correlation with measures of the individual's 

general career awareness and levels of educational and occupational 

aspirations. Thus, if this basic goal is accepted by a Career Education 

program and if the results demonstrate measurable changes in the above 

criteria, it could be inferred that the program was successful. 

Career Guidance Project Hypothesis 

The hypothesis of the Pima County Developmental Career Guidance 

Project is that in classrooms where guidance instructors are 

working cooperatively with classroom teachers to implement a Career Edu

cation program through structured classroom activities, students will 
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exhibit gains in those factors associated with the goals of Career 

Education. 

Factors associated with the goals of Career Education and the 

direction of change anticipated in the Pima County Project included the 

following: (1) Gain in self-esteem as measured by the Coopersmith Self-

Esteem Inventory, (2) gain in student perception of internal control of 

reinforcement in intellectual achievement situations as measured by The 

Fels Research Intellectual Achievement Responsibility Scale, (3) greater 

variation in student selection of educational and occupational aspira

tions, (4) greater congruence between educational and occupational 

aspirations, and (5) gain in student's career awareness. 

Definition of Terms 

Career: As defined by Hoyt et al. (1972, p. 2), this term repre

sents "a personally satisfying succession of productive activities 

hinged together over a lifetime and generally leading toward greater 

satisfaction and contribution." 

Career Clusters: As used by Career Education projects in the 

State of Arizona, this term refers to systems of grouping occupational 

jobs with inter-relationships or similar characteristics. 

Career Development: As defined by Hoyt et al. (1972, p. 100), 

this term "refers to the total constellation of events, circumstances, 

and experiences of the individual as he makes decisions about himself 

as a prospective and as an actual member of the work force." 



26 

Career Education: As officially defined for the State of Arizona 

(Arizona Department of Education 1973a, p. 5), 

Career Education combines the academic world with the world 
of work. It must be available at all levels of education from 
kindergarten through the university. A complete program of 
Career Education includes awareness of the world of work, broad 
exploration of occupations, in-depth exploration of selected 
clusters, and career preparation for all students. This calls 
for all basic education subjects to incorporate Career Education 
as an activity. Education and Career Education are synonymous 
terms. 

Career Guidance: As used in this study, this term refers to the 

guidance services made available to students through the cooperation of 

the classroom teacher, project guidance instructor, and involved commun

ity members and parents to assist the student in selecting a lifestyle 

appropriate to his interests, skills, attitudes, etc. 

Educational Aspirations: The grade the individual expects to 

complete or the degree he expects to receive. 

External Control: As defined by Patsula (1969, p. 29), this term 

is operating "when an individual tends to believe that what happens to 

him in varying situations is attributable to outside forces rather than 

to himself." 

Guidance Instructor: A staff member employed by the Pima County 

Developmental Career Guidance Project. 

Internal Control: As defined by Patsula (1969, p. 29), this force 

is operating "when an individual tends to believe that what happens to 

him in varying situations depends upon his/her own efforts." 

Occupational Aspirations: Indicates the job the student hopes to 

hold in adulthood. 
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Occupational Information: As defined by Ijams (1972, p. 8), this 

term "refers to any and all kinds of information regarding any position, 

job or occupation, provided only that the information is potentially 

useful to a person who is making choices regarding occupation." 

Pima County Developmental Career Guidance Project: Refers to the 

cooperative project formed by the Intergovernmental Operations Agreement 

of ten (10) school districts within Pima County, Arizona, for the purpose 

of receiving state funds for the operation and implementation of a Career 

Education project within the county schools (Pima County Schools 1972). 

Self-esteem: As defined by Coopersmith (1967, p. 5), it "is a 

personal judgment of worthiness that is expressed in the attitudes the 

individual holds toward himself." 

Vocational Education: Refers to skill preparation for an occupa

tion, position or job, usually requiring less than a baccalaureate 

degree for entry-level employment. 

Vocational Guidance: As quoted from Super in the State of Arizona 

Glossary of Terms for Career Education (1972b, p. 3): "A process of 

helping a person to develop and accept an integrated and adequate picture 

of himself and his role in the world of work, to test this concept 

against reality, and to convert it into reality, with satisfaction to 

himself and benefit to society." 

World of Work (Work World): As defined in the State of Arizona 

Glossary of Termff for Career Education (1972b, p. 3), this term indi

cates "the breadth of career opportunities, and the unique aspects of 
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occupations in relationship to an individual preparing to make a career 

decision. 

Career Guidance Project Activities 

Upon agreement by a majority of the faculty, acceptance by the 

school principal, and approval from district administration, guidance 

instructors were assigned to all participating schools by project ad

ministrative decision to provide the following services: 

1. Assist teacher in soliciting resource speakers for classroom. 

A. Attend sessions when resource speakers are present. 

B. Suggest speaker demonstrate to class with "tools of his 

trade." 

C. Help coordinate curriculum activities with subject of re

source speaker. 

D. Assist teacher in helping class learn about the skills, 

abilities, educational requirements, and experiences neces

sary in the occupations of the resource speakers. 

2. Assist teacher in planning field study trips to allow students 

opportunity to observe workers on the job. 

3. Assist teacher in developing simulated experiences that will 

allow students an opportunity to experience skills needed in 

occupational settings. 

4. Assist teachers in having students interview workers to acquire 

more knowledge of occupations. 

5. Meet with teacher to design curriculum plans that will integrate 

career orientation into the existing curriculum. 
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6. Assist teacher in locating resource materials from the project, 

the community, or the school. 

7. Share with teachers curriculum activities from project files. 

8. Use films, filmstrips, resource kits, etc., in cooperation with 

teacher to develop a wider knowledge of occupations. 

9. Involve parents with the Career Education program in any possible 

way, as resource speakers, to accompany field study trips, to 

teach new skills, to work as aides, etc. 

10. In cooperation with teachers, hold discussion groups with parents 

to investigate parent-teacher-child relationships. 

11. In cooperation with teachers, hold parent conferences to discuss 

pupil motivation, achievement, etc. 

12. In cooperation with teachers, conduct classroom guidance sessions 

to explore pupil motivation, behavior, achievement, goals, prob

lems, plans, etc. 

13. Conduct small group discussions on social relationships and de

veloping self-awareness of individual interests, skills, abili

ties, motivation, etc. Teachers should be included in small 

group discussions where possible. 

14. Conduct consultation sessions with teachers to develop mutual 

understanding of students. 

15. Meet with students individually for purposes of understanding 

individual interests, skills, abilities, motivation, lifestyle, 

etc. 
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16. Conduct in-service training of teachers in areas of mutual con

cern as related to the career guidance program. 

17. Assume other related duties to insure success of career guidance 

program. 

In presenting the concepts and activities of Career Education to 

various groups of educators, it has often been contended that the prac

tices occurring in Career Education projects are already frequently 

occurring in classrooms without the assistance of any project, outside 

resources, or guidance instructors. It has also been suggested that the 

redirection of the curriculum to provide career-oriented material and 

the initiation and continuation of career activities can be carried out 

by the classroom teacher after receiving in-service training. 

To a degree, all of this is true. Due to the publicity accorded 

Career Education practices in popular educational periodicals and jour

nals, many teachers may have initiated such practices independently. 

Many other practices, now labeled "Career Education," have occurred 

previously in classrooms, without the label. However, it was anticipated 

that if the program was dependent solely upon the teacher's initiative, 

outside of a theoretical foundation for such activities, a sporadic and 

disassociated program might result without the "hoped for" effects desired 

by the promoters of Career Education. 

To prevent this, the Pima County Career Guidance Program was de

veloped with guidance instructors providing continuous stimulation, in

volvement and/or in-service training to insure the implementation of 

Career Education as an on-going activity aimed at a redirection of the 
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existing curriculum. The combination of the guidance and career orienta

tions was deemed necessary if the students in the program were to achieve 

progress in all three goals of Career Education. 

The educational leadership provided by the guidance instructors 

was intended to stimulate not just the occupational or career information 

activities within the curriculum, but also to develop teacher-pupil 

skills in human relationships, personal responsibility, and increased 

opportunities for decision-making by students. Recalling that Career 

Education includes "learning to learn, learning to live, and learning to 

earn," the program included activities in the affective and psychomotor 

domains, as well as in the cognitive domain. The guidance instructor 

served as a consultant to the teacher, not just in developing the activi

ties, but in developing an understanding of the theories of learning and 

motivation behind the activities. The psychological training of the 

guidance instructors provided them with a foundation upon which to base 

their suggestions and recommendations for the implementation of Career 

Education. 

The actual instructional sequence within each classroom and the 

amount of time devoted to each activity, the specific materials used 

from those provided by the district or project, the manner of presenta

tion and/or utilization and the degree of involvement of each student 

was planned by the classroom teacher with the assistance of the project 

guidance instructor. 
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Staff 

The guidance instructors who provided assistance were three 

females employed by the Pima County Developmental Career Guidance 

Project. 

Two of the guidance instructors possessed a Master's degree in 

Counseling and Guidance, with emphasis in elementary school counseling, 

from the University of Arizona College of Education, Department of 

Counseling and Guidance. They had received the Master's degree one year 

prior to the evaluation. Since completion of the Master's degree, both 

instructors had been employed as guidance instructors in the initial 

year (1971-72) of the Pima County Career Guidance Project. 

The third guidance instructor possessed a Bachelor's degree in 

Elementary Education and was enrolled in a Master's degree program in 

Elementary Education at the University of Arizona College of Education. 

During 1971-72 the third instructor had served on a limited basis as an 

interested teacher in the Career Guidance Project and had completed a 

course in elementary school guidance at The University of Arizona. 

All three guidance instructors had had prior teaching experience, 

ranging from two to eight years. 

Career Guidance Project Evaluation 

Numerous types of implementation and progress methods of evalua

tion were utilized by the project administrators and monitors; some of 

which will be further described in Chapter Four. The primary evaluation 

of the K-6 segment of the program, which produced student results for 

the project as a whole, focused on sixth grade students and their 
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responses on instruments measuring self-esteem, degree of internal con

trol, educational and occupational aspirations, and career awareness 

(see Appendix B). 

Until the sixth grade, both at the state and national levels, 

Career Education has aimed at developing an awareness of careers and at 

achieving attitudinal changes; little or no attempt has been made to 

actually train students in the third goal, "learning to earn." There

fore, an appropriate outcome evaluation should focus, as in Pima County, 

on general attitudinal changes and career awareness. The attitudinal 

changes evolving from the goals of "learning to live" and "learning to 

learn" are primarily measured by evaluation of attitudes toward self and 

school. 

Selection of Subjects 

The population sampled for the program was described as stu

dents in the sixth grade at eight elementary schools within a large, 

urban school district. Four of the schools, through the cooperative 

decision of a majority of the faculty and the school principal, had 

volunteered for participation in the state-funded Pima County Develop

mental Career Guidance Project. 

One of the four treatment schools had participated in the Career 

Guidance Project during 1971-72 (first year of project operation and 

prior to this evaluation). The remaining treatment schools did not par

ticipate in 1971-72. 

The comparison schools were selected by the Research Department 

of Tucson Public Schools on the basis of matching the treatment schools 



in: achievement level as demonstrated on third grade reading achievement 

tests, socio-economic status, and the ethnic percentages in the student 

population. One of the comparison schools had participated in the 

Career Guidance Project in 1971-72, but withdrew due to an involvement 

in another federally-funded project. 

The time and expense involved in the coding and analysis of the 

scores prohibited the use of all of the sixth grade student scores and 

necessitated the use of a random sample of the sixth grade students from 

the treatment group and from the comparison group. Upon completion of 

the pre-tests a random sample was drawn from each of the twenty-two 

classrooms from the schools identified as treatment and comparison. The 

proportion of students included in the sample from each school was de

termined by the proportion of students from each school comprising the 

total population of sixth grade students included in the group of treat

ment schools or the group of comparison schools. A table of random 

numbers was used to select students from each classroom. Total number 

drawn for the treatment group was 197 and for the comparison group, 202. 

Mortality created by students moving or absent at the time of the post-

test brought these numbers to 169 for the treatment group and 168 for 

the comparison group. 

Description of Sample 

The schools selected were rated as approximately equal on socio

economic status of parents, according to a consideration of the total 

school population by the Research Department of Tucson Public Schools. 

To determine the accuracy of this rating in relationship to the sample, 
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students were asked to respond to questions regarding parental level of 

education and parent's occupation for both mother and father. Based on 

the Hollingshead's Two Factor Index of Social Position (Hollingshead 

1957), the socio-economic status of the families of the students are 

arranged in Table 1. 

Table 1. Percentage Distribution of Socio-economic Status of Sixth 
Grade Students. 

Social Class Treatment Comparison 

I 9.7 6.0 

II 10.9 7.1 

III 21.2 16.1 

IV 15.2 15.5 

V 10.3 6.5 

Unknown 32.7 48.8 

The large percentage distribution in the "Unknown" category 

occurred due to the large number of students who were unable to respond 

to the questions regarding parental education or occupation. Another 

index useful as a comparison of student backgrounds which produced re

sults warranting consideration was the student response to a question 

regarding the student's mother working outside the home. Results are 

summarized in Table 2. 
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Table 2. Percentage Distribution of Students' Mothers Employed Outside 
the Home. 

Student Response Treatment Comparison 

Yes 43.6 56,5 

No 55.8 43.5 

No Response 0.6 0.0 

This finding is of greater importance when the occupations of 

the employed mothers are revealed. Table 3 lists the results of the 

student question, "If your mother works, what kind of job does she have?" 

Table 3. Percentage Distribution of Occupations of Mothers Employed 
Outside the Home. 

Occupation Treatment Comparison 

Professional-Company Offical 0.0 1.2 

Manager, Proprietor or Owner 11.5 4.8 

Technical 1.8 4.8 

Salesman-Clerical Worker 17.6 23.2 

Skilled Worker 1.8 3.6 

Semiskilled Worker 7.3 8.3 

Unskilled Worker .6 1.8 

Doesn't Work 59.4 52.4 
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In The Antecedents of Self-Esteem. Coopersmith's findings (1967) 

revealed no relationship between the frequency of the mother's working 

and the child's self-esteem (p. 91). However a relationship was found 

between the length of the mother's employment and the child's self-

esteem (p. 92). Coopersmith's findings suggested that the way the 

mother's work is interpreted by the family and the degree of satisfaction 

she receives determines if her working produces adverse effects upon the 

child. 

In Table 3 slightly more of the working mothers of the treatment 

group hold jobs of a higher social status than do mothers of the stu

dents of the comparison group. A commonly accepted distinction in 

society is that jobs of higher social status are also the ones more 

likely to provide intellectual stimulation and self-fulfillment. Employ

ment held by a mother not for economic necessity, but for personal 

satisfaction is positively related to the child's self-esteem in 

Coopersmith's findings. 

Secondly, nearly ten percent of the comparison group students 

who responded "yes" to the question, "Does your mother have a job out

side your home?" were not able to identify the job and so were grouped 

with the percentage of students listed as "Mother Doesn't Work" in 

Table 3. The inability of the child to identify the job may indicate 

that the mother has little interest in the job; that she does not discuss 

it at home; that the job serves possibly only the purpose of income and 

thus may be negatively related to the child's self-esteem. 
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One additional item is that 64.8 percent of the mothers of the 

females in the comparison group worked as compared with 39.6 percent of 

the mothers of the females in the treatment group. This item may have 

affected some of the results concerning the female students' occupational 

aspirations to be discussed in Chapter Six. 

The schools had also been selected as approximately equal in 

achievement levels as determined by the reading achievement scores of 

third grade students attending the treatment and comparison schools. 

Two measures were available to the researcher to determine the ability 

of the sample. The first, shown in Table 4, is a student response to a 

question regarding the type of grades the student usually gets. 

Table 4. Percentage Distribution of Students' Perceived Grades. 

Student's Grades Treatment Comparison 

E's 29.7 20.2 

S's 69.1 77.4 

N's 1.2 2.4 

The school district also made available stanine scores of the 

sample on the Lorge-Thorndike Intelligence test taken by the students in 

fifth grade. These have been grouped into three categories: High 

(Stanines 7, 8, 9); Medium (Stanines 4, 5, 6); Low (Stanines 1, 2, 3); 

a category of "Unknown" for students not completing the test in the fifth 

grade is also included. Table 5 shows this distribution. 
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Table 5. Percentage Distribution of Students' Ability on Lorge-
Thorndike Intelligence Test. 

Student's Ability Treatment Comparison 

High 26.0 20.0 

Medium 53.0 59.0 

Low 15.0 12.0 

Unknown 6.0 9.0 

One final measure used to compare the two groups was the age 

differences of the sixth grade students as given in Table 6. 

Table 6. Percentage Distribution of Ages of Sixth Grade Students. 

Student's Age Treatment Comparison 

10 0.0 0.6 

11 57.6 53.0 

12 40.6 43.5 

13 or 
older 1.2 3.0 

No Response 0.6 0.0 
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Examination of the data shown in Tables 1-6 shows approximately 

three percent of comparison students are of an older age than students 

in the treatment group, a situation that may be indicative of more grade 

repeaters in the comparison group. More treatment group students had 

mothers who did not work; the employed mothers were in occupations of 

higher social status, and the families of treatment group students were 

of a higher socio-economic status than families of the comparison group. 

Ability scores also seem to favor the treatment group. The combination 

of these factors suggest the possibility that the treatment group may 

have been in a more advantageous position to benefit from an educational 

program. 

The differences between the groups might have been avoided if 

the selection of students had occurred in a different manner. As ex

plained earlier, the schools had been matched first by the Research 

Department of the Tucson Public Schools. The number selected from each 

set of matching schools should have been identical or at least very 

close. However, due to a difference in number of classrooms from matched 

schools, an error was made in the procedure whereby selection was done 

on a random sample chosen from each classroom. This error might have 

gone unnoticed and unaccounted for if the evaluation instruments used in 

data collection had not been designed to collect and verify the informa

tion used to determine the initial matching of schools. 

Teacher Participation 

The participation and cooperation of the sixth grade teachers in 

the four treatment schools was on a voluntary basis. Of the eleven 



teachers in the treatment schools at the sixth grade level, two were 

rated subjectively by the guidance instructors as "very responsive"; 

five, as "moderately responsive"; and four refused guidance instructor 

assistance in the classroom itself. Of the last four, the guidance in

structors concluded that the teachers had carried on similar activities 

either because of consultation with the guidance instructors or as a 

result of contact with other teachers and classrooms within the building. 

From the subjective observation of the guidance instructors, it was de

termined that the degree of participation of the sixth grade teachers 

was judged to be typical of participation for a group of teachers on a 

single grade level as compared with that of teachers of other grade 

levels within the schools. 

Activities in Comparison Schools 

At this time, it is also of consequence to mention the experiences 

that occurred in the comparison schools. The comparison school that had 

participated in the Pima County Career Guidance Project the year prior 

to the evaluation was selected to serve as a treatment school and to par

ticipate a second year. However, the school had also been selected as 

the site for a special program wherein consultants were provided to 

assist teachers in the writing and evaluation of daily performance ob

jectives in the teaching of all subjects. During the time of the pre

tests it was decided by school district administration and the Pima 

County Project Director that participation in both programs would over

whelm the teachers and students and subsequently defeat possibly both 

programs. Because the school had been matched with another school that 



also desired participation in the Career Guidance Project, the treatment 

or comparison status of these two schools was exchanged. 

In a second comparison school, the teachers were exposed to work

shops on Career Education during the course of the year and encouraged 

to initiate activities related to the concept in preparation for their 

participation as a focus school in a Vocational Education Exemplary Pro

gram, which was also working on the implementation of Career Education 

within the same urban school district. The decision to provide this 

exposure and encouragement was made by the school district after the 

time of the pre-test and was therefore beyond the control of the project 

administration or the evaluation team for the Career Guidance effort. 

In the remaining two comparison schools, four of the six teachers 

had either completed or were engaged in studies of elementary school 

guidance which provided the Adlerian foundation as used by the guidance 

instructors in their work with the treatment schools. 

Thus, the discussion of the combined experiences of the compari

son schools supports the use of the term "comparison," instead of 

"control" schools and also points out the difficulties associated with 

attempting to evaluate a widespread program that has become a national 

thrust. 

Chapter Three has provided a thorough description of the educa

tional program used as an example to illustrate the means and methods 

involved in evaluation. A review of other methods of evaluation and 

their potential contribution to or effect on the results of the final 

sumnative evaluation will be considered in Chapter Four, and Chapter 



Five will discuss the methodology involved in the preparation of 

summative evaluation of the Pima County Project. 



CHAPTER 4 

PHASES OF EVALUATION 

Purpose of Evaluation 

In the implementation of Career Education, as with many other 

educational programs, the primary question and ultimate concern of par

ents, educators, legislators, and others lies in the effect of the pro

gram on students. In terms of Career Education, the question becomes: 

"Will the final outcome be students who possess the skills and knowledge 

needed to master the difficulties of life, not only those particularly 

related to occupation, but also those associated with performance in a 

family role and as a member of the community?" However, it must be 

recognized that the answer to this question lies in the far-distant 

future, not just when the student completes or exits from secondary 

school or college. The answer is ultimately determined by the student's 

performance throughout his or her lifetime as each new difficulty is 

faced. The responsibility for providing all of the skills and knowledge 

is also shared among the various institutions of society: school, family, 

church, government, etc. Education, at best, is capable of making a 

significant contribution, but it is not the only environment in which 

the student is interacting. 

Therefore, in evaluating an educational program, its total or 

potential contribution cannot be assessed by simply waiting for the 
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answer to the ultimate question as the student matures. Decisions must 

be made, changes determined, and action taken while life goes on and 

each generation reveals its answer to the ultimate question. To facili

tate the judgments and decisions that must be made, numerous checkpoints 

can be established throughout the implementation of a program and used 

to assess its on-going progress, as well as to determine its rate of 

potential success. The discussion of the Career Guidance Project is 

concerned with a suramative checkpoint placed near the end of a school 

year, assessing the average growth of students during a six-month period 

of program implementation. 

Along with the assessment of evaluative progress as described in 

the preceding discussion, smaller checkpoints should be identified; the 

information gathered can then be considered along with the data from the 

summative evaluation for purposes of decision-making by the project ad

ministrators and others. Such checkpoints were included in the project 

under discussion; however, to have included all of the data collected for 

the Career Guidance Project in this discussion would have extended the 

length of the paper prohibitively. Such data is available, however, in 

the Career Guidance Project reports and was used by the project adminis

trators. 

The general suggestions included herein are adapted primarily 

from material available through evaluation workshops conducted by 

CTB/McGraw-Hill (1972) and developed by the UCLA Center for the Study of 

Evaluation (Klein et al. 1971). While the CTB/McGraw-Hill Evaluation 

Model proved useful in the discussion of the Career Guidance Project, 
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other models do exist which may serve equally well for other education

al programs. 

Needs Assessment 

The initial criterion often used to evaluate educational programs 

is the number of individuals expressing interest and the number who indi

cate a desire to participate. This means of evaluating the worth of an 

idea or proving the need for programs must be open to question for the 

following reasons: 

1. If money is available to implement an idea or concept, educa

tional administrators in tight budget situations may be biased 

toward accepting the idea in order to utilize the money for 

needed materials, personnel, etc. 

2. The lure of the "bandwagon" will attract some educators, parents 

and/or others who are anxious to be involved with the topics of 

current interest. 

3. Educators who are concerned about the progress of their students 

are anxious for acceptable solutions to the problems they face 

in the classroom and will accept an idea if it seems to be 

capable of solving these problems. Such educators may be lured 

by each new concept in their search for an "answer." 

Career Education was considered to be a valid concept by many 

because of the quick interest generated, the widespread growth of pro

grams, and the onslaught of materials available through educational 

publishing companies. The very fact that money was more accessible for 
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programs with Career Education in their titles or objectives may have 

been the factor responsible for the increased interest and participation. 

To obtain a more accurate indicator of the validity of the educa

tional concept or type of program needed, prior to hiring personnel and 

developing implementation procedures, a thorough identification of the 

problem should be carried out. CTB/McGraw-Hill (in Klein et al. 1971) 

has termed this phase in program development, "Needs Assessment." The 

"Needs Assessment" phase involves determining what goals and objectives 

a program should try to achieve and how well they are being achieved by 

current programs. The problems identified by this assessment will sug

gest the need for a new program or a modification of existing programs. 

However, what often happens in educational programs regarding 

problem identification also occurred in the Career Education effort. 

The "problem" was determined by the opinions and data available to indi

viduals in positions of national or state educational or legislative 

power. The monies made available by these powers and the mandates which 

accompanied these funds suggested appropriate objectives which were im

mediately pressed into the implementation stage of programs in an effort 

to both utilize and justify the appropriations of funds. Little was done 

in the initial stages to clearly identify the skills and knowledge actu

ally needed by students to master difficulties related to career choice 

or career performance. This confusion as to the necessary objectives 

makes evaluation extremely difficult. 

CTB/McGraw-Hill's phase of "Needs Assessment" is intended to 

overcome the lack of clear objectives. It provides a four-part strategy 



whereupon the educational unit can determine what goals should be the 

focus of the program and exactly what objectives should be achieved. 

Further details on the strategies developed by CTB/McGraw-Hill are 

available in the reference listed (Klein et al. 1971). 

No similar strategies were utilized by the districts or by the 

administrators of the Pima County Developmental Career Guidance Project. 

The lack of a "Needs Assessment" prior to the initiation of the project 

is a major weakness. 

The Career Education matrix, which was developed through the 

federally-funded Ohio State University Model One School-Based Career 

Education Project and then adapted and refined for use in Arizona, was 

an attempt at developing an acceptable tool for identification of goals 

and objectives both on a statewide basis and by local school districts. 

The development and degree of acceptance of the matrix by local school 

districts was still uncertain at the termination of the 1972-73 school 

year. 

Program Planning 

Following the "Needs Assessment" phase, careful program planning 

should occur to design a program that will meet the specified objectives 

The program design should be presented in a written document that identi 

fies the goals and objectives, the manner of operation, and the means of 

evaluation. When funds are received from outside the local school dis

trict budget, this phase is usually complete when project proposals are 

submitted to the funding source. In the project under consideration, 

the written proposal was submitted to the Arizona State Department of 
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Education and funded with monies made available through Arizona Senate 

Bill Number Five. 

Implementation Evaluation 

Once the proposal is accepted and implementation is initiated, 

various methods can be used to determine if the program is meeting its 

personnel, physical and instructional specifications as set down in the 

proposal document. 

To check on personnel, strategies should be devised to determine 

the number and kind of individuals involved in each activity occurring 

in the program. In the career guidance program numerical records were 

kept for such items as number of students participating in field trips, 

number of speakers making classroom presentations, number of teachers 

receiving consultation services, number of classes utilizing project 

materials, number present at public meetings and presentations, number of 

parents participating in project activities, number of teachers attend

ing in-service meetings or workshops, number of news releases, number of 

brochures distributed, etc. All of this information may also require 

time and place data, as well as numerical count. The exact type of 

numerical records would depend upon the stated objectives and the opera

tional plans of the project. 

In addition to the information previously noted, data is collect

ed as to the grade or quality of students and the qualifications and 

training of staff. Chapter Three, in describing the Pima County Career 

Guidance Project, provided a detailed account of the students, the 



participating teachers and the guidance instructors. The information 

given is part of implementation evaluation. 

Any staff development activities which were planned to occur 

prior to initiation of instructional activities should be noted: when 

they occurred, who attended, which activities demonstrated, what mate

rials used, etc. Evaluation for this part might be an objective ques

tionnaire utilized to determine if staff members know the appropriate 

data at the beginning of employment. 

In addition, specific data collected on a periodic basis about 

class enrollments, contracts with consultants, and checklists of tasks 

performed by staff are all usable to determine if planned activities are 

occurring as scheduled. A continuously updated inventory of materials 

purchased and received provides another checkpoint. Information about 

the utilization and maintenance of equipment and facilities will also 

provide evidence of the occurrence of scheduled activities. 

Some method to allow the administrators of the program an oppor

tunity to review the full scope of the implementation effort should be 

provided. In the project discussed here, a monthly report was submitted 

by each staff member, including personnel responsible for budget records, 

and all accumulated information was then summarized and made available 

to the funding source. The utilization of the monthly report is par

ticularly useful if prior to the beginning of each month, each staff 

member has identified his/her tasks and objectives. Comparison of the 

pre-set list of objectives with the summarization of accomplishments 

assists both the staff and the project administrators by providing a 
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means for analyzing the consistency between project practices and 

project plans. 

Progress Evaluation 

During the time the program is active, another phase of evalua

tion, Progress Evaluation, should occur in conjunction with the imple

mentation phase if the goal is a quality evaluation. As each component 

of the program occurs, some method must be available to assess the regu

lar progress of the program in reaching its objectives. Besides count

ing the number of participants in an activity such as a field trip 

(implementation evaluation), data should also indicate the results of 

the field trip (progress evaluation). The Career Guidance Project asked 

the teacher to identify classroom activities used to follow up field 

trips which provided evidence of student learning on the trip. The data 

revealed not just the participation but the effect of the participation. 

The progress by the students should provide on-going evidence that proj

ect objectives are being met. 

For evidence of instructional content being covered and the 

progress of students, a program will often make use, as the Career Educa

tion programs did, of printed curriculum materials, each with specific 

behavioral objectives and a stated method of determining if the students 

have reached the behavioral objective. Data identifying the number of 

students who have reached the behavioral objective provides both _ _ . 

implementation and progress evaluation data. For results of staff de

velopment activities, videotaped role-playing or a teaching session can 

be analyzed to provide progress data on skills learned by staff. 
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A method of progress evaluation for the Career Guidance Project 

could be set up by referring back to the list of project activities 

listed in Chapter Three and then providing data indicating the extent 

and results of each in the participating schools. The monthly report 

prepared by each staff member provided this kind of information. 

Other sources of information might be inter-office memos, 

letters, or reports identifying problems or concerns or reporting sub

jective indications of interest or attitude changes. Newspaper stories 

or articles written by outside observers also give subjective evaluation 

data. Utilization of this type of data would include not only the inter

pretation of the data, but also recommendations for program changes or 

modifications and a record of action taken. 

External Monitoring Teams 

When either internal or external monitoring teams are used for 

project evaluation, their objective perception of the project will pro

vide another view of the project's successes and limitations. To be of 

value though, it is necessary that the members of such monitoring teams 

possess the competencies and qualifications to serve as evaluators and 

that they have an understanding of both the short-range and long-range 

goals of the specific educational concept and of the total educational 

program. Some of the difficulties of the use of such teams with the 

Arizona Career Education programs lay in the teams' limited understand

ing of the unique factors within each school, district or classroom 

which influenced the degree of success in relation to program goals; 

the vagueness and/or lack of definition of the concept, Career Education; 
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and the lack of clarity in the goals of Career Education as related to 

the goals of the total educational program. 

It is also important that monitoring team members should be able 

to establish an atmosphere of mutual respect with the program staff and 

others participating in the program. Team members must also possess an 

understanding of the process of change necessary in the implementation 

of innovative educational programs. Even if team members possess all of 

these qualities, their utilization will have limited value unless their 

visits are frequent enough (preferably one per month) and their degree 

of involvement is such that the team members are able to make effective 

recommendations and then review the success of their recommendations. 

Some programs allow for the external monitoring team to be an 

item included in the budget for evaluation. In the Arizona Career 

Education programs, the monitoring teams were selected by the funding 

source, the Arizona Department of Education. 

Effects of On-going Evaluation 

The preceding summary of on-going evaluation techniques are 

necessary to determine the degree of consistency between initial plan and 

actual practice. With this kind of continuous collection of data in the 

early stages of a program's development, it can be determined both if the 

program is proceeding smoothly and if the plans are feasible for imple

mentation in the regular school setting. 

Outcome evaluation measures how effective a fully developed pro

gram has been and what effect might be expected in the future if the 

program is repeated or replicated. To be able to do this, it is 
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necessary to know exactly how the program operated; which events occurred 

on schedule and who was involved in each; what progress was anticipated 

to result from these events; what problems were incurred; and what gen

eral affective climate existed during the development and implementation 

of the program. This information contributes to the analysis and utili

zation of results and to the understanding that must precede all 

decisions. 

Due to the lack of specificity of certain activities occurring 

in a set sequential pattern, the program under discussion is less easy 

to replicate. The lack of preciseness may also account for the weakness 

of some of the expected results reported in Chapter Six. The trials and 

errors recorded in the variety of data collected for the program does 

pave the way for an increase of the more successful activities in future 

attempts and an opportunity to develop further evaluation techniques for 

differentiating the effectiveness of certain types of activities. 

Chapter Five presents the methodology for sumnative evaluation as used 

in the Pima County Project in 1972-73, with a discussion of the possible 

difficulties to be encountered in such an effort. 



CHAPTER 5 

METHODOLOGY OF SUMMATIVE EVALUATION 

The following comments on outcome evaluation were included in 

the report summary and guidelines for evaluation prepared by the UCLA 

Center for the Study of Evaluation and published by CTB/McGraw-Hill 

(in Klein et al. 1971, p. Q-5): 

Outcome Evaluation measures how effective a fully developed 
program has been, and estimates what effect it may be expected 
to have in the future. It is conducted when it may be assumed 
that a program has been brought to its fullest, economically 
feasible development. It therefore summarizes the prior steps 
of needs assessment, program planning, implementation evalua
tion, and progress evaluation. 

Unlike these other evaluation studies, however, it should 
be conducted with the minimum possible intervention in the 
program itself. The purpose is no longer to develop a program, 
but to see how well it will run in the future when special 
project directors and evaluators and so forth are no longer 
involved. Thus, this type of evaluation comes as close as the 
ingenuity of the evaluator allows to a classical experimental 
situation, in which the investigator does his best not to 
interfere with the progress of the experiment. 

One of the major difficulties in setting up a "classical experi

mental design" lies in the necessity in experimental design for students 

and teachers to be assigned to treatments on a basis of randomization. 

It is at this precise point that educational programs run into the con

flict created by the confusion of research and evaluation. The require

ment for randomization of assignment is difficult when working with 

small groups in the early initial stages, but it becomes an impossibility 

when a program moves toward widespread implementation. 
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Programs are usually initiated because of money available to a 

particular school or because of the interest, enthusiasm and perceived 

need of the educators. In the case of the Career Guidance Project the 

participating schools were chosen on the basis of expressed principal 

and teacher interest. Even after the program was initiated, teachers 

participated individually to the degree they desired. In essence, all 

treatment school participation was on a volunteer basis., while comparison 

schools were selected on a basis of matching variables, which violates 

the procedure for classical experimental design. It was believed, as 

Marland (1973, p. 3) stated shortly before leaving his position as 

Assistant Secretary of Education, that "until teachers possess career 

education as a spirit, it won't go very far." The need for the teacher's 

own understanding and commitment may be the real key to the success of 

any educational concept as long as the actual operation of the classroom 

remains the primary responsibility of the teacher. 

The violation of experimental design procedure at the outset did 

not eliminate the need for evaluation; such violation made it even more 

crucial that some means of assessment could be documented for decision

making regarding the future of Career Education. Although results would 

be equivocal, the need for understanding and utilizing the results re

mains of prime importance. 

The Career Guidance Program proceeded to set up an experimental 

design as nearly as possible, but with a continuous awareness that some 

initial features were in violation and that conclusions or assumptions 

drawn from the data had to be applied with caution. 



Information Collected 

The procedures prescribed in the CTB/McGraw-Hill Evaluation 

Model (in Klein et al. 1971) include a summary of information to be 

collected; why it was collected (in terms of objectives assessed); how 

the data was collected; when the data was collected, and who would be 

involved. Following a summary of the collection of information data 

analysis procedures should be explained. All of the above should pre

cede a discussion of the results in the outcome evaluation report. As 

an example, the following information is presented for the Career Guid

ance Project. 

Instruments Used 

Coppersmith Self-Esteem Inventory. The instrument used for the 

variable of self-esteem is the Coopersmith Self-Esteem Inventory de

veloped by Coopersmith (1967) for a series of studies reported in The 

Antecedents of Self-Esteem. In reviewing psychological theoretical 

formulations of the antecedents of self-esteem, Coopersmith pointed out 

that only Alfred Adler's theory of personality includes self-esteem as 

a significant variable. Adler's theory places great stress on the im

portance of real and/or perceived feelings of inferiority in producing 

a low self-esteem in children, and the resulting counseling and guidance 

or therapeutic practices evolving from Adlerian theory are aimed at re

ducing these feelings of inferiority and developing within the child a 

sense of his own mastery and control over his environment. 

Adlerian theory has provided the psychological foundation upon 

which the staff of the Pima County Developmental Career Guidance Project 
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has constructed the parent/counselor/teacher approach toward career and 

human development. The three staff members serving as guidance in

structors to the sixth grade teachers observed in this study have all 

had similar training in the theory and practice of Adlerian psychology. 

In developing classroom activities in cooperation with the teachers, 

Adlerian theory provided the foundation upon which to base decisions 

regarding appropriate activities and practices. The basic goal was to 

provide children with experiences that would increase their self-esteem 

and their feeling of mastery over the environment. 

In reaching the goal of increased self-esteem, guidance instruc

tors placed particular emphasis on obtaining and encouraging parental 

involvement in classroom learning and activities. The theoretical basis 

for an emphasis on parental involvement stemmed from Coopersmith's find

ings showing a high relationship between parental attitudes and expecta

tions and the child's attitudes and self-expectations. Coopersmith's 

findings also reveal that children with high self-esteem are more likely 

to be close to their parents and that there will be more frequent verbal 

interchanges between parents and children of high self-esteem. To fur

ther examine the changes that may occur as a result of treatment, ques

tions were included in the measurement instruments regarding parental 

expectations and opportunities for communication between parents and 

students. 

The goal of measuring self-esteem from the perspective of the 

subject was the purpose of the Coopersmith Self-Esteem Inventory. Most 

of the items for the Inventory were based upon items selected from the 
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Rogers and Dymond scale (1954), re-worded for use with children ages 

8 to 10, and then sorted by five psychologists into items indicative of 

high self-esteem and those indicative of low self-esteem. 

The final form of the Inventory, as used in this study, is a 

shortened form of the original longer version reported in The Antecedents 

of Self-Esteem (Coopersmith 1967). The longer inventory was found to 

have a test-retest reliability of .88 after a five-week interval with 

a sample of 30 fifth-grade children; after a three-year interval with a 

sample of 56 children from the original population of 1,748 children, a 

reliability of .70. The shorter version, supplied by Stanley Coopersmith 

for utilization in this study, is a briefer form which does not provide 

sub-scales and further differentiation of the aspects of self-esteem but 

only takes about half of the administration time of the longer form. 

The total scores of both forms correlate at .86, a finding which has 

been established to a markedly similar extent on four different samples. 

The shorter form was developed through an item analysis of the original 

inventory and includes those twenty-five items which showed the highest 

item-total score relationship of scores obtained from the original 

inventory. 

Self-esteem, as defined in the research resulting in the publica

tion of The Antecedents of Self-Esteem, was considered "a personal judg

ment of worthiness that is expressed in the attitudes the individual 

holds toward himself" (Coopersmith 1967, p. 5). Although the primary 

focus of Coopersmith1s study was upon the private, subjective appraisals 

of personal worthiness, Coopersmith then employed other overt, behavioral 
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indices of esteem to gauge the quality and validity of the individual's 

reports. These indices were a Behavior Rating Form completed by teach

ers and principals, clinical studies to explore unconscious evaluations 

of self which included administration of the Wechsler Intelligence Scale 

for Children, Rorschach, Thematic Apperception Test, Figure Drawing, a 

specially developed Sentence Completion Test, and a series of five ex

periments to measure behaviors that were presumably related to self-

esteem. All of these demonstrated appropriate data to establish the 

validity of the Coopersmith Self-Esteem Inventory and are reported in 

the complete research report mentioned. 

The Self-Esteem Inventory consisted of a checklist of statements 

describing how the child might feel. After reading each statement, the 

subject placed a check in a column identified as "Like Me" or in a 

column identified as "Unlike Me." The score for the twenty-five state

ments on the Coopersmith Self-Esteem Inventory is reported as a single 

score with a maximum of 100 (total number of correct responses, 25 

multiplied by four), which is indicative of high self-esteem. 

Intellectual Achievement Responsibility Scale. The second 

variable was the score change from the pre-test to the post-test on the 

Intellectual Achievement Responsibility Scale (IAR) developed for re

search purposes by The Fels Research Institute. The IAR Scale was 

chosen as an additional measure of the subject's feeling of mastery over 

his environment. In reported research on the IAR, it has proven to be 

a consistent predictor of children's grades and, to a lesser extent, 

achievement test scores (McGhee and Crandall 1968). In a progress 



report to the National Institute of Mental Health (Crandall 1966), it 

was suggested that internal control was a predictor of grades and 

achievement performance due to a belief that self-responsibility provides 

a motivational influence upon achievement performance. To support this 

hypothesis, McGhee and Crandall (1968) quote a report from the Office of 

Education (Coleman et al. 1966) which states that in a nationwide sample 

of white and nonwhite children in grades 6, 9 and 12, more of the vari

ance of the nonwhites' achievement test scores was accounted for by the 

variable of internal control than by any other attitudinal, school, 

teacher and familial variable studied and that internal control was the 

second most predictive variable for white students. According to 

various researchers, it seems probable that the degree to which a child 

believes his own behavior is responsible for his academic successes and 

failures will affect his instrumental effort to attain these goals. 

The research cited above and reported by The Fels Institute pro

vided the basis for including the IAR as a measurable change of a stu

dent's feeling of mastery or control over his environment and for con

sidering it not only as a score change but also in relationship to 

grades, parental and self-expectations and subject's educational and 

occupational aspirations. 

The IAR Scale, dealing with the degree to which the child be

lieves that his successes and failures in conmon intellectual-academic 

achievement situations result from his own efforts (internal responsi

bility) as opposed to the behaviors and reactions of other important 

adults or peers (external responsibility), consists of 24 forced-choice 
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questions with 10 items describing positive achievement experiences and 

14 items describing negative achievement experiences. Each item is 

followed by two alternatives, one attributing the cause of the achieve

ment experience to the child's own behavior while the other attributes 

the cause to an external source. The subject is asked to choose the 

alternative which most often happens to him/her. Total possible score 

is 24. Scoring consists of counting the total number of external 

choices; therefore, a high score would indicate belief in external con

trol in intellectual-academic achievement situations, whereas a low 

score would indicate belief in internal control of such situations. 

Katkovsky, Crandall and Good (1967) found that, for a population 

of 41 (23 boys and 18 girls) predominantly middle class children (6 years 

10 months to 12 years 5 months) of above average intelligence (mean 

Stanford-Binet IQ 117.6, s.d. 15.0), the IAR score decreased only 

slightly with age, and girls tended to score less externally than boys 

(particularly from the sixth grade and on). Relatively low mean extern

ality scores with small standard deviations and short ranges of total 

scores have been reported for samples of boys, girls, and combined boys 

and girls at the elementary and secondary school levels. 

Construct validation was reported in the studies of Crandall, 

Katkovsky and Crandall (1965); Crandall, Katkovsky and Preston (1962); 

Katkovsky, Crandall and Good (1967); and McGhee and Crandall (1968). 

Crandall, Katkovsky and Crandall (1965) reported moderately high 

test-retest reliabilities (two months, .47 to .74) and internal consist

ency measures (N = 130; .54 to .60, corrected) for the separate scales. 
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They also reported that self-responsibility for success and failure 

seemed to be more generalized at the eighth grade level than at the 

lower grade levels. 

Educational and Occupational Aspirations Questionnaire. To 

measure levels of educational and occupational aspirations, student 

responses were collected from specific questions placed within a general 

questionnaire which also served the purpose of obtaining comparative 

data for both groups regarding sex, age, socio-economic status of family, 

parental and self-expectations. Subjects were asked to respond to 

questions asking the highest grade they wished to finish in school and 

then, when finished the sort of job they expected to have. 

The question on educational aspirations was the following: 

"Mark the highest grade you want to finish in school." The student then 

chose from the following six responses: 

1. Grades 6 or 7 

2. Grades 8 or 9 

3. Grades 10 or 11 

4. Graduate high school 

5. Junior College 

6. Graduate College 

On the pre-test the question about occupational aspirations 

asked the student to select one of the following responses: 

1. Technician--such as a draftsman, medical or dental technician, 

etc. 
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2. Official—such as a manufacturer, officer in a large company, 

banker, governmental official, etc. 

3. Manager—such as a sales manager, store manager, office manager, 

factory supervisor, etc. Owner—such as owner of a small busi

ness, contractor, or restaurant owner, etc. 

4. Semiskilled worker—such as factory machine operator, bus or cab 

driver, etc. Clerical worker—such as bankteller, bookkeeper, 

sales clerk, office clerk, mail carrier, etc. Service worker— 

such as barber, waiter, etc. Protective worker—such as police

man, detective, sheriff, fireman, etc. 

5. Salesman 

6. Farm or ranch owner 

7. Farm or ranch worker 

8. Workman--such as factory or mine worker, filling station attend

ant, etc. 

9. Professional--such as artist, doctor, dentist, lawyer, teacher, 

engineer, professor, social worker, etc, 

10. Skilled worker—such as carpenter, electrician, plumber, soldier, 

etc. 

11. I don1t know. 

During the pre-test administration, the above question proved too 

complex and difficult for the subjects to understand and thus generated 

a number of questions directed to the test administrators. Therefore, 

for the post-test the question was changed to a simple, open-ended 

question in which the student identified the name of the job he wanted 
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to have or the title of what he wanted to be by writing the word in 

the blank. 

For both the eleven-answer multiple choice question and the post-

test open-ended question, the responses were scored using the following 

scale from the Hollingshead Two-Factor Index of Social Position 

(Hollingshead 1957, no page available): 

1. Professional--such as accountant, artist, clergyman, dentist, 
doctor, lawyer, college teacher, etc. Official--such as manu
facturer, officer in a large company, banker, government offi
cial, etc. 

2. Manager--such as sales manager, store manager, office mana
ger, factory supervisor. Proprietor or Owner--such as owner 
of small business, wholesaler, retailer, contractor, restaurant 
owner. Farmer or ranch manager or owner. 

3. Technical--such as draftsman, surveyor, medical or dental 
technicians, etc. 

4. Salesman--such as real estate or insurance. Clerical worker— 
such as bankteller, bookkeeper, sales clerk, office clerk. 

5. Skilled worker or foreman--such as baker, carpenter, elec
trician, mechanic, plumber, etc. Service worker--such as 
barber, waiter, etc. Protective worker—such as policeman, 
sheriff, fireman, etc. 

6. Semiskilled worker--such as factory machine operator, 
truck driver, bus driver, soldier, etc. 

7. Workman or laborer—such as factory or mine worker, gas 
station attendant, farm worker, etc. 

0. Don't know. 

SRA Career Awareness Inventory. As career development is a 

fairly recent area for wide-scale educational program emphasis and as 

the examination of the development of a general "career awareness" 

within the structure and stages of career development is even more 

recent, measurement instruments for the last variable were not abundant. 



In fact, for the purposes of this evaluation, none could be located 

that had been developed for use with elementary grades except for an 

inventory on general career awareness designed by Science Research 

Associates. Even this inventory is adapted from the original forms 

which were designed for use with grades nine and eleven. 

The developers of the Science Research Associates' Inventory 

identified the following six objectives to be achieved by students 

participating in a career guidance program (taken from SRA Test Booklet 

issued in 1971): 

1. Recognize and rank, in preferred order, a list of im
personal factors to consider in evaluating occupations. 

2. Recognize in themselves and others various personal char
acteristics that differ among individuals and are related to 
job performance and satisfaction, 

3. Know, use, and be able to evaluate sources of career in
formation or training. 

4. Relate specific occupations to some larger grouping with 
a "common thread," yet recognize the diversity of skills and 
educational backgrounds needed in the occupations within major 
categories. 

5. Show evidence of decision-making ability, acceptance of 
responsibility, and preferences among job-related values. 

6. Discuss the general purposes and nature of the free enter
prise system, including existing imperfections, as well as 
advantages. 

The version for elementary grades used similar questions but 

did not include the questions related to Objectives 3 and 6 above. The 

other four objectives have been retained and represent the sub-scales 

for the SRA Career Awareness Inventory as follows in Table 7, 
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Table 7. Sub-scales for the SRA Career Awareness Inventory. -- Test 
Instrument No. 2, Part 1. 

Sub-scale Number Sub-scale Title Questions 

1 Knowledge of Impersonal Factors 
in Evaluating Occupations 

2, 
7, 

3, 4, 5, 6, 
8 

2 Knowledge of Personal Factors 
in Job Performance 

9, 10, 11, 12, 
14, 15, 16 

3 Knowledge of Common Threads in 
Jobs 

17, 
21, 

18, 19, 20, 
22, 23 

4 Acceptance of Responsibility in 
Job Decisions 

24, 25, 26 

Scoring consisted of counting the total correct answers (Sub-

scale 1-7; Sub-scale 2-8; Sub-scale 3-7; Sub-scale 4-3) and multiplying 

by 10. Correctness was determined by answers provided by the developers 

of the SRA Career Awareness Inventory. 

Since the SRA Inventory is in the process of development, no data 

has been provided from Science Research Associates on the reliability or 

validity of the instrument. Such data is currently being collected. 

Without reliability and validity data, any information gained from use 

of the instrument must be interpreted with caution. The present study 

has considered not only a change score on the instrument itself, but also 

the comparison of these scores with other information and the correla

tion of the sub-scales with other variables observed. More may be 

gained for purposes of future research by viewing the data in a develop

mental perspective rather than treating the instrument as a validated, 

reliable one yielding a single measure of career awareness. 
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Summary. Scores were available for each student on self-esteem, 

degree of internal control in intellectual achievement situations, 

levels of educational and occupational aspirations and a score for each 

of the four sub-scales of the SRA Career Awareness Inventory. The means 

of the student scores were then used for the statistical analysis. 

Administration of Instruments 

Measurement instruments were administered to the entire sixth 

grades in the treatment and comparison schools on both pre- and post-

administrations. The instruments were administered by the guidance 

instructors in the presence of the classroom teacher. The questions 

were read aloud while the students followed the reading silently, and 

then time was allowed for each student to respond to the question. This 

procedure was followed to prevent any possible reading difficulties or 

errors in following directions. 

In administering the test instruments the guidance instructors 

were first given a training outline (see Appendix A) and then coached by 

the evaluator in order to provide a similarity of approach to the sixth 

grade classes. Due to recent experiences and conflict over the issue of 

accountability, it was anticipated that some individual teachers and 

some students might require assurance from the guidance instructors that 

the data would not be identified by individual or class, but would remain 

anonymous and be treated as total group data. Some resistance was found 

among teachers, particularly among those who were aware that they would 

be in the treatment group. Upon receiving assurance, their resistance 
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diminished or disappeared entirely, and the administration of the 

evaluation instruments proceeded smoothly. 

Treatment Period 

The amount of time between pre- and post-administrations of the 

evaluation instruments was approximately six months, as the instruments 

were administered in all classrooms for the pre-testing during the last 

two weeks of September 1972, and for the post-testing during the first 

two weeks of April 1973. 

Data Analysis Procedures 

Individual student scores were averaged to yield a mean score 

for the treatment group sample and a mean score for the comparison group 

sample. The mean scores of each were then subjected to a "t" test on 

the pre-test scores of both groups, post-test scores of both groups, and 

on the pre-test-post-test scores of each group for each of the variables. 

The percent of students responding with each possible answer was also 

available for each group. This information revealed possible insight 

into specific areas of student knowledge, as well as the direction of 

changes in response on each question. 

Since the ultimate goal of a science of behavior for education 

is to isolate and understand more fully the nature of relationships 

among educational variables, product-moment correlations were computed 

on self-esteem, educational and occupational aspirations, degree of 

internal control, and career awareness. All three of these methods of 

analysis, the "t" test results, the percentage of student responses, 
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and the inter-correlations, will be presented in Chapter Six, followed 

by a summary and a discussion of the utilization of these results in the 

future efforts of Career Guidance and Education. 



CHAPTER 6 

ANALYSIS AND DISCUSSION OF SUMMATIVE EVALUATION OF 
PIMA COUNTY CAREER GUIDANCE PROJECT 

The summarization of results of an outcome evaluation should be 

arranged according to the specific questions or hypotheses attempted by 

the program. Included in the discussion are unanticipated outcomes, as 

well as any negative or positive results. Few, if any, programs produce 

such definite results that all one would need to do is replicate the 

program. Instead, results usually leave some questions unanswered, 

raise new questions or provide results which can be misleading or mis

interpreted. A thorough analysis of the results is necessary, not just 

to answer the hypotheses, but to provide any other information of value 

in the decisions to be made by the project administrators. 

Below are presented the results as found in the Pima County 

Developmental Career Guidance Project evaluation, followed by discussion, 

interpretation, summarization and conclusions. 

Hypothesis One; Gain in Self-Esteem 

The basic goal of the program, as stated in Chapter Three, was 

to instill confidence in the child's sense of individual worth and a 

feeling of mastery over his environment and destiny. Coopersmith's 

findings (1967), reported in The Antecedents of Self-Esteem, affirmed 

the significance of self-esteem and its importance on varied and more 

71 
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overt forms of behavior. The gain in self-esteem was to be evidenced by 

a gain in the mean score of the treatment group on the Coopersmith Self-

Esteem Inventory, As stated in Chapter Three, the Inventory was also 

administered to a comparison group to determine if a gain on the instru

ment might occur as a result of the regular educational program. 

The mean scores of the pre-tests for both the treatment group 

and the comparison group were initially subjected to the "t" test to 

determine the comparison of mean scores at the outset of the program. 

Post-tests of both groups were then subjected to analysis with the "t" 

test, and results for both analyses are summarized in Table 8. It should 

be noted that for both tests, the mean score of the treatment group was 

higher at a significance greater than .05. 

Table 8. Mean Differences of Treatment and Comparison Groups on 
Coopersmith Self-Esteem Inventory on Pre-tests and Post-
tests. 

Time Group Mean t Significance 

Pre-test Treatment 62.90 1.99 .05 
Comparison 60.93 

Post-test Treatment 65.19 1.97 .05 
Comparison 64.68 

In Table 9 is presented the "t" test analysis on the gain score 

of each group from pre-test to post-test. 
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Table 9. Mean Differences of Treatment and Comparison Groups on 
Coopersmith Self-Esteem Inventory from Pre-test to Post-
test. 

Group 
Pre-test 
Mean 

Post-test 
Mean 

t Significance 

Treatment 62.90 65.19 2.13 .05 

Comparison 60.93 64.68 2.01 .05 

The results of the analyses presented in Tables 8 and 9 demon

strate the problems attached to the non-equivalent control group design. 

Had the groups been assigned randomly to treatment, other advanced 

statistical analyses might have shown different results, or at least, 

the results might have provided a more legitimate answer to the question 

regarding a gain in self-esteem. As the results now stand, no conclu

sions can be drawn about the possible "cause" of the gain. 

The problem now apparent in the evaluation is to determine if 

there is any other evidence regarding self-esteem that may be available 

and useful in making project decisions. The failure of the above sta

tistical analysis to provide firm conclusions emphasizes the need for 

educational programs to have available to them a broader variety of 

alternatives for utilizing in the interpretation of data. With this 

goal in mind, further analyses were undertaken that may provide more 

information, as well as additional avenues for exploring student results. 
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Inter-correlation of Self-Esteem 
with Other Variables 

Analysis was next completed using the Pearson Product-Moment 

Method of Correlation, correlating the scores of the sixth grade stu

dents with various other factors drawn from the test instruments. 

Results are shown in Table 10. 

The variable, "Self-Appraisal of School Performance," consisted 

of a single question with five possible responses: 

How good a student are you? 

1. One of the best students in my class 

2. Above the middle of my class 

3. In the middle of my class 

4. Below the middle of my class 

5. Near the bottom of my class. 

Due to the consistently high correlation of the question with 

self-esteem for both groups on the pre-test and post-test, an inter-

correlation was also completed for the "Self-Appraisal" variables with 

the variables considered in the study. Table 11 presents the data avail

able from the intercorrelation analysis of "self-appraisal." Noteworthy 

are the high correlations between perceived parental and self expecta

tions for school performance and the correlation between student per

ception of grades and self-appraisal of school performance. The second 

could and should be expected since in both the students are rating their 

own academic ability, but the first is evidence confirming the influence 

of perceived parental expectations on student achievement, a finding on 
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Table 10. Correlation of Selected Variables to Self-Esteem. 

Pre-test Post-test 
aemciea vai iauies _ 

Treatment Comparison Treatment Comparison 

Father's Education .13 .13 .16 -.06 

Mother's Education .14 .16 .11 -.08 

Father's Occupation - .03 -.05 .06 .15 

Socio-economic Status .15 .19 .08 -.06 

Internal Control .27 
0

0
 o
 •
 .18 .11 

Perceived Mother's 
Expectations for 
School Performance .18 .12 .24 .18 

Perceived Father's 
Expectations for 
School Performance .12 .02 

o
 

C
M
 •
 .06 

Self-Appraisal of 
School Performance .41 .39 .40 .41 

Times Talk with Parents 
About School .17 .22 

0
0

 

•
 .10 

Perceived Mother's Edu
cational Aspirations 
for Student N.A. N.A. .24 .03 

Perceived Father's Edu
cational Aspirations 
for Student N. A. N.A. .14 -.03 

Student's Educational 
Aspirations .09 .13 .16 .10 

Certainty of Achiev
ing Educational 
Aspirations .17 .27 .22 .44 

Occupational Aspira
tions .10 -.04 .13 .05 

Certainty of Achieving 
Occupational Aspira
tions .08 •

 

0
0

 

.25 - .15 

Knowledge of Impersonal 
Factors in Eval. Jobs .02 .23 .09 .09 

Knowledge of Personal 
Factors in Job Per
formance .20 .17 .06 .30 
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Table 10—continued 

Pre-test Post-test 
Treatment Comparison Treatment Comparison 

Knowledge of Common 
Threads in Jobs .27 .24 .17 .25 

Acceptance of Re
sponsibility in Job 
Decisions .26 .29 .16 .28 

Student Perception 
of Grades N.A. N.A. .46 .26 

Time per/day Studying .18 .27 .28 .06 

r = .15 p < .05; r = .20 p < .01; N.A. = Not Available 
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Table 11. Correlation of Selected Variables to Self-Appraisal of 
School Performance. 

Pre-test Post-•test 
belectea variables 

rreatment Comparison Treatment Comparison 

Father's Education .15 -.02 .12 -.06 
Mother's Education .13 .19 .02 -.19 
Father's Occupation .03 .05 -.07 .14 
Socio-economic Status .26 .26 .02 -.08 

Self-Esteem .41 .39 .40 .41 
Internal Control .20 .20 .03 .17 
Perceived Mother's 
Expectations for 
School Performance .30 .33 .36 .30 

Perceived Father's 
Expectations for 
School Performance .31 .26 .30 .33 

Times Talk with Parents 
About School .28 .12 .26 .17 

Perceived Mother's 
Educational Aspira
tions for Student N.A. N.A. .10 .17 

Perceived Father's 
Educational Aspira
tions for Student N.A. N.A. .07 .17 

Student's Educational 
Aspirations .26 .08 .10 .17 

Certainty of Achieving 
Educational Aspira
tions .36 .36 .29 .38 

Occupational Aspira
tions .08 .09 .02 .07 

Certainty of Achieving 
Occupational Aspira
tions .14 .21 .06 -.06 

Knowledge of Impersonal 
Factors in Eval. Jobs .13 .17 .27 .26 

Knowledge of Personal 
Factors in Job Per
formance .30 .25 .18 .23 
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Table 11--continued 

Pre-test Post-test 
Selected Variables 

Treatment Comparison Treatment Comparison 

Knowledge of Common 
Threads in Jobs .29 .39 .35 .27 

Acceptance of Re
sponsibility in 
Job Decisions .25 .20 •

 

o
 

00
 

.26 

Student Perception 
of Grades N.A. N.A. .67 .59 

Time per/day Studying .14 .16 .39 .19 

r= ,15 p< .05; r= .20 p < .01; r= .50 p < .001; N.A. = Not Available 
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the senior high school evaluation of the Pima County Career Guidance 

Project and discussed in greater detail by Gurgevich (1973). 

In Chapter Two, it was stated that one of the primary goals of 

the Arizona Career Education projects was to win the support and assist

ance of parents due to the expressed belief that parental influence was 

a major factor in the career development of children. One of the princi

pal activities of the Pima County Developmental Career Guidance Project 

was the parent involvement phase of the program. The data available in 

Tables 10 and 11 both provide additional evidence confirming the impor

tance of the parents and the effect of the Career Guidance Project on 

the interaction of parents and children. 

In the research reported in The Antecedents of Self-Esteem. 

Coopersmith (1967) suggested that students with high self-esteem had 

more open discussion with their parents, which allowed for questions and 

differing opinions, as well as an opportunity for clarifying parental 

standards and expectations. In the parent involvement phase of the Pima 

County Project, parents were encouraged to participate in classroom 

activities and to further discuss and explore these activities outside 

the classroom with their children. The correlation shown for the factor 

"Times Talk with Parents About School," may be evidence that the parents 

who accepted the invitation to become involved with their children in 

school activities are also the parents of high self-esteem children. 

This result suggests that future efforts of the program must be 

to initiate further ways of involving parents of children with lower 

self-esteem. A more intense effort of the program must be to devise a 
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greater variety of ways to involve parents least likely to respond to 

the initial phases of parent involvement. The higher correlations on 

the post-test for the factors of perceived parental expectations with 

self-esteem for the treatment group indicate that, if career guidance 

is continued as a part of the educational program, parental influence 

will increase as a factor affecting student results. Increased parent-

child interaction and parental influence will require that the program 

administrators include within future plans increased parent education 

of educational and occupational options open to the students. 

Hypothesis Two: Gain in Internal Control 

The basic goal which anticipated a feeling of mastery and con

trol over the individual's environment as a necessary part of the broader 

scope of "self-esteem" was suggested by Coopersmith1s conclusions (1967, 

p. 248) that "persons with positive self-attitudes apparently start from 

the initial position of assurance that they can deal with adversity." 

Implicit in this feeling is the corresponding attitude that one can 

control his destiny and that it is the individual's actions that produce 

positive or negative consequences. The instrument selected to measure 

the student's feeling of control over the consequences was the Intellec

tual Achievement Responsibility Scale (IAR), which measures the student's 

perception of internal and external control of reinforcements. 

The method of analyzing the students' mean scores was similar to 

the method of analyzing the self-esteem mean scores, as both centered on 

the comparison of the pre-test scores, the post-test scores and the pre

test-post-test gain. Results for these analyses, in Tables 12 and 13, 
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Table 12. Mean Differences of Treatment and Comparison Groups on 
Intellectual Achievement Responsibility Scale on Pre
tests and Post-tests. 

Time Group Mean t Significance 

Pre-test Treatment 
Comparison 

6.24 
6.27 

.71 N.S. 

Post-test Treatment 
Comparison 

4.91 
5.19 

2.03 .05 

Table 13. Mean Differences of Treatment and Comparison Groups on 
Intellectual Achievement Responsibility Scale from Pre
test to Post-test, 

Group 
Pre-test 
Mean 

Post-test 
Mean 

t Significance 

Treatment 6.24 4.91 2.65 .01 

Comparison 6,27 5.19 2.21 .05 

reveal a similarity of scores on the pre-tests with the post-test scores 

measuring a difference at a significance level greater than .05. Results 

of the gain score suggest that there may have been a greater gain score 

experienced by the treatment group than by the comparison group. Again, 

due to the research design, only tentative conclusions can be drawn, 

A glance at student responses to each question reveals that the 

greatest change occurred for the only question on the instrument that 

was occupationally or career-oriented. Table 14 supplies the data on 

the percentage distribution of student responses to this question which 

t 
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may have been responsible for the higher mean score of the treatment 

group on the post-test. 

Table 14. Percentage Distribution on Pre-test and Post-test for IAR 
Career-oriented Question No. 14. 

Question: Suppose you study to become a teacher, scientist, or doctor 
and you fail. This would happen 

Response: 1. because you didn't work hard enough, or (Internal Control 
Response) 

2. because you needed help, and other people didn't give it 
to you. (External Control Response) 

Treatment Comparison 
Response r 

Pre-test Post-test Pre-test Post-test 

1 58.4 85.2 67.8 73.2 

2 40.6 14.8 32.2 26.8 

No response 1.0 0.0 0.0 0.0 

In continuing the review of the student's feeling of control over 

the consequences he experiences, other items of interest can be found in 

the examination of the percentage distribution of responses. The majority 

of students responded with the external control response in both the 

treatment and comparison groups on question #10 [When you lose at a game 

of cards or checkers, it usually happens 1) because the other player is 

good at the game, or 2) because you don't play well] and question #25 

[Suppose you are showing a friend how to play a game and he has trouble 
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with it. It's 1) because he wasn't able to understand how to play, or 

2) because you couldn't explain it well.], which were concerned with the 

respondent's interaction with a peer in a "game" situation. In both 

questions, the students placed the responsibility for the outcome of the 

situation on the other participant. If this feeling of external control 

would continue into adulthood and the peer would become a co-worker and 

the "game" change into a work situation, the conflict and inability for 

co-workers to cooperate would quickly become apparent. 

The remaining question in which a peer was involved in one of 

the two responses, question #23 [Suppose you don't do as well as usual 

in a subject at school, it probably happens 1) because you weren't as 

careful as usual, or 2) because somebody bothered you and kept you from 

working.], demonstrated a situation that frequently occurs in a class

room and is just as frequently the topic of discussion in elementary 

classroom guidance discussions. In the percentage distribution of re

sponses for question #23, the students were more willing to accept the 

responsibility for the consequence. 

An approach suggested by these responses would be to hold 

classroom guidance discussions related to the "game" situations in 

questions #10 and #25. Conducting such discussions relevant to the 

situation and relating it to both childhood and adult circumstances may 

be necessary before individuals are able to recognize their control of 

and responsibility for the outcome. 

Also receiving a large number, but not a majority, of students 

responding with the external responses were question #11 [Suppose a 
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person doesn't think you're very bright or clever 1) can you make him 

change his mind if you try, or 2) are there some people who will think 

you're not very bright or clever no matter what you do?] and question 

#13 [if a boy or girl tells you that you are dumb, it's 1) because they 

are mad at you, or 2) because what you did really wasn't very bright,]. 

The questions had references to the level of brightness or cleverness of 

the student and the negative evaluation of others regarding the child's 

intellectual ability. Nearly half of the students indicated an inability 

to control the opinion of the other individual. The issue could be 

argued that it was a sign of mental health that the students could accept 

a negative appraisal and not feel that everyone had to approve of him. 

In two similar questions question #22 [If people think you're 

bright and clever, it's 1) because they happen to like you, or 2) be

cause you usually act that way.] and question #24 [if a boy or girl 

tells you that you're bright, it's usually 1) because you thought up a 

good idea, or 2) because they like you.], the other individual gave a 

positive appraisal of the student's intelligence and, in these instances, 

the students felt the opinion was due to their own efforts. 

The pattern exhibited throughout the total responses was that 

students were more likely to feel responsible for their successes than 

for their failures. 

Mention should also be made of the three questions: question #4 

[if a teacher passes you to the next grade it's 1) because she liked you, 

or 2) because of the work you did.], questions #22 and #24 (repeated 

above), where the external alternative was determined by the other 
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person "liking" the student. On the post-test on all three questions, 

the comparison group moved toward internal control and away from the 

feeling that the consequence was influenced by another "liking" them. 

The treatment group showed little change in their percentage distribu

tions, The changes occurring in the comparison group's scores may be 

the factor responsible for the change in the mean score. 

The Career Education goal of "learning to learn" may find an 

answer in the student's sense of responsibility for the consequences he 

experiences in the school situations as shown in questions 4, 5, 6, 7, 

9, 15, 16, 17, 18, 19, 21, 23, and 27. These thirteen questions all 

showed slight changes on the student response percentages for both 

groups; however, the treatment group's change is always just slightly 

greater. This may be indicative of a trend that would become more 

apparent in a longitudinal study if a career guidance program could be 

continued for a number of years. 

Additional Findings 

Another way of viewing the student's acceptance of responsibility 

for learning and the degree to which he wants to learn might be measured 

by the amount of effort and time expended by the student in the comple

tion of homework. Student results to the question on the amount of time 

spent on homework are shown in Table 15. The results reveal that the 

treatment group has shown an increase in the amount of time spent on 

homework while a decline is demonstrated by the comparison group. 
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Table 15. Percentage Distribution on Pre-test and Post-test on Amount 
of Time Spent on Homework. 

About how much time do you spend each day on homework? 
(Homework means school assignments that you do at home.) 

Question: 

Response: 1. I have no homework. 

2. About 1/2 hour a day. 

3. About 1 hour a day. 

4. About 1-1/2 hours a day. 

5. About 2 hours a day. 

Response 
Treatment Comparison 

Response 
Pre-test Post-test Pre-test Post-test 

1 18.9 7.1 11.4 16.7 

2 38.8 40.8 36.1 44.0 

3 31.6 37.3 34.2 28.6 

4 5.6 10.7 9.4 3.6 

5 4.1 4.1 8.9 6.5 

No response 1.0 0.0 0.0 0.6 
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Hypothesis Three: Greater Variation in 
Hypothesis Four: Greater Congruence 

between Educational and 
Occupational Aspirations 

The common societal goal for students regarding educational 

aspirations is the acquisition of a college education. Due to limited 

jobs in the professional areas and the recent oversupply of college 

graduates in many professional fields, one of the purposes of Career 

Education was to develop within students an awareness of various alter

natives for educational training. By exposure to a wide variety of 

occupations, it was anticipated that students would begin to exhibit 

greater variation in occupational aspirations. As job characteristics 

and requirements were discussed, it was also anticipated that students 

would become aware that eighty percent of the available jobs demand less 

than a college degree and that, as students began to aspire to jobs 

other than those in the professional areas, they would also select edu

cational aspirations congruent with the requirements for their chosen 

fields. 

In Tables 16 and 17 can be found student responses on both the 

pre-test and post-test regarding their educational and occupational 

aspirations. In educational aspirations, very little change is noted 

for either the treatment or comparison groups. The responses, however, 

do confirm the belief that most students aspire to achieve a college 

degree. 

The investigation of the occupational aspirations resulted in a 

similar direction of change for both the treatment and comparison groups. 

Both groups moved from aspiring occupations in the managerial or 
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Table 16. Percentage Distribution on Pre-test and Post-test of Student's 
Educational Aspirations. 

Question: Mark the highest grade you want to finish in school. 

Response 
Treatment Comparison 

Response 
Pre-test Post-test Pre-test Post-test 

Grade 8 or 9 0,5 0.6 0.0 0.0 

Grade 10 or 11 1.0 0.6 1.5 0.6 

Graduate high school 9.6 10.1 15.3 14.9 

Junior College 11.2 10.1 9.4 9.5 

Graduate College 77.7 78.7 73.8 74,4 

Table 17, Percentage Distribution on Pre-test and Post-test of 
Student's Occupational Aspirations. 

Student Response 
Treatment Comparison 

Student Response 
Pre-test Post-test Pre-test Post-test 

Professional 49.7 26.0 54.0 29.8 

Manager-Owner 25.4 24.9 26.0 18.5 

Technical 0.0 14.2 0.0 20.2 

Salesman-Clerical 
Worker 0.0 7.7 0.0 5.4 

Skilled, service, or 
protective worker 7.1 10.1 4.0 13.1 

Semiskilled worker 0.0 5.9 0.0 3.0 

Laborer 3.0 0.0 1.5 0.6 

I don't know 14.7 11.2 14.5 9.5 
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professional categories on the pre-test to a wide distribution of re

sponses across the full range of occupations on the post-test. As 

explained in Chapter Five, the question on occupational aspirations was 

changed from the pre-test to the post-test due to student difficulty in 

responding to the complex multiple-choice question used on the pre-test. 

The change in student response cannot necessarily be attributed to change 

in student aspirations since both groups demonstrated similar changes, 

but may instead be due to the change in the question and the method of 

coding the responses on the post-test. 

Due to the lack of change in educational aspirations and the un-

explainable change in occupational aspirations, it was not feasible to 

statistically test either Hypothesis Three or Hypothesis Four. The 

student responses, particularly for the question of occupational aspira

tions, proved the value of the utilization of a comparison group. By 

noting the similar changes occurring in the comparison group, it becomes 

obvious that more may be operating in the response pattern than a change 

in aspirations. 

For the question on educational aspirations, it was determined 

that the choices presented to the student must be of greater variety than 

the degree acquired to accurately determine the student's knowledge of 

various educational requirements. The responses for the occupational 

aspirations also support further examination of the method of measure

ment. The post-test method appears superior to the pre-test method for 

allowing students to select from their own knowledge rather than to 

check the socially preferred occupations. 
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Additional Findings 

Following the inquiry on educational aspirations, the students 

were also asked to respond to a question exploring the individual's 

feeling of confidence that he would indeed attain his stated educational 

level. The results of this question reflected much more change than the 

prior question about educational aspiration. The most striking feature 

of the percentage distribution of responses in Table 18 is the decreased 

number of treatment students who moved from the response, "Not Sure," to 

a response indicative of increased confidence that they would succeed in 

attaining the stated goal. 

Table 18. Percentage Distribution on Pre-test and Post-test of 
Student's Certainty of Obtaining Educational Aspirations. 

Question: How likely do you think you will be in finishing that goal? 

Response 
Treatment Comparison 

Response 
Pre-test Post-test Pre-test Post-test 

1. Very likely 42.1 46.7 38.6 44.0 

2. Somewhat likely 22.3 30.2 24.8 27.4 

3. Not sure 34.0 20.1 30.7 27.4 

4. Somewhat unlikely 1.0 2.4 3.0 0.0 

5. Very unlikely 0.5 0.6 2.5 0.6 

No response 0.0 0.0 0.5 0.6 
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As with the question regarding educational aspirations, the 

students were asked to respond to a question stating their feeling of 

confidence in attaining the occupation to which they aspired as shown 

in Table 19. Again, the most prominent result is the reduction of stu

dents in the treatment group who move from the response, "Not Sure," to 

a response indicating a greater feeling of confidence. On the post-

test, 74 percent of the treatment group students are at least somewhat 

sure of achieving their occupational aspirations as compared with 62 

percent on the pre-test. The comparison group had a less dramatic change 

of 70 percent on the pre-test to 73 percent on the post-test. The pro

portion of treatment students responding "Not Sure" on the pre-test 

dropped by 50 percent, whereas the drop in the comparison group was 

nearer 20 percent. 

Table 19. Percentage Distribution on Pre-test and Post-test of Student's 
Certainty of Obtaining Occupational Aspirations. 

Question: How likely do you think 
job? 

you will be in finding that kind of 

Response 
Treatment Comparison 

Response 
Pre-test Post-test Pre-test Post-test 

1. Very likely 31.0 38.5 35.1 41.7 

2. Somewhat likely 31.0 35.5 35.1 31.5 

3. Not sure 33.5 18.9 25.7 19.6 

4. Somewhat unlikely 3.6 1.8 2.5 2.4 

5. Very unlikely 0.5 1.8 1.5 1.8 

No response 0.5 3.6 0.0 3.0 
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The questions on the "Certainty of Obtaining Educational and 

Occupational Aspirations" can be viewed as possibly another measure of 

the student's self-esteem, his feeling of control over his destiny, 

which was the basic goal of the Pima County Project. Again referring to 

Coopersmith's study (1967, p. 246) of self-esteem, the conclusions 

stated that "persons with low self-esteem are as desirous of success as 

those with loftier esteem, but they are less likely to believe that suc

cess will occur. The pessimism that results is an expression of antici

pated failure, which in itself decreases motivation and probably con

tributes to the occurrence of such failure." 

It is also of interest that the principal group showing changes 

on the questions in the area of occupational aspirations were the female 

students in the treatment group. Tables 20 and 21 present the student 

responses according to sex. 

The changes occurring among the female students of both groups 

may partially be attributed to social changes occurring for women gen

erally and the publicity allotted to these changes by the communication 

media. However, the greater change in "Certainty of Obtaining Occupa

tional Aspirations" occurring in the treatment group represents an aware

ness which developed among the female students in this group that the 

widespread social changes applied to them personally. The results on 

this question are potentially the most important results in the total 

evaluation and one where the Career Guidance Project has made a real 

difference in its effect upon the students. 



Table 20. Percentage Distribution on Pre-test and Post-test of Student's Certainty of Obtain
ing Educational Aspirations through Classification of Responses by Sex of Student. 

Males Females 
Treatment Comparison Treatment Comparison 

Response Pre- Post- Pre- Post- Pre- Post- Pre- Post 
test test test test test test test test 

1. Very likely 43.2 47.9 37.0 48.1 41.3 45.9 40.0 40.7 

2. Somewhat likely 22.7 28.2 23.9 24.7 22.0 31.6 25.5 29.7 

3. Not sure 30.7 21.1 31.5 26.0 36.7 19.4 30.0 28.6 

4. Somewhat unlikely 2.3 2.8 4.3 0.0 0.0 2.0 1.8 0.0 

5. Very unlikely 1.1 0.0 2.2 0.0 0.0 1.0 2.7 1.0 

No response 0.0 0.0 1.1 1.3 0.0 0.0 0.0 0.0 



Table 21. Percentage Distribution on Pre-test and Post-test of Student's Certainty of Obtain
ing Occupational Aspirations through Classification of Responses by Sex of Student. 

Males Females 
Treatment Comparison Treatment Comparison 

Response Pre Post- Pre Post- Pre Post- Pre Post-
test test test test test test test test 

1. Very likely 38.6 39.4 45.7 45.5 24.8 37.8 26.4 38.5 

2. Somewhat likely 33.0 36.6 29.3 33.8 29.4 34.7 40.0 29.7 

3. Not sure 22.7 18.3 20.7 14.3 42.2 19.4 30.0 24.2 

4. Somewhat unlikely 3.4 1.4 1.1 2.6 3.7 2.0 3.6 2.2 

5. Very unlikely 1.1 1.4 3.3 2.6 0.0 2.0 0.0 1.1 

No response 1.1 2.8 0.0 1.3 0.0 4.1 0.0 4.4 
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To summarize the section on educational and occupational aspira

tions, statistical analysis of the hypotheses was impossible and would 

have been of little value. However, in examining the percentage distri

bution of responses, particularly for the additional question on the 

student's feeling of confidence in attaining the aspirations, far more 

information is revealed which will be of assistance both in substantiat

ing the value of the project and in raising new questions regarding the 

measurement of aspirations. 

Hypothesis Five: Gain in Career Awareness 

After exposing the students to a wide range of occupations and 

exploring the personal and impersonal implications of the occupations 

to the individual, it was anticipated that the students of the treatment 

group would exhibit a gain in career awareness. The knowledge of ca

reers included being aware of the impersonal factors utilized by society 

in assigning status or value to various jobs; knowing some of the factors 

which would be valuable or satisfying to the individual; recognizing the 

similarity or dissimilarity of jobs, and pinpointing the degree to which 

the individual has considered a job. The questions attempted to inter

weave career factual knowledge and affective influences in a way sug

gested in the concept development of careers as presented in Chapter Two. 

In Table 22 are presented the comparisons of the mean scores on 

the pre-test and post-test of both the treatment and comparison groups. 

The mean scores are available for all four sub-scales of the SRA Career 

Awareness Inventory. Following this analysis, the mean scores were then 



Table 22. Mean Differences of Treatment and Comparison Groups on SRA Career Awareness 
Inventory on Pre-tests and Post-tests. 

Time Sub' -scale Group Mean t Significance 

Pre
test 

1. Knowledge of Impersonal Factors 
in Evaluating Jobs 

Treatment 
Comparison 

38.93 
38.36 

.52 N.S. 

2. Knowledge of Personal Factors 
in Job Performance 

Treatment 
Comparison 

43.14 
42.97 

.62 N.S. 

3. Knowledge of Common Threads 
in Jobs 

Treatment 
Comparison 

46.75 
45.04 

.58 N.S. 

4. Acceptance of Responsibility 
in Job Decisions 

Treatment 
Comparison 

17.46 
17.22 

.61 N.S. 

Post-
test 

1. Knowledge of Impersonal Factors 
in Evaluating Jobs 

Treatment 
Comparison 

47.16 
41.14 

2.61 .01 

2. Knowledge of Personal Factors 
in Job Performance 

Treatment 
Comparison 

51.11 
49.31 

2.13 .05 

3. Knowledge of Common Threads 
in Jobs 

Treatment 
Comparison 

39.63 
38.16 

1.23 N.S. 

4. Acceptance of Responsibility 
in Job Decisions 

Treatment 
Comparison 

13.82 
13.90 

1.09 N.S. 
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analyzed for the gain score of each group; this data is available in 

Table 23. 

The analysis of the pre-tests shows no significant difference 

between groups. With the post-test analysis, a significance greater than 

.05 is noted for Sub-scales One and Two. On Sub-scale One, the data in 

Table 23 suggests that the treatment group may have experienced a greater 

degree of change than the comparison group. 

On Sub-scales Three and Four, both groups moved toward lower 

scores which again substantiates the utilization of a comparison group 

despite the inability to randomize treatments. With both groups showing 

the decreased mean scores, the test instruments themselves become open 

to question rather than the suggestion of decreased student knowledge. 

Sub-scale Three involved questions related to the concept of 

"career clusters." After examining the data and an item analysis of the 

student responses, no particular question or set of questions is obvious

ly responsible for the decrease in scores. Since the decrease was un

explained, additional findings were utilized to provide information on 

student knowledge of "career clusters." 

On the post-test, an extra set of questions was added at the re

quest of the Project Director which would provide an opportunity to 

examine the responses made by students to an open-ended question asking 

for occupations found within a cluster. The post-test responses were 

analyzed with a "t" test for differences of proportion and revealed 

differences which favored the treatment group (p < .001). Results are 

in Table 24. 



Table 23. Mean Differences of Treatment and Comparison Groups on SRA Career Awareness 
Inventory from Pre-test to Post-test. 

1J CO 

-scale Group 
Pre-test 
Mean 

Post-test 
Mean 

t Significance 

1. Knowledge of Impersonal Treatment 38.93 47.16 2.71 .01 
Factors in Evaluating Comparison 38.36 41.14 1.99 .05 
Jobs 

2. Knowledge of Personal Treatment 43.14 51.11 2.62 .01 
Factors in Job Per Comparison 42.97 49.31 2.60 .01 
formance 

3. Knowledge of Common Treatment 46.75 39.63 2.59 .01 
Threads in Jobs Comparison 45.04 38.16 2.57 .01 

4. Acceptance of Responsi Treatment 17.46 13.82 2.60 .01 
bility in Job Decisions Comparison 17.22 13.90 2.59 .01 
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Table 24. Percentage Distribution of Student Responses on Post-test 
of Knowledge of Nine Career Clusters. 

Cluster Title Treatment Comparison 

Health 87.3 79.8 

Business/Commerce 76.4 46.4 

Public Service 78.2 46.4 

Manufacturing 47.3 31.5 

Communications/Media 66.7 34.5 

Environment/Natural Resources 74.5 55.4 

Construction 81.2 56.0 

Arts/Humanities 70.9 50.6 

Transportation 89.1 68.5 

The students were given the career cluster title and asked to 

name any occupation within that cluster. The responses were all rated 

on a basis of "an occupation was named" or "no response" or "an incor

rect occupation was named." The recommendation for future use of a 

similar question would be to further distinguish the quality of answer 

rather than noting just the quantity of answers. Since the goal of 

Career Education is to help students become aware of the broad range of 

careers and not just to gain knowledge about the most common careers, a 

method whereby an unusual answer is rated higher than a common one might 

produce more informative results. This is particularly important when 

an unexplained decrease occurs in other measurement instruments such as 

Sub-scale Three of the SRA Career Awareness Inventory. 
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Sub-scale Four, which also displayed a decrease in mean scores 

from pre-test to post-test, appears to include questions that have pos

sibly ambiguous answers which allow for more fluctuation in student 

responses. In a discussion with the guidance instructors and others 

involved in the teaching of occupational information, disagreement was 

found in terms of the "correct" answers as scored for two of the ques

tions on the sub-scale. On the question, "Do you know what job you 

would like to have when you grow up?," the correct answer as scored on 

the sub-scale to arrive at a mean score was the response, "Yes, I'm 

sure I do." The distribution of scores resembled the distribution of 

student scores on the question about the individual's certainty of ob

taining the occupational aspiration. The varied distribution was 

probably a more appropriate set of responses than a majority of the 

students responding to the definite "yes." Since the subjects are 10 

or 11 years of age, a definite decision may prove to be a premature and 

undesirable one. 

Additional Findings 

Another item that may be indicative of student knowledge of 

careers may be found in the student responses regarding their knowledge 

of the parents' educational background and current occupational status. 

On the post-test of the evaluation, such questions all received a larger 

number of responses in the "I don't know" category in the comparison 

group than in the treatment group. Responses are tabulated in Tables 

25, 26, and 27. 
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Table 25. Percentage Distribution of Student Responses on Post-test 
of Father's Educational Background. 

Question: How far in school did your father go? 

Student Response Treatment Comparison 

Professional Training 10.9 3.6 

Graduated College 20.0 20.2 

Post-secondary Training 9.1 11.3 

Graduated High School 17.6 11.3 

Attended Some High School 4.8 5.4 

Attended Junior High School 4.8 2.4 

Attended Grade School 3.6 4.2 

I don1t know 29.1 41.7 

Table 26. Percentage Distribution of Student Responses on Post-test of 
Father's Occupational Category. 

Question: What does your father do for a job? 

Student Response Treatment Comparison 

Professional 10.3 7.7 

Manager-Owner 13.3 12.5 

Technical 21.8 13.7 

Salesman-Clerical Worker 7.3 11.3 

Skilled, Service or Protective Worker 20.6 20.8 

Semiskilled Worker 15.8 11.9 

Laborer 3.0 3.0 

1 don't know 7.9 19.0 
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Table 27. Percentage Distribution of Student Responses on Post-test 
of Mother's Educational Background. 

Question: How far in school did your mother go? 

Student Response Treatment Comparison 

Professional Training 6.1 5.4 

Graduated College 15.2 17.9 

Post-secondary Training 12.1 8.9 

Graduated High School 30.3 25.0 

Attended Some High School 7.9 6.5 

Attended Junior High School 3.0 4.2 

Attended Grade School 1.2 1.8 

I don't know 24.2 30.4 

The responses in Tables 25, 26, and 27 may be a reflection of 

parental involvement, increased parent-student interaction, or just an 

awareness by the student of parents as workers and participants in 

education. 

One common technique used by the treatment group classes was to 

send a questionnaire, via the student, to be completed by the parents, 

about the parents' education and occupations. This questionnaire was 

then used by the guidance instructors and classroom teachers as a basis 

for developing career awareness among the students. Again, the parents 

most likely to respond to the questionnaire would be the same parents 

who would get involved in school activities and discuss them with their 

children. 
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Summary 

Conclusions regarding Hypothesis One (Gain in Self-Esteem) were 

mixed as the treatment group began with a significantly higher self-

esteem mean score than the comparison group, and both groups showed a 

comparable gain in self-esteem. 

The correlation of self-esteem with other variables indicates 

that the greatest change occurred in the increase in correlation for the 

treatment group of self-esteem with "times of interaction with parents." 

An examination of the intercorrelations of "Self-Appraisal of School 

Performance" with parental expectations, which correlated consistently 

at a high level for both groups, confirmed the belief that perceived 

parental standards may have a strong effect on the student's personal 

standards with a corresponding effect on the student's self-esteem. 

Hypothesis Two (Gain in Internal Control) was supported as the 

treatment group did show a significant increase, which was greater than 

the increase experienced by the comparison group. The analysis indicated 

the treatment students showed the greatest gain in the single 

occupationally-oriented question and a slight, but consistent gain in 

school-related questions. 

Additional findings included a gain by students in the treatment 

group in amount of time spent on homework. The result of the homework 

gain plus the gain on the school-related questions on the IAR are both 

indicative of the students' growth in achieving the goal, "learning to 

learn." 
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Hypothesis Three (Greater Variation in Educational and Occupa

tional Aspirations) and Hypothesis Four (Congruence between Educational 

and Occupational Aspirations) were not tested due to limited changes in 

the responses to the educational aspirations question and to unexplained 

changes in the responses to the occupational aspirations question. 

In an analysis of the students' feeling of certainty that their 

aspirations would be attained, the treatment group showed a greater re

duction of number of students who responded, "Not Sure," The female 

students in the treatment group exhibited the greatest change toward an 

increased feeling of certainty in attaining aspirations. 

Hypothesis Five (Gain in Career Awareness) was supported in two 

of the sub-scales of the SRA Career Awareness Inventory. The final two 

sub-scales on the Inventory exhibited decreased mean scores for both 

groups. An additional test on knowledge of occupations in career 

clusters indicated a greater knowledge for the treatment group than for 

the comparison group. The second test on career clusters provided an 

alternative measure of information covered on Sub-scale Three of the SRA 

Career Awareness Inventory. The responses to Sub-scale Four raised 

theoretical questions on both the method of measuring student gain in 

decision-making and the degree of decision-making desirable for sixth 

graders. 

Another way of viewing students' awareness of careers proved to 

be the students' knowledge of parental occupations and level of educa

tion. Questions asking for student responses to this information re

ceived a greater number of comparison group students responding with 

"I don't know." 
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Conclusions 

Due to an inability to meet the requirements of classical experi

mental design and the absence of analysis through advanced statistical 

techniques, the results of the evaluation do not definitely answer the 

question regarding the value of utilizing guidance instructors as con

sultants to classroom teachers in the implementation of Career Education 

or Guidance. 

The basic goal of the program was to instill confidence in the 

child's sense of individual worth, his feeling of mastery over his en

vironment and destiny. The intervention of the guidance instructors has 

produced several indications that the students have shown development 

in the stated direction of the basic goal: 

1. Increase in total mean score of treatment group on the Cooper-

smith Self-Esteem Inventory. 

2. Decrease in mean score of treatment group on the Intellectual 

Achievement Responsibility Scale, indicating an increase of 

internal control, particularly on the single occupationally-

oriented question on the instrument. 

3. Increase in percentage of treatment group students moving away 

from a position of uncertainty in predicting future educational 

and occupational success. 

Benefits of the Career Guidance Project include increased parent-

child interaction at a time in the student's life when the popular con

cept of the "generation gap" leads to an expectation of decreased 
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parent-child communication. Also indicated was a gain in the amount of 

time spent by the treatment group in completing or working on homework. 

The knowledge of parental educational and occupational levels 

may be an index of increased career awareness with more of the treat

ment group responding to the questions with a specific answer than 

members of the comparison group. Other measures of career awareness, 

especially the added questions on career cluster occupations, favor the 

treatment group; however, the final conclusion must be that the ques

tions and instruments require further development before clear results 

can be substantiated. 

The over-all data does reveal the need for a longitudinal study 

on the possible effects of a career guidance program utilizing the 

intervention of guidance personnel as a chief means of implementation. 

While there are many indications and trends apparent in the study, very 

little of the change has reached a level that clearly gives confidence 

in a firm statement of support for the program. The study still leaves 

open to question the justification of the additional expenditures as 

balanced with the results found herein. 

Recommendations 

The results suggest the following recommendations: 

1. Additional study of the concept of internal versus external con

trol with particular note of the types of situations in which 

the students give the external response. Prior studies known 

to the evaluator where the IAR has been utilized have emphasized 

the strength of student responses on internal control of success 



situations versus internal control of failure situations. The 

subject-oriented analysis of the questions as examined in the 

present study suggests a further avenue for investigation. 

Methods of measuring educational aspirations must be developed 

to allow for differentiation at a variety of levels. Students 

now have far more alternatives than securing a high school 

diploma, completing two or four years of college or attending 

graduate school, and choice of responses should reflect the 

varied opportunities for post-high school education and/or 

training. 

Considering the many opportunities for educational advancement 

beyond high school, knowledge of the educational levels required 

by various occupations may be an added method of measuring ca

reer awareness. 

Methods of measuring occupational aspirations must be refined 

and validated. The students' responses to different methods 

of questioning is open to investigation as indicated by the un

explained response changes on the present study's pre-test and 

post-test questions. 

The content, reliability, and validity of the SRA Career Aware

ness Inventory must be established, and the instrument must be 

refined prior to further use as a measure of career awareness. 

In acquiring information on the students' knowledge of career 

clusters, the present study requested only an indication of a 

students' knowledge of any job in the cluster. The question 
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could be revised and the response tabulated for both qualitative 

and quantitative responses, 

7. Methods for involving parents least likely to respond to current 

parent involvement practices must be devised, as well as a pro

gram of Career Education for parents since they appear to have 

an important influence upon children's choices. 

8. A follow-up study should be conducted on the results of the male 

and female students participating in the present study, their 

changing views of parental expectations, and their expressed 

confidence in accomplishing educational and occupational aspira

tions. 

As evidenced by the summary, conclusions, and recommendations, 

the value of the summative evaluation of the Career Guidance Project lay 

not in proving the worth of the program, but in raising the questions 

and issues that require further investigation by the individuals involved 

in and wishing to improve the career development of students. The de

tailed analysis of student responses according to the percentage of stu

dents giving each response proved more important than a single statistic 

cal analysis of mean scores. Final comments regarding evaluation and 

the value of educational efforts similar to the Career Guidance Project 

example are included in Chapter Seven. 



CHAPTER 7 

SUMMARY AND RECOMMENDATIONS FOR EVALUATION 
OF EDUCATIONAL PROGRAMS 

In the initial chapter, the position was presented that evalua

tion should provide information for educational decision-making. As 

discussed in Chapter One, evaluation has often been equated with experi

mental research design and is viewed by many educators as the post-

program results collected to prove the worth of the program. As such, 

evaluation has been considered a necessary evil, to be completed at the 

end of the program or at a time when refunding is being considered, and 

not as a part of the on-going program operation. Considering evaluation 

as a summative process serving judgmental purposes, most of the pilot 

educational programs currently funded by the United States Office of 

Education and by the various state departments of education have made 

specific provisions for the assessment of "outcomes." 

The emphasis on "outcomes" has led to summative evaluation on 

what has happened to the product at the termination of the program, but 

the procedure has yielded little information about the continuing opera

tional needs. An important feature, future questions that need to be 

answered, is often overlooked in the desire to focus on what has been 

accomplished rather than on what needs to be accomplished. 

Evaluation models emerging at the present time suggest that the 

emphasis on outcomes has hampered the management of programs, and 
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evaluation recommendations now stress a more thorough "process" of 

evaluation, one that is an essential part of the program design. The 

model presented in the preceding report included various phases of an 

evaluation system beginning with an early identification of the needs 

of the population and community, which in turn helped determine the goals 

and objectives of the program and the relative value of each. The goals 

and objectives then led to program operation alternatives which included 

methods of data collection to assist the administrators in identifying 

activities as they occurred and to chart the progress each activity made 

in attaining the earlier-stated program objectives. The phases, Imple

mentation and Progress, described in the model combine to provide a 

system of "process evaluation." A summarization or outcome evaluation 

is conducted at some terminal point in the program when full development 

of the program has been reached. The summative evaluation focuses on 

the strengths and weaknesses of the program, the knowledge gained con

cerning the instructional process central to the project, and is then 

utilized to determine the continuation needs of the program. 

This evaluation model, developed by the Center for the Study of 

Evaluation at UCLA and published by CTB/McGraw-Hill,"assumes that identi

fication of needs, planning programs to better meet those needs, and 

monitoring those programs as an educational management system is an on

going, never-ending process" (CTB/McGraw-Hill 1972, p. 2). All of the 

phases are inter-related and provide a system for sound evaluation. The 

prevailing attitude of the system is that "evaluation is for improvement," 

not judgment. Each phase was included for the purpose of providing 



Ill 

information to the program decision-makers. While all phases are con

sidered essential and equally important, the preceding report focused 

on the summative or outcome evaluation of an example project. One of 

the major weaknesses noted in the over-all evaluation design was the 

lack of an adequate needs assessment at the initiation of the example 

program. 

As happened with the example, few, if any, programs will arrive 

at the completion of the outcome evaluation with the secure feeling that 

an "answer" has been found to a specified educational problem. Finding 

an "answer" that can be supported with confidence usually includes hav

ing conducted a rigidly-controlled experimental research design. 

CTB/McGraw-Hill (in Klein et al. 1971) recommends two strong designs: 

1. the pre-test-post-test control group design, and 

2. the post-test only control group design. 

For both designs, students and/or classes should be assigned to treatment 

or control groups on a basis of randomization, a criteria that proves 

nearly impossible in many school situations. 

During the 1972-73 school year, efforts were initiated in Arizona 

to pass legislation or to at least make it a state educational policy 

that no child would be placed in an "experimental" program without the 

consent of the parents. The policy of the large urban district used for 

the Career Guidance Project supports voluntary participation in programs 

by schools and/or faculty members. The evaluator, of course, still has 

the alternative of randomizing among volunteers; but as a program grows 

and evaluation is still included, the need to find all volunteers or to 
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have the consent of all participants increases the difficulty in meet

ing the requirements of the recommended experimental designs. 

When it has proved impossible to meet the requirements of the 

more rigorous experimental designs, CTB/McGraw-Hill (in Klein et al. 

1971) advises the use of the non-equivalent control group design, 

recognizing that results will be equivocal. In using this design, many 

programs will attempt to do, as the Career Guidance Project did, and 

match the groups on certain variables. While it may be possible to 

match on some variables, it is difficult to do so; and the inconsist

encies and inequities which will still appear may be more influential 

than the matched variables. It is at this point in evaluation that the 

argument for viewing evaluation as an improvement process rather than as 

a judgment effort gathers the greatest strength. 

In a paper summarizing ideas discussed at the 1972 sessions of 

the National Symposium for Professors of Educational Research, Gephart 

(1973a) attempted to differentiate the terms, "research, development, 

and evaluation." The position held by Gephart was that all three 

strategies are used by educators for purposes of problem-solving, but 

that each is a different and unique strategy serving as a means to 

achieving specific, but different, purposes. Gephart called research, 

the "need to know,"; development, the "need to do,"; and evaluation, the 

"need to choose." At various points in the operation of a single pro

gram, each strategy might be utilized to serve certain ends. 

The Career Guidance Project is a useful example in demonstrating 

the inter-relatedness of the three problem-solving strategies. The 
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outcome evaluation, while not proving the worth of the career guidance 

efforts and the use of guidance instructors, did present further evi

dence of the importance of parents in the career development of children, 

did reveal further avenues for assessing motivation or attitudes toward 

learning and educational achievement, did point out the need for varied 

methods of measuring and analyzing student aspirations, and did explore 

added ways of assessing career awareness. The outcome evaluation could 

then be viewed as creating new questions applicable to general areas of 

knowledge about education. It then fits more closely into the descrip

tion of research as discussed by Gephart, despite the lack of rigorous 

controls in setting up an experimental design. 

The development, "need to do," strategy was approached in the 

Career Guidance Project as new techniques were developed to conduct vari

ous elements of the program, such as participation of students in field 

trips or the visitations of community resource speakers. Each of these 

elements was approached through various techniques tried by different 

instructors. The information gathered for the process evaluation, indi

cating the occurrence of the activities and the progress of each tech

nique, then paved the way for the evaluation or "need to choose" 

strategy. 

Perhaps the greatest mistake made by educators is viewing a com

plex program such as the Career Guidance Project as a "research effort," 

a "development effort," or an "evaluation effort." The recognition that 

a single program may be serving all three purposes would eliminate many 

of the communication problems and conflicts that arise when educators 
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discuss "evaluation." Changing the expectation of outcome evaluation 

from providing hard data regarding the success of the program to adding 

to general knowledge about education and revealing future questions that 

need to be answered will be an obstacle in the minds of those responsible 

for disbursing funds. Accountability for the purposes of the fund agen

cies may have to depend upon data collected from process evaluation 

efforts. In current practice, this is already true as refunding or 

termination of funding often occurs prior to the collection and analysis 

of outcome evaluation efforts. 

In discussing research, development, and evaluation, Gephart 

(1973a, p. 6) stated, "All are needed AND the contributions from all of 

them must be pieced together in our search for an improved profession 

and system of education." Gephart recognized that, in a real-life prob

lem situation, all three--the need to know, to choose, and to do—may 

exist and that the challenge facing educators was to devise ways to 

merge all three as they seek to solve real and complex problems. To 

sort out this confusion requires that the purposes become more clearly 

defined and that the differences and similarities among research, de

velopment, and evaluation become better understood. The utilization of 

a program, particularly one as complex and as diffuse as the Career 

Guidance Project, to meet a variety of purposes could then increase the 

value of an educational program far beyond that of proving the worth of 

a single, specified approach. 



APPENDIX A 

TRAINING OUTLINE FOR GUIDANCE INSTRUCTORS 

1. What to say to classes 

a. This is a study to see what kids in school already know about 
different kinds of jobs. 

b. We want to see what kinds of things help people make up their 
minds on the kind of jobs they would like to have. 

c. To help us find out, we'll be asking you to answer some questions 
now and again later this year. 

d. Be sure to answer every question. If you don't know an answer, 
guess. 

e. If you don't understand a question, raise your hand and I will 
help you. 

2. Check out every questionnaire before you leave for completed data. 

a. It is important not to have any missing data. If any identifica
tion material (i.e., name, school, etc.) is missing, we will 
have to discard that whole questionnaire from the study. 

3. Place completed, checked questionnaires in the folder provided for 
this purpose. 

a. Mark folder for school, class and teacher's name. 

4. It is up to you to get everyone to participate. If too many sub
jects refuse to participate, the sampling procedure will be ruined. 

a. You may have to explain to the subjects that they have been 
randomly selected to participate in the study. And the informa
tion they provide may help build better educational programs in 
their school. 

b. Caution: Do not be overly evasive in answering questions. How
ever, as in the case of children, particularly on the question 
of sex, do not provide more information than is needed. In 
other words, be sure you are not talking to relieve your own 
anxiety. 
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c. The point to remember is that we do not want to contaminate the 
findings. 

Other things to avoid 

a. Do not spend more time with certain classes than with others. 

b. Above all, be sure the treatment is the same for everyone par
ticipating in the study. 

c. Let us know early, if there are any personal difficulties with 
anyone—particularly principals, teachers, counselors, etc. 



APPENDIX B 

STUDENTS' QUESTIONNAIRE 
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PIMA COUNTY 
DEVELOPMENTAL CAREER GUIDANCE PROJECT 

6920 East Broadway, Suite C 
Tucson, Arizona 85710 

Dear Student: 

This is a survey to find out what you know about the world of work, 
what you have done to find out about various jobs, and what plans 
you have for your own future. It is also a survey to find out your 
opinions and attitudes and the way you generally feel about yourself. 

Since most of the questions are opinion questions, there are no right 
or wrong answers. We want to know your opinions and not how you think 
other people feel. If you answer the questions carefully, the results 
will help you and your school. 

Please answer all of the questions. DO NOT SKIP any of the questions. 
I appreciate your cooperation. 

Sincerely yours, 

/signed/ 

Mary Ann Haak 
Director 

MAH:bc 
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FIRST TESTING PERIOD 

1. Name 

2. School 

3. Grade (circle) 5 6 

Educational and Occupational Questionnaire 

Please circle the number which is your answer to the questions below. 

4. Are you a boy or a girl? 

1. Boy 
2. Girl 

5. How old are you now? 

1. 8 or younger 
2. 9 
3. 10 
4. 11 
5. 12 
6. 13 or older 

6. What kind of grades do you usually get in school? 

1. Mostly E's 
2. Mostly S's 
3. Mostly N's 

7. How good a student does your mother want you to be in school? 

1. One of the best students in my class 
2. Above the middle of the class 
3. In the middle of the class 
4. Just good enough to get by 
5. I don't know 

8. How good a student does your father want you to be in school? 

1. One of the best students in my class 
2. Above the middle of the class 
3. In the middle of the class 
4. Just good enough to get by 
5. I don't know 
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9. How often do you and your parents talk about your school work? 

1. Just about every day 
2. Once or twice a week 
3. Occasionally, but not often 
4. Never or hardly ever 

10. About how much time do you spend each day on homework? (Homework 
means school assignments that you do at home) 

1. I have no homework 
2. About 1/2 hour a day 
3. About 1 hour a day 
4. About 1-1/2 hours a day 
5. About 2 hours a day 

11. How good a student are you? 

1. One of the best students in my class 
2. Above the middle of my class 
3. In the middle of my class 
4. Below the middle of my class 
5. Near the bottom of my class 

12. Mark the highest grade your mother wants you to finish in school. 

1. Grades 6 or 7 
2. Grades 8 or 9 
3. Grades 10 or 11 
4. Graduate high school 
5. Junior College 
6. Graduate College 
0. Don't know 

13. Mark the highest grade your father wants you to finish in school. 

1. Grades 6 or 7 
2. Grades 8 or 9 
3. Grades 10 or 11 
4. Graduate high school 
5. Junior College 
6. Graduate College 
0. Don't know 
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14. Mark the highest grade you want to finish in school. 

1. Grades 6 or 7 
2. Grades 8 or 9 
3. Grades 10 or 11 
4. Graduate high school 
5. Junior College 
6. Graduate College 

15. How likely do you think you will be in finishing that grade? 

1. Very likely 
2. Somewhat likely 
3. Not sure 
4. Somewhat unlikely 
5. Very unlikely 

Now we would like to know something about your father and mother. 
Answer the questions for the persons who are acting as your mother 
and father. Please circle your answers. 

16. How far in school did your father go? 

1. Professional training such as a doctor, dentist or lawyer 
2. Graduated college 
3. Went to some college, but did not graduate or went to technical 

or business school 
4. Graduated high school 
5. Some high school, but did not graduate 
6. Junior high school 
7. Went to school for less than 7 years 
0. Don't know 

17. How far in school did your mother go? 

1. Professional training such as a doctor, dentist or lawyer 
2. Graduated college 
3. Went to some college, but did not graduate or went to technical 

or business school 
4. Graduated high school 
5. Some high school, but did not graduate 
6. Junior high school 
7. Went to school for less than 7 years 
0. Don't know 
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18. What does your father do for a job? If he is not working now, 
write down what he usually did. 

19. Does your mother have a job outside your home? 

1. Yes 
2. No 

20. If your mother works what kind of job does she have? 

21. When you finish school, what kind of job do you think you will have? 
In other words, write down what you want to be. 

22. How likely do you think you will be in finding that kind of job? 

1. Very likely 
2. Somewha t 1ikely 
3. Not sure 
4. Somewhat unlikely 
5. Very unlikely 

Coppersmith Self-Esteem Inventory* 

In the statements that follow, we are interested in learning how you 
usually feel. If the statement describes how you usually feel put a 
check (/) in the column "Like Me." If the statement does not describe 
how you usually feel, put a check (/) in the column "Unlike Me." This 
is not a test, so there are no right and wrong answers. We only want 
to know how you feel about yourself. 

Like Me Unlike Me 

23. I often wish I were someone else 

24. I find it very hard to talk in 
front of the class 

* From The Antecedents of Self-Esteem by Stanley Coopersmith. Permission 
for reproduction granted by W. H. Freeman and Company, Copyright (c) 
1967. 



Like Me Unlike Me 

25. There are lots of things about 
myself I'd change if I could 

26. I can make up my mind without 
too much trouble • 

27. I'm a lot of fun to be with 

28. I get upset easily at home 

29. It takes me a long time to get 
used to anything new 

30. I'm popular with kids my own age 

31. My parents usually consider my 
feelings 

32. I give in very easily 

33. My parents expect too much of me 

34. It's pretty tough to be me 

35. Things are all mixed up in my life 

36. Kids usually follow my ideas 

37. I have a low opinion of myself 

38. There are many times when I'd like 
to leave home 

39. I often feel upset at school 

40. I'm not as nice looking as most people 

41. If I have something to say, I usually 
say it 

42. My parents understand me 

43. Most people are better liked than I am 

44. I usually feel as if my parents are 
pushing me 
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45. I often get discouraged in school 

46. Things usually don't bother me 

47. I can't be depended on 

Like Me Unlike Me 
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SECOND TESTING PERIOD 

1. Name 

2. School 

3. Grade 

Intellectual Achievement Responsibility Scale* 

Next we have some questions which are opinions or ideas about the world 
in which you live. There are no right or wrong answers to these ques
tions either. We are interested in your ideas not how you think other 
people might want you to feel. In these questions; circle whether you 
agree with 1 or 2. If you agree with 1, circle 1. If you agree with 2, 
circle 2. 

4. If a teacher passes you to the next grade it's 

1. because she liked you, or 
2. because of the work you did. 

5. When you do well on a test at school, it's 

1. because you studied for it, or 
2. because the test was easy. 

6. When you have trouble understanding something in school, it's usually 

1. because the teacher didn't explain it clearly, or 
2. because you didn't listen carefully. 

7. When you read a story and can't remember much of it, it's usually 

1. because the story wasn't well written, or 
2. because you weren't interested in the story. 

8. Suppose your parents say you are doing well in school. It's 

1. because your school work is good, or 
2. because they are in a good mood. 

9. Suppose you did better than usual in a subject at school. 
It probably happened 

1. because you tried harder, or 
2. because someone helped you. 

* Permission for reproduction granted by Virginia C. Crandall, The Fels 
Research Institute. 
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10. When you lose at a game of cards or checkers, it usually happens 

1. because the other player is good at the game, or 
2, because you don't play well, 

11. Suppose a person doesn't think you're very bright or clever 

1. can you make him change his mind if you try, or 
2. are there some people who will think you're not very bright or 

clever no matter what you do? 

12. If you solve a puzzle, it's 

1. because it wasn't a very hard puzzle, or 
2. because you worked on it carefully. 

13. If a boy or girl tells you that you are dumb, it's 

1. because they are mad at you, or 
2. because what you did really wasn't very bright. 

14. Suppose you study to become a teacher, scientist, or doctor and you 
fail. This would happen 

1. because you didn't work hard enough, or 
2. because you needed some help, and other people didn't give it 

to you. 

15. When you learn something quickly in school, it's usually 

1. because you paid close attention, or 
2. because the teacher explained it clearly. 

16. If a teacher says to you, "Your work is fine," it's 

1. something teachers usually say to encourage pupils, or 
2. because you did a good job. 

17. When you find it hard to work math problems at school, it's 

1. because you didn't study well enough before trying them, or 
2. because the teacher gave problems that were too hard, 

18. When you forget something you heard in class, it's 

1. because the teacher didn't explain it very well, or 
2. because you didn't try very hard to remember. 
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19. Suppose you weren't sure about the answer to a question your 
teacher asked you, but you turned out to be right. It's likely 
to happen 

1. because she wasn't as particular as usual, or 
2. because you gave the best answer you could think of. 

20. If your parents tell you you're acting silly and not thinking 
clearly, it's 

1. because of something you did, or 
2. because they happen to be feeling cranky. 

21. When you don't do well on a test at school, it's 

1. because the test was especially hard, or 
2. because you didn't study for it. 

22. If people think you're bright and clever, it's 

1. because they happen to like you, or 
2. because you usually act that way. 

23. Suppose you don't do as well as usual in a subject at school, it 
probably happens 

1. because you weren't as careful as usual, or 
2. because somebody bothered you and kept you from working. 

24. If a boy or girl tells you that you're bright, it's usually 

1. because you thought up a good idea, or 
2. because they like you. 

25. Suppose you are showing a friend how to play a game and he has 
trouble with it. It's 

1. because he wasn't able to understand how to play, ov 
2. because you couldn't explain it well. 

26. If you can't work a puzzle, it's more likely to happen 

1. because you are not especially good at working puzzles, or 
2. because the instructions weren't written clearly enough. 

27. If a teacher says to you, "Try to do better," it's 

1. because this is something she might say to get pupils to try 
harder, or 

2. because your work wasn't as good as usual. 
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SRA Career Awareness Inventory* 

This time we have some questions to find out what you know about the 
world of work. For each question, decide which answer is best and 
circle the answer you choose. Do not circle more than one answer. 

Use the following list of jobs to answer questions 2-7. 

1. Banker 
2. Doctor 
3. Policeman 
4. Railroad engineer 
5. Can't tell 

2. Which job requires the most education? 

1. 2. 3. 4. 5. 

3. Which job requires the most ability with numbers? 

1. - 2. 3. 4. 5. 

4. Which job is held by the most people? 

1. 2. 3. 4. 5. 

5. Which job is most satisfying to the worker? 

1. 2. 3. 4. 5. 

6. Which job usually pays the most? 

1. 2. 3. 4. 5. 

7. Which job will probably need fewer workers in the future? 

1. 2. 3. 4. 5. 

8. To get most jobs, you have to stay in school until you finish 

1. Two years of high school 
2. All of high school 
3. Two years of college 
4. All of college 
5. Some courses after college 

* Permission for reproduction granted by Science Research Associates, 
Inc. 
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9. If a woman wanted to work with her hands, which job would she 
probably like best? 

1. Taxi driver 
2. Bank teller 
3. Secretary 
4. Watchmaker 
5. Librarian 

10. Which of the following is probably most important in getting a job? 

1. How much you can and want to do 
2. How easy you are to get along with 
3. How much education you have 
4. What you are interested in 
5. Who you know 

11. Which of the things listed in question 10 is probably least 
important to liking a job? 

1. 2. 3. 4. 5. 

Which of the following would be most important to success in each of 
the jobs given below? 

1. Ability with words 
2. Ability with numbers 
3. Artistic ability 
4. Amount of education 
5. Physical ability 

12. Athlete 

13. Cartoonist 

14. Newspaperman 

15. Banker 

16. Mechanic 

2. 

2. 

2. 

2. 

2. 

3. 

3. 

3. 

3. 

3. 

4. 

4. 

4. 

4. 

4. 

5. 

5. 

5. 

5. 

5. 

17. How are the jobs of nurse, teacher, and airline stewardess alike? 

1. They are open to women only 
2. They require a college education 
3. They often require traveling 
4. They involve helping people 
5. They are hard jobs to get 
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18. How are the jobs of fisherman, forest ranger, and farmer alike? 

1. They involve working with people 
2. They involve working outdoors a great deal 
3. Fewer workers are needed each year 
4. They do not interest women 
5. They require a good deal of strength 

19. How are the jobs of carpenter, bricklayer and plumber alike? 

1. Most workers belong to minority groups 
2. They require some college training 
3. They are becoming less important 
4. They are low-paying 
5. They involve working with one's hands 

20. How are the jobs in a job family or cluster alike? 

1. They require similar interests or skills 
2. They require the same amount of training 
3. They pay about the same amount 
4. They exist mostly in one part of the country 
5. They employ about the same number of people 

21. A woman was a sales clerk, then a sales supervisor, and then a 
store manager. This shows that she 

1. has changed her line of work 
2. doesn't really know what she wants 
3. is probably in the wrong job 
4. is moving up in her line of work 
5. has many interests 

Look at the following list of jobs and decide in what order a person 
would probably hold them. Then answer questions 22 and 23. 

1. Reading teacher 
2. Student teacher 
3. School principal 
4. Classroom teacher 
5. can't tell 

22. Which job would a person probably hold first? 

1. 2. 3. 4. 5. 

23. Which job would a person probably hold last? 

1. 2. 3. 4. 5. 
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24. Do you know what job you'd like to have when you grow up? 

1. Yes, I'm sure I do 
2. Yes, I think I do 
3. No, but I have some ideas 
4. No, I don't know at all 

25. Which of the following is probably least important to being happy 
in your job? 

1. Liking what you do 
2. Being paid a high salary 
3. Having a chance to become the boss 
4. Being liked by other workers 
5. Having a steady job 

26. Which of the following is probably most important to being happy in 
your job? 

1. Liking what you do 
2. Being paid a high salary 
3. Having a chance to become the boss 
4. Being liked by other workers 
5. Having a steady job 

Knowledge of Career Clusters 

27. Sometimes we think of jobs as falling in the same job family. 
A Barber and a Beautician are examples of jobs in the same family 
because they both work on people's hair. Now I'm going to read you 
examples of other job families. If you can think of a specific job 
under each family, write it down. If you can't think of a job, 
leave it blank. Let's start with 

1. Health 

2. Business 

3. Public Service 

4. Manufacturing 

5. Communications and Media 

6. Environmental/natural resources 

7. Construction 
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8. Arts and Humanities 

9. Transportation 
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