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Y. . INTRODUCTION

S

In a year of rigorous re-examination of schpol budgets,

it proved a good choice to devote this 28th Rutgers Guidance
/Conference to Accountability. To be sure, the term has become .
a catchword, and that process often foreshadows dissipation of ‘
the concept.. In this case, it is predlctable that continuing . Ce
pressure to define accountability in education will continue. ‘ N
.The thrust in that direction may'well be stronger for counselors
than.for .cther educators. 1If so, then counselors should be in .
the forefront. This Conference served to angwer few questions; ~J
some old questions were refined, perhaps some new Qnes were ¢
raised. At most, it represeits a step in an important direction.
Hopefully, it has, for som?2, helped‘to define some "next steps.
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TLree days_before the scheduled date of the 28th, Rutgers
Guidance Conference, James E. Allen, Jr., the keynote speaker,

.. was ‘killed in an airplane crash. This volume is dedicatec to . . -,

his memory. Through a rare combindtion of human attributes--
political courage-and- personal 4ntegr1ty—-he was an 1nsp1ratlon’
to many. , ,

‘A o ~ '-- Editor

’

Lc : : . . .o . ) ) .

A’ particular word of thanks goes to Dt. Edward J. Meade, Jr. '

of ‘the Ford Foundation. On unreasonably short notice he agreed .

to read Dr. Allen's paper. In the following pages, Dr. llen's .
paper is presented in full, with Dx. Mead's comments in ¢

parentheses. ., ° .. N
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ACCOUNTABILITY -- WHOSE RESFONSIBILITY? .. g '

\

James E. Allen, Jr. s

: *l .
- This is an~opportunity for me, but with all due respect to
the Association and University, - it's less of an opportunity than
it s a chance for me to repay a debt that I canrynever repay. Jim - ™~

Allen and I were associates for some 12 years, guess I got

to know him best when I had a fortuitous episode y life in _
1969. For séme reason, I as a pgacticing democrat was called to A
Washington by a practicing republican by’ the name of Robert Finch. ~

"Come down and give me two days so we can talk about issues in
Education,” said Robert Finch. 1In the coursesof those two days
(which by the way took two weeks) the present -administration saw
. Fit to appoint what in my mind was one of the best, if not tjie ,
best, pexsoh . in education, who understands the sedsitive role be-
‘tween state and federal governments in education, Jamés Allen.

Jim was talked into the job. He earlier turned it down when
(0ffered the job by President Kennedy, as some of you may know. - He
had a condition, that is, he couldn't come until May. ‘So I hung )
around from January 69 to May or June of 69 until Jim Allen gat-on s P>
board,” .It's ‘ixonic because I find myself s;tting in for my now
present boss, who was coemmissioner of education under Lyndon ;
Johnson; waiting for Jim Allen. I guess I'11 always wait for Jim
Allen. He was a remarkable individual. Dean Sghwebel, I think; - °
caught the gpirit of Jim Allen, his tougnness and firmness with n .
respect to moral issues in our bu51ness, segregation, in Cam-
bodia. He was accoudtable, you can see that in his record through-
out ,his career. He did indeed put his job\on the line.. It'was - ST
a death wish in some ways We all knew wHat. would happen as he N

spoke out as he did. But h§ at least wanted to be able ta face . °~ - -
himself and his constituents\with a cle&r conscience, ‘and he did. -
So I gome to you with mixed feelings frankly, on other transifi- L

cation, I'd say, "geé its a great opportunity fors/me*to talk té- ‘
people fyxom my home state , but I come more in payment of a debt
that will newer be repayed. I guess. ' I'm going to speak or ‘read
rather Jim's text, ‘which he prepared earlier. ‘No apologies for
the text, it's what Jim wanted to say, but plenty pf apologies .
for h w it will be said this motning. Jim titi;s his remarks.
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Welcomefto another-stop on the accountability bandwagon!

s . /n
What I want to know is are we here, Just as barkers at the
fatest medicine show or are we here as Qeal phy3101ans, seeking

.

a®hew cure? - ’ . .
. L3 ‘ . L . ”
Are wé just making ig talk “to sell the same old ‘élixir '
that will soothe and comEprt but won 't really Relp or change; / . L .
‘. Or are we seriously brew1 g a new wonder drug? : - ®

) ' /"Accountability--Whose Responsibility?" o | '

.
s




Certecinly, tha 111s and problems of .education today require . '
somethlng more than a mere soothing syrup, and the real guestion :

is: ‘Are we just ‘trying to make ‘the-schodls look goodipr really. - - . B
be good? (I'll pause here because- Jim's words jusk haﬁnt me. ) v -‘ - T

The answgr to this guestion lies, 1t seems 40 me in another f\\'f -
questlon. Why accountablllty now? (Why are we here in 1971, T
- worrying about accountability I hear ear11er today that this
has heen planned for this con érence fo somethlng like'two ¥ears )
As a matter of loglc, accountab111ty should a'lways haye been -
‘a major factor in education--and- of\coursé 1t ‘has not been- ig-
nored--but too often it has been hit '’ or miss:'in operatlon and
woefully unscéientific in degign-and application. . (Now, we all i
. pave gone through the courses,ﬁhave we'noy, where we sgay we do
it on behalf of the chlldren and we design dur programs andjneeds .
. and so forth, but by and lardt its 7een rhetoric rather than '

t
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Is its present popularlty a response-to outside criticism R
and . lagging support, or is:it a respomse - -to an inner sense, of o
failuré? If it is just the former, (that wé are now, react1ng to-
sometplng we got from- the outside,) we are wasting our. time and
mlght §.well go home and forget the whol€¢ thing, -for. such a
basi )r accountability can -all too easlly drstort its purpose
and limit its~usefulness.. o : Loy p
’ Ccrtalnly oeur school systems want-to win back los% confldence
and gain more-support, and. accountablllty is the. best ‘and surest
way to do this. But such a rdsult wr}l be’ attained only -if ac- T 4
" count@bility ‘has as its aim genuine 1mprovement and the éelimitation o ] .
of deficiencies that can stand as Justiflcatlon of confidence . 1 -
/'/ . and 1ncreased— support a> . y i )
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] Unfortunately, . 1n the minds of too many,~accountab~11ty has - i . ]
-much too much of a publlc relations orlentatlon, and this could/~ ’ R
. be fatal*-destroying the ‘potential of ope of the most hopeful s :
developmepts, in education,1and maklng,aghgust another one ‘of | ¢
. - those cyc 1cq}<fads that séem ‘to sweep--th¥ough the educatlonal - -
world causing: great ‘Commotion but leav1ng‘things little changed ) ( -
oafter their passing. . o ] .

s

L . . . b}

[ - " T -c KR
1 Accountabllzty 13 more often ﬂhan not cons;dered in the narrow:_
- sensé of assesspgent and measurement rather than in'its-broader . . - . .
and more definitive meaning of being responsible and diable. : 'r*
Thus defined, the questlon bécomes: rrespon31ble to whom?‘

e aCcept ‘the premise that 'the schoobs*beiung to the” | ' J’}‘
people (axd c@rtaxnly gim Allen believed that)--the premise’ oot ,
upon. which our public school system has been deve Oped~~(and . - §
, that is the premise) then the answer is obViously (we are : - - ‘
accountéblé to) the public.' But what is the publrb? O ’ ’ l
2 .- P .
2 Is it society as a whole? It has generallynbeen accepted ) )
that the-educatlon*system serves society by produc1ng.valuab1e - l:




members,” and thls sefv1ce encompasses’ eVerythlng from training’ i . ,
people to be good-citizens, tb teaching them: uséful skills, to"-’ > Lo
;maklng it possible: for each’ 1nd1v1dua1 ‘to reach self fu1f111ment. )

‘Is it the taxpayers? (Not in the l;mlteV/;ense of the’ S
“taxpayers aséoc1af10nvthat all.of us have met from time to time. ))
Here the responsibility,seems very.clear. ‘fhe taxpagir supports

the schools:.and deserveé the assurance that his investment is- . £
:worthwblle. The concern here generally is that the schools be _ . ¥
,run efﬁ1c1ent1y and that %he tax bill be not too dgreat. . _.;/. )

" Is it the parents’ They look to the schools to educate 'T; f ’ '
their children, and by this- -they usually ‘mean that they &xpect ..
their children to be able to participate effect;vely in society
and to ke prepared to make a 11v1ng. (¥ guess I %ouldjhave to,
say, aside from Jim's remarks, too. many parents thlnk it's a a

place to 'keep tHe kids quiet.) . v S

* '%s it the students? -This is the most,dlrect and the,most

" difficult responslblllt), for the school must deal with the dual 7
- task of considering and{satlsfylng the needs and 1nterests of : e
both the present student and the future adult. - '

Obv1ously, the concept of acco ab111ty as responsiblllty - .Y

, is a ‘very complex one, and the schools cannot be considered, as . - .

accountable in any simple sense.to apy one group. (Thus making . B

the 1ssue orproblem much more difficult.) But whatever part

of the whole may be in mind,”.the essence of concern is’'not with

“"methods.-and meahs of accountability but rather with the matter of - ,

responsiveness'.’ Certalnly, then, cruc1a1 in the objectives of :

accountability is an 1ﬁFreased responsiveness. of the educational ) A

': system to those whom it'is supposed to serve. . ) " Lo

. Who then 1nfluences the system’ To what pressures do th‘
- scRools respond? . S ) _ : T
O . : . v -2
Students, parents, and taxpayers haﬁe the influence of c0n—3 B e
sumer ‘and’ provider. AB consumers, there is, llttLe opportunLty . .
beyond 1nd1v1dua1 and organiged protest and persdasion to in- g N
fluence ] icy. As prov1ders, the most, effective action is the, . -
negatlve ohe of w1thholdlng funds, (the' Neyw Jersey track record
a?nual udget and bond issues is not a very 1mpre381vefone, but
slmp y a d¢cumentation of Jim's point) with too little ‘opportunity "~
*to distingljish betyeen reasons of tax burden and dissatisfaction . :
.with school perfofmance. (You never really know whén they. vote )
you down if it is beeause they. th1nk they are paylng too much .or
are gettlng too little.)*

.;” ) _ ,
e The educatlon profess;bn as a whore is, -of _course, enormously
influential. eachers' organization contragc€s contain provisions - ;
. about many th1ngs hEiond salary andsgoxklng conditions. (In one e
- of my othex ‘lives, airman -of the ard of trustees-:of ‘Jersey <
City State Colledge, we have a single contract with the professors,
‘a state contract. At the state level.we deal. only with economic

‘.., . . i . [

hY

. .
. .
X . . 3




,‘; s I
. ‘ '
issues but-at the Yocal college‘we decal with all the other
issues. It turned out that all the other issues are economic
issues as well. .Its hard to separate these two, but the point
that Jim is mak1ng here is that teacher organizations in their l
contracts and in the, negotiations hLave a great deal of say- ./
. well- beyond that .0of influencing salary or working conditions”of
/the teacher.) The profession 1tse1£ for the most part governs . ' |= <
the accredrtlng‘agenc1es. Educatlon loblfies exert great in-~ .
fluence on state aad federal legislation. (Everybody knows how"~
well vocational education lobbies work, ‘for example.) Schdols
of education prepare the teachers and admlnlstrators who run the ‘
schools; they prepare alSO many of those in state and federal
educatlon agencies. C(ganizations-such as the AFT, NEA and AASA,
- APGA have natlonw1de eenstltuenc1es and w1e1d tremendous political . I
. power. . ;
Lt ‘ : Vs
Liocal boards of education haverthe respon51b111ty for the & l
immediate operation of-the.schools, and their policy decisions,
-though shaped within the limits*of state and federal: laws and
policies and relationships to the profession, in large measure, , -
detérmine the nature of. lqcal educational opportunity. (The l
point here is that the logal board. haq a great deal to say about
how you will serve the schools.and in what ways you mightr be
held acé¢ountable.) ‘

The state has the 1ega1 respon51b111ty and authority for «the
' provision of education, (as outlined in. the Constitution) and : ‘-
its fiscal, regulatory and superviisory functions profoundly- . o
affect the qua11ty of’ local performance. . . ’
‘The Federdl government (even though it has only 5 or 6% ]
of the overall investment in education) becausesof the nature and
.scope of present conditions and trends in edlycation is. assumlng
a mugh more direct-and ;anuentlal role. (You know, if we were . T Y
" talking 10 or 12 years ago we would barely know the U. S. Office
of~Education exists, but -now we fird ourselves supported by
_Title IJI or Title VII or what ever .it may be.) ‘

'n»

j Among all these 1nterests bear1ng upon the schools, seeking o
to influence their performance, where is the push that gets ‘
actipn? Whexge is the force that can make accountability a work-
ing rea11ty?

In my judgment, it is in gOvernment and the profe531on. l
Even with better means of exert1ng their 1mf1uence and .

wielding their power, the public has only/a .limited role.. This- ) ¢
. is not to underestimate the 1mportance ofi the public's role. l
Indeed, the public has to become more aggressive and unrelenting

in its 1n51stence upon performance a® a measure of quality.. (The

argument is not on performance so much but on how we measure that '
performance.) .
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A promising note for the future of stronger and more active ..t
publlc concern for education is the 1ncreas1ng rnterest of youth
.in working for change within tHe system.and in gaining grea_:er
support. It was highly encouraging :to me to have a student at A
Princeton consult me last Sprlng on. the feasibility-'of organi- - "
zing a national youth movement in support of education. What B
better group to reinforce the drive for accountab111tyi K to
strongly encourage such a movement and urgé all concerned youth'
to take part. (Jim Allen was a good friend of kids.) Not only .
can the young bring .the insights of immediate exper1ence but they . e
can also serve as a constant reminder that it is the product. and-
not ‘the process that must be our constant concern. (The product .
in this case means the kids.) , . " C

But even w1th the maximum exercise of the1r po&er, the public
can only deserve ahd demand action, (they can't provide)--govern- i
ment and the profession have to-provide it, ‘and the real push - .
myst come from these sources.: SR

It cannot be just gently pushlng,or/pollte nudglng. For too
long ‘a kind of protective pussy-footing, ‘both in government and
the professlon, has ?haracter;ged efforts. to bring about real, -
change in education.| In'seeking to avoid stepplng on sensitive
toes, we have too often succeeded ".in protecting the profession .
at the expense of the children and youth--a true silent majorlty . .
if therb ever was one, just now beginning to raise its voicge
and assert its clalms. o y

In a broad sense, the eduzatibnal responslbhlltles of .7
government at the state and federal levels and thosé of the pro-
fession divide, with much intetgcting and overlapplpg, into that,
of the responsibility of govern%?ht for greating- those cond1tion§
in which good education can flourlshldnd that of the professxon T .
for produtring .good education w1th1n those condltlons. :

. -
-

The ability of state and federal govérnments to create con-
ditions fayorable for good éducation will be greatly strengthened
by three actions which would be immediately gotten underway. :The
-first is a complete overhaul .of the patterns-of school finance - .
involving at the federal level a combinatibn of consqQlidated. cate- . .
gorical aids and-of broadly based general aid, allocated on an .
equalization basis, and, at .the state level, assumption’ by the
state of all, or substantially all,”. of the local costs of ele-
mentary and secondary education. A recent Callfprnla Supreme °
Court decisidn has re-emphasized the imperative need for the
states to drastically overhaul their school finance patterns in.
the direction of full state assumption of school costs.. (The
way we presently finance education does’ not provide:equal op- .
portunity for all, and this fact, is going to have a profound
effect; whether we are worried about how to place kids in college
next year or how we are going to get them readmitted to class.
There is going to be a 51gn1f1cant change, and I thlnk Jim . 81gna1s
it). . -

The* second deals w1th structure. At the . federal 1eve1,
education should be elevated to Department status with a Cabinet-



level Secretary and'national advisory committee. . - ’ . '
Department rank would ensure the sharper focus of greater

v1s1b111t¥,and high ‘status, and_an advisory council would provide

the -Opportunity for advocacy of education's concerns, unhampered

by undue 1nf1uence of part1san politics or special interests.

. The coun01l should (as Jim Allen would see’ it) be bi- |
'part1san witd its members appointed by the Presjdent for stag-
gered terms of sufficient length to oprevent efgésslve‘domlnance-
by any oné President or political party.. Its-basic role should AN
be advisory, not administrative. :As an established body, not .

‘tied to the four- ~-year election cycle, it could provide a ton- .
't1nu1ty that could help' to mitigate the disruptions of changes . ‘
in Administration. It could enlighten the nation by making an
annual report to the President, and the Congress on the sfate of
education. (A good point here is that the U.- S. Oftice Of )
Education was estabilshed by the ¥ongress to report to the Con- ?“
. gresé annually on the state of the American Education.
* Office of Education is over 1090 jea“s old, and it h
ported on the staté or tondition of’
Bogy.) It could adt as a ébnsc1ence for the people af the
country by rboth-reflecting and ‘apousing concert: for’the'well-
being of educatlon. ) /3

never re- -, -
American education td any-

\

4 - ’
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.. At the stq%e level, a strengthening of structure is even
.. ﬁ?re essentiar7 espec1ally Ain ghe light oﬁ the trend toward
. ‘Proposals for full state fundlng. As the 'statgs are not .or~
ganized and managed they are, in varying degrees, unprepared«to
- encompass the expanded dimensions of their educational- task .or
to’ deal with the broadened concepts that now define their role.
Thus, each state must examine its oyn capabllltles and undertake, .

_ r to whatever degree may be necessary, anh overhaul -of its .artange-

for education should incorporate incentives for .modernization of -
state education .structures. _(Perhaps the state education de- _
partments will not, look like reflections of a local school board

or a local adm1n1strat1ve unit of educatlon) . }

- The third action. gequlred to aid government in its re-
.sponsibility.for creat1ng the conditions for good education-is a
systematic’ program of research and development. /’Thls aidr would
be substantially furthered by Congressional enactment of the
leg1slat10n establishing :a National Instltute of Education, pro- b
posed last 'year by the President. (Which now has.found its way
through some parts of the Congress, and as of about a week ago,
the outlook is positive. We may, for the first time  have something
in Education which might be con 1dered akKin to the National
Inst;tutes of Health. Federal inyestmént and fundamental research
in matters of learning, in matters of. instruction, done in a
positive way ‘and supported with suff1c1ent resources, would aid
all .of us in seeking to do our JObS better ) v

Obv1ously an adequate dlscu851on of these actions would be
.2 speech in itself (and Jlm'hds speeches I'm sure), but I cite .

e

ments for the governanoce of éducation. Expanded federal support - "
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them because they are essential to full effectiveness of the
governmental role in accountability. . .
~ S, 0?3? ‘

Despite the widespréad'iﬁterést in accountability,” L%,

o (Jim Al%en). doubt that it will advance on any large-scale to the
action stage without the determined leadership and construc-
t1ven,focallzed help of state and federal governments in both
ways and means. (In some ways, he has let you off the hook.

He said, "Now we will leave it up to the Federal and State .
legislation," but watch out, it will come back at you later.)

- 4

! Government must as t in developing ané making available

' the technlques and instruments of accbuntability. Government

' financing of éducation must recognize the need for account-
ability and ‘:se the power of the purse as leverage to encourage-~
indeed, where necessary, to require--accountability. (And

‘there are schemes afoot that would reward. school systems when
productivity has been demonstrated.)

Within the professlon there is grow1ng support’ for account-
ability, but as is too often the 'case, it comes primarily from
those who are already productive with suppoxt lacking where
accountability is most needed. (You know, there are a lot of
people who say they want to be held accountable as classroom
teachers or the school principal‘ ~r school superlntendent, or
thet dean of educatlon but tley a:'e generally the people in our
ranks who are already produc1ng )

The resistance to- accountablllty is understandable. In the
minds of many, ‘it sets up an image of excessive testing and
measurement, inimical to 1n1t1at1ve and imagination. It implies
criticism, generates defensiveness, and leads to a kind of pass-
the-buck attitude. (Once I made a speech to secondary school
principals and said accountability is a school issue. I took
teachers off the hook by saying it's difficult to hold a seventh-
grade geography teacher accountable for.all those kids who pass
through that door each day. I said the agcountability unit in
education is the school .and not the teacher. So I made it

possible to pass the .buck from teachers to somebody else.)
’ . . .

An acceptance of accountability requires a perspective that
recognizes the indivisibility of education and concentrates on
its purpose. » B

This kind of perspec\i has become increasingly diffipult ",
to achieve as the numbers to be dealt with, and the expanding
dimensions and character of eéducation, have produced an undue
concentration upon the parts rather than the whole.

Despite ‘the vast machinery of the system, ho"ever, educa-
tion's purpose is’'still simple--the development of tlie intellect

" and the discavery and encouragement of abilities and talents. 1In

attempting to ach1eve this purpose on such a large scale, each
of the various’ parts of the enterprise has ‘itself become so .
immense as to demand a degree of attention that -excludes, or makes

]
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very d1ff1cu1t, a constant mindfulness of its place within the s M’\
wholg. (Since most, of you are counselors, you might well ask ’
yourselves, "Where does guidance fit in this whole account-- ‘
" ability scheme?"- Is it just to. hold' a counselor accountable l
- for what happens to the child who leaves school? Perhaps not,.
but the question remains, what piéce of the accountability -
fabr1c are: gu1dance and counseling serv1ce§ responsible for?) . l
! !
3 In relation to this polnt I read with much interest the.
New York Times report of a speech by Buckminster ¥-11 - de-
livered at.a meeting of the American Association + .wms, in . '
which’he said "Wé have somany specialized abili.. . we can blow
burselves to pieces, but we have no ability to.coordinate our- "
selves. I see our society as very .powerfully conditiongd by its .
reflexes, with very, very tight ways of functioning. And ‘that.
is dgngerousw-so dangetous that if man’dces 'not stop thinking i .
locally and make thte grade as a world man we may, not be able to . :
continue on this planet.,". The news report contlnued--"Cltlng
’ the need for 'synergism,' thinking in terms, of the whole rather
W\ than.its parts, Mr. Fuller- urged the development of a larger
. . . cdncept of man who cou&d think in such terms."

Sde g > ' ]

5 E Moge synerg1st1c th{nklng within the professlon can be a e
strong did to a widespread acceptance of the necdessity of acéount- ‘
ability, (It%s not how we hold the.teacher accountable, the o \é )

- counselor accountable, the pringipal, or even how we hold theo
pupil accountable; it-is rather that we all /see that we- are in
concert, vne witl each other, accountable for somethlng )

%

° By this time,” 1f there was ever any doubt in your minds, ‘it
- must be obvious that I (that is, Jim Allen) believe the -account-
’ ability. bandwagon ‘is on the move because accountab111ty -is the

Dy most promlslng qure for many of educatlon s serious 'ills.
Y -» o
The public to whom accountability is dpe is becomlng more
and more aware of this-possible remedy, (performance contracts,
e .voucher systems, national assessments) and is .also much more
. soph1st1cated and able to detect any attempts to substitute
. ‘more of the same old brew in new bottles. (what Jim Allen is
saying is we c m t get by by saying, "We have .lovely schools,
come and see uf'once a year.") : '

Semnd PO — Loty
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The respon51b111ty for prescribing this remedy and for get-
ting it into action rests_ primarily with government and the
profession--and if we fallxnow to follow through, to.make
accountability a reality, the»resultlhg loss of confidence (on
part of the public) and w1thh\ldlng of support will make the
present doubts about the effectiveness of our $chools look like

. a verifable avalanche of approbation.;
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ACCOUNTABILITY: IMPLICATIONS FOR GUIDANCE AND CAREER
DEVELOPMENT ‘ ‘ .
\ ) L= 8 . .r
F 4 ' -‘. * . . B ’ .
John G. Odgers - S // -
. .. ,
' \N . ' '.Q.
-Probably there is no bettgp way to start a paper on account-
ability than to admit that actual facts do not always &orrelate
positively with appearances. I'm reminded of the do-it-yourself
addict who heaved a sigh of relief and reached in his shirt
pocket for a cigarette as he sat in the corner on the new car-
peting, having just pounded the last tack. Not finding the pack,
he glanced across the room and, sure enough, there in the
middle of the carpet was a small lump. Disgusted, he went to

. the closet,  got out a ball bat and flattened the bump so that

no one would know. Completing this task, he walked into the
dining room only' to see his open cigarette pack lying on the
tahle. Almost at the same instant from the family room came
his wife's voice: "George’, have you seen' the parakeet?" No-~--
things are not always ‘what they appear to be. Sometimes they're

worse--sometimes better. - But it's important to know how close .
. 'You are coming to meeting your objectives and at what-cost.

&

Cost in terms“of money, cost in terms of time and energy. s

‘ As a starter, I ‘would like to point out that the concept of
accountability isn't -as onerous to people in education as many
outsiders think. Although many educators are thinking in terms
of evaluation rather than‘the droadér concept of accountability
(which studies effec¢tiveness in combination with efficiency),
more and more ‘educators are designing program change to builg in
accountability--both incrementally and . summatively. ' And this
involves advance planning. I want to come back .to that later.

As never before in education, there seems to be a climate
for change;~-a national discontent both within and outside .the
schools;- dissatisfaction with the state of traditional educa-
tional programs and the effectiveness of their impact on children.
Committed teachers, administrators, and boards of education
recognize that they can't survive without maintaining ongoing
aceountability. - Many districts are seeking adequate leadership
so they can become more effectively accdﬁntablg. Not only are
teachers, administrators, and boards of education showing more
concern; parents, and other taxpayers want to know what will be
achieved with their dollars in terms of relevant program outcomes.
Dr. Allen emphasized this point throughout his speech. ‘

,In preparing for today's conference, I was asked to consider
the concept of accountability from the point of view of the
administrator. Having been a guidancde administrator for the last
quarter century, and this being.a guidance conferernce, I am
naturally assuming that I can react with the school guidance
program uppermost in my mind. I would like first, however, to
make a brief and undocumented review of the development’ of the

. concept of accountability--and then, expand on a point or two

emphasized by Dr. Allen.
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Hlstorlcally, systems theory had 1ts or1g1ns in phllosophy,
and remained, quietly for generations as a tool of philosophers
and ylogicians. Gradually systems applications were taken over ‘
by sciencé. More recently, McNamara put systems into national .
defense. During the last fifteen tp twenty years business and
1ndp5try have put systems theorv to work effectively in productiaon, \
finance and management. Just now are we ready to put systems d
into educatlon—-recognlzlng that this must be done without de-
& humanlzlng the process.. To accompllsh\thls requires new com-
- petencies. To accomplish it requires thorough kriowledgé both.of
the culture and of human: development--and the ability to maintain
balarice between these. A good systems approach to educatlon
(educational administration) must ter the development“of
T knowledge, fee11ng ahd skill in baladce--to motivate and to pro-
vide the background for.mature e adult self-social fulfillment.
S Y Uncommitted knowledge’ls most wasteful. - sCommitted incompetence .
‘is dangerous. Education needs a rational design and people who. .
" believe in 1t and willi work to make it work.

x

In .the paper he prepared to present to you today Dr. Allen
used the following quotaticn from a New York Times report on a
June 1971 speech by Buckminster Fuller: "%e have so many
specialized abilities we can blow ourselves to pieces, but we
' ,have no- ab111ty to coordinate ourselves." 1In a January 1971
presentatlon to the Convention of the National Association of -
Secondary School Principals, U. S. Commissioner of Education,
Sidney P. Marland expressed this same conéern, as it relates'Q3
educatlon, in this way: ". . . education's most serious failing
is its self-induced, _voluntary fragmentation, the strong tendency
~ of education's several parts to separate from on€ another, to -
divide the entire enterprlse against itself." He went on to
state that "the most quevous example of thése intramural class
distinctions is . . the false dichotomy between' things academic
and things vocational" and to suggest that,'"as a first step . © .
we dispose of the term vocational education, and adopt the/term
career education.”

o e emint WY et e R eas wes  cwm T

e

~

These last comments by Dr. Marland have direct significance 7
for your school guidance programs. Before examining their im-
pllcatlons in relatlonshlp to accountability,in guidance program
admihistration, howéver, I would like to bring you the op1n10n
of one additional authdrlty on accountability. - | \

\\‘l

In an article in the December 1970 Phi Delta gaggan (a o
special issue on Agcountability), br. Henry S. Dyer, Vice .
President of Educaticnal Testing Services, described account-
ablllty, as it applies to an individual school, iz-the follow-
ing manner: .

-
L.
S

- e ey e —

-

" 4"1. rhe professional staff of a school is to be
- held collectively responsible for.knowing ds much as it
can (a) about the intellectual and personal-social
development of the pupils in its charge and (b) about

.

°

‘J
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" - . the conditjons and educational services tHat may | :
’ he fac111tat1ng or 1mped1ng the puplls devélépment./ ) !
' . v~ '"2. The profe s;onal staff of a\schooi is to be .
held collectively re ponsible fop using this know-
ledge as best it can to maximize the development of ‘'

its pupils toward certain clearly-deﬁiwyd and agreed-
vpon pupil performance objectives. :

i "3. The board of education has a corresponding
' responsibility to prpvide the means and technical
. assistance whereby the staff of each schogl:can acquire,
, . - interpfet, and use the information necessary for . .
B < carrz}ng out the two foregbing functions. .
' - ]

"I emphasize the notion of joint accountability 5 i
of the entire schoql staff 'in the aggregrate--the
principal, teachers, specialists--because it seems

| .- ' obvious that what happens jto any child in a school is . -
| - determined by the multi e of transactions he has

- with many different Oople on the staff who perform
’ differing roles and presumably have differing. impacts . /
) 7 on his learning, which cannot readily, if ever, be
dlsentangled "

Dr. Allen emphasized in. his .paper the importance of the
- X product the youngster, the people we turn out .0of our schools.
But, I think you will notice immediately after emphasizing pro-
r duct he identified need process changes to make a -better pro-
- duct. I think we need to keep this in mind if we are focused in
son product, but we have to pay definite and earnest attention to
. process to 1mprove product. . ) . - / ‘ ¥

I would 11ke to use my last few mlnutesﬁto relate my prior
remarks to guidance program: administration by quoting to you a
’ brief statement which I made recently to the re resentatives
, from six school systems in six states which havk been carefully -
selected to help commissioner Marland's dream of career education
come true. As many of you know, the U. S. Office of Educatjon
has entered inté contract with(Theé Center for .Vocational and
Technical Education at the Ohio State University "to develop,
test and install a career education system with the potential to
revitalize the total educational progrgzjof a public school
system by structuring student experiencés around career ‘develop-
ment objectives. The Hackensack, New Jersey system is_one of
the local educational agenC1es participating with us in this
3 important project. " S
If we are to deve;op an kducational system which will

achleve this objectlve, changes will have to be made in the
.

L4

L " lcvre, A Comprehensive Career Educatioh Model, i971, p. 5. | -
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4 ’ typlﬁal s<hool's guidance program to make' it anczntegrated N '
‘ and basic component of the total educafion structure with a A .
staff and a board of.education which meet the cr1ter1a-out11ned ) _ y
, by Dr. Dyer. Here is my message and, charge to the six CCEM .[> ‘
schools: E -ef T Ao~
"Ask any school counselor the major. objectlve X g'
- . &

of his guidance program and he'll probably give you
an answer something like this: 'To help every boy
and girl develop into a mature, respon51ble self-
. dlrectlng adult.' Ask him to be more spec1§1c
- . and he'lY prdbably come up with a series of develop-
- N mental objectives which, with a little editing,
' ‘ sound something 11ke this: /

-\ . -—

"To help each boy ‘and glrl b ' '

kY . to grow_ in self-1n51ght and self-undet¥rstanding-

> : i . . » to grow in knowledge and appreciation of his ~,
\ enfironment: Yits opportunities, its 11m1tat10ns, o ¢
\ ifs demands . g v

~ ) “ ‘-

o develop dec1s1on-mak1ng skills
to establish personal values: and standards agalnst
which to welgh alternatlves when dec151ons must be.

mage <
IR to acquire the interest and motivation prerequlsite
v to action . t
« to make plans and take action on them
. . to assess his successes and failures and to modlfy
hlS plans accordingly.' T ,
* ! Sy e .
So much,for the counselor's stated objectives!
- Now ask him to summatize a case and-he will most likely

describe a boy or girl in need of help to meet a crisis
situation or solve a.pressing problem. Analyzé ghe
walk-in traffic coming to his office, or the pupils re-
ferred by teachers and the odds are you'll find kids
with problems. They aren't there for developmenx,
they're there‘:for help. -
Something must be wrong with our system 1f/our guidance
program gives lip service. to objectives stressing a
developmental approach but counselors find themselves
spending most or all of their time tackllng crises.
The frustratlng tru is that if we don't plan develop-'
mental guidance pro@rams, to help students develop in
such a way that crises are less frequent and less severe,
\ “ , we may be working for a 1051ng cause. (Our program must
N oo be systems oriented and accountable.)

/
?\\\ o In order to set the stage for a more "balanced -and
\ effective guldance program, let's admit that most
N« . counseling is crlsls-orlegted. But let s also face

(RIC | .
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the fact thal‘most kids don't need frequent counseling.
What they do \heed is regular help in the nommal.process of «

T 4

career development; which 1s not typicallyggrov1ded on a
one-to-one basis. In fact,«career guiaance 1s_usually

more. ?f cient and effective “if provided ‘in a group setting,,
often 1n.the f&rm of 1nstruction.

Theét corments in no’ ‘way deny the 1mg¢rtance of the
counseling process, .either as it relates td crises in
,the lives of students.or to the need of mahy students
for confirmation of personal plans

alternatives. They do, however,

to the fact that, in an accountabjlity-oniented school
system,-a significant portion of /the pro essional
- and support staff manhours assigned to the guidance *©
‘nrogram may well be a551gnedsto duties other than - ,
counseling Students. _ A

A major responsibility of the guidance program in\such )
a system is to serve as a facilitator and change agent
in relation to the career education program, the total
curriculum, and the community. Appropriate guidance
staff members will serve as: ) : i

Consultants to teachers (helping teachers
‘understand. students better, providing
tea¢hers with ‘ocgupational and labor
market informatich, etc.

coordinators of group guidance programs
counselors to parents

coordinators of community resources
managers of the school placement program
influencers of the curriculum

referral agents to special services
coordinators of (or consultants to) the
'school's testing and pupil appraisal program

In the Comprehensive Career Education Model, more and
more of what the counselor\has traditionally considered
his responsibility is being incorporated into the
curriculum, including developmental approaches to in-
creased self-understanding, (knowlefige of the woérld of
work, and the development\oé dec1sxon—mak1ng skills.

(In this context, the couﬁselor s responsibilities !
often change from & major emphasis on direct service to
students to the role of resource agent to other staff
members. (A’ 51gn1f1cant part of this new responsibility
may invqolve- assessmeént of how well program compeonents, and
the program as a whole, are meeting“desired outcomes.)
Definition and assignment of specific functions ‘within
the guidance program are a responsibility, of each CCEM
school and will normally be influenced by the educational

Y
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level served,; thés nature and ‘needs of the stuéent _ “\.’
body, ard any .specialized objectives' of the school - -, T A
: in question (e.g.;,» a vocational high school). i ' 2
v ‘There will, I am certain, be an increasing empha51s ! K P
. on the use\of para- professionals. ; - : l ' :
: . Tre development of a full-funotioning guidance - .
+ + progrdn will he simp®ified and enhancéd if the e : ]
' grogram is built around a conceptual framework )
\ Wwhich recognizes that the components of a’total -~
™. . program fall légically into two groups: the ° ]
. . Content (or suppartive) components, Which are syﬁtems
-~ 7 . oriented and which normally do not involve direct: ,
1 \ g counselor-student. contact, and the Delivery System . e ]
dimensions which-involve direct’service<by guidance {
operatives (supervisor, counsgelor, or p ra-professional) -

-~

to 'students, parents, or staff members: . ‘o "
* 3 . -\
These' basic components may be further deflned by
type, as follows- ? v ‘- . :
: . - . . ; Fo » ] -
. Content or Supportive Components: . R »? .
Pupil -Data System T
Career’ Information System i : ]
Educational \ ’ // S

. Occupational-Job

Labor Market o i

- Resource Coordination System ' * o\

Guiddnce Program Planning and .
Evaluation

Fad
-
Lild
.
-
* ey g

Delivery Systeém Compbnefts: R
- Student Sertices : e
) Group Guidance :
Counsel ing . o
‘\\ Referral ' . o
P Placement ' : !
Staff Involvement . ' . .
Parent Involvement el

—

-

/.

]

. " So looking at the program this way we have a base for
checking up on ourselves or a base for accountability.

— i

Special emphasis should probably be placed on the
Placement Serv1ces Component.

. I believe that we all see as the single dominating
- - objective of the -Comprehensive Career Education
. & Model the development by each Local Educational
Agency of an-educational program of a nature and quality
that will assure every student placement in an
appropriate next step 2§yond high school, either

3 in‘employment or in a cOntinuing elucational pursuit. s
- B . “
/ ‘ The existence of a good educational program, however,
' . ~ ' - *

-

1
1

"
r




doeé no Nguarantee the placement of its end products.
The CC school must be geared up, with a formally
" vorganized, placement program, to .help, every 'student
take thpt next step when he leaves.schécl, ‘whether
he .be exiting'to a job or to fgrther “edpcational
pursuits and. whetherwhe be exiting cum iaude or
. sana dlploma.z T . . . .
. . )
, P0551b1§ the best parting shot I can' taKe when examanlng
‘the concept of acqpuntablllt as it relates to guldance program.’
administration is to remind- gou that the concept placed emphasis®
on plannindg for . resusps.. i think this is it.. We'must plan
" for results if we are going to come up, w1th\resu1ts in-the end.'
To provide adequately for ongoing gdcountablllty any program ¢

.must: . v

‘»

[ L1 "

. be mission oriented .
. bexdesigned to flow from start to’ flnlsh
. be designed to fac111tate program management
and .monitoring .
produce aiterpatlve methods te the exteqt
needed =
_..provide for evaluatlon and feedback

, f.

The CCEM Guidanee and Placement Program, Remarks made by John

G. Odgers, Specialist, Guidance and Placement, at orientatlon " :
meeting of CCEM participants at. The Center; for Vocational and
Technical Education, The Ohfo State Universzty, September 22, 1971-

{
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My thoughts tegday are very much of Jim Allen.v He devoted a
considerable part of his time this past year as ‘a senior advisor
to ETS. Like most people in other spectors of American edugation,
we at ETS will miss his courage,” his compassion, his dedication e
to democratic 1deals and values. °, . . -

1 2

Last tifnte I saw hlm we were partners in a tennis match.
His vigor and confidence on the court remain vivid in my memory
as a reflection of the energy and zeal to which he applied
himself to every.activity.'® It is a good memory to hold on to.’

o
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EVALUATING GUIDANCE--WHY, WHAT, AND HOW

N e
Martin R. Katz
.\ " . . ] ©
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' Myftalk today will deal with three major uestions about
evaluati\on 0of school guldance programs; Why should we evaluate
them? What, exactly, are we evaluating? . And, finally, how can
we go about doing evaluatlons? <. ’

A

The first questlon, Why evaluate, is the easiest one ¥o
answer. One rpason is to do our work better. Another reason
is to convince others that our work is worth supporting. A third
reason I will hold in suspension until after we have talked
some more about why, whaty*and how. ' - TS

4] . ’ “ . ’ '

The f1rst reason—-se1f-1mprovement--recognizés that a .» -
counselor is accountable to himself. Evaluation by the counselor
in terms of “his own standards, expectat¥6ns, and concepts is a
continuous feedback loop of the sort we \all' use.to monitor mos?
of our efforts and try to Improve them. The emphasis in this
evaluation for 1mprovement is on processes and short-term pro-

. ducts. At a very pr1 itive level; th& counselor watches what he
is doing while e is doing it, makes some observations about -
immediate effects, and takes corrective action as indicated:

‘There's no sense in waitifig for long-term outcomes if -you-know .
you have to make a change now. For example, a speaker on a plat-
form--like this--can $énse” whether anyone is listening to -him
or not. If not, he hds to'do something d{fferent--rlght away--
talk louder or softer, speed up hfs delivery or slpw its/down," say
somethﬁ,g new or maybe somethlng mgre fam;llar. s . .

-~ '

This is evaluation of’ m1cro-actrons--before they have *
aggregated and agglutinated into a macro-program.. It deals with
the "necessary but not sufficient" corditions for sucqess. s .
there rs anything that can possibly be accompllshed by- speaking,
it. can 't be accompllshed unJess someone ig llstenlng. > -

e ¢ = -

If a counselor’ announces orf'ce hours and sits back to wait
for students to come in--and no on comes in--than_ he knows it's
time to try something else, If he puts occupationad information .
into a file, and no one uses it--they he knows 1t's not doing any
good,)and a new épp:oach is required. . . )

This mentlon of "something elsé" or a "new approach"”
suggests that evaluation involves a choice between a1ternat1ves.
1€ helps to have a big pool of alternativés available. If there
truly were only one way to adcomplish an objective, evaluation
of process would,.be futile. Occaelonally, we keep on doihg some-
ching--even though it dgesn't wgrk-—because we can't think of an
alternative. Creativity in counselors may often take the form "of
seeking ‘and finding other ways to dg-/things when our current way
doesw't™work. (Creativity may be foz/ered°and stimulated as
. counselors make these ongoing informal evaluations more syste- ,
‘matic, more structured. more exp11c1t. My, ¢olleaque, Henry Dyer,
‘calls this kind of, simple systematic’ 1nveftlgat10n "sh1rtsleeves

A}
"
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\ research." It may consist of no mpre sophisticated data-col- "
) *. lection than countlnd. For' example, how many students used the
occupatlonar~1nformatlon file? Just formulating the question
' . may be enough to indicate wnat kind of data are needed and how
they ould be 1nterpreted5‘at least for this most primitive

.

. ‘ , level of process evalua iomn.
] . * " Evaluation of process leads naturally to evaluation of {
» - product. If the students are reading the occupational information &

. ‘ ,materialg, what good is it d01ng thém? Are they learning some-~
: thing important, and. useful for their career decision-making?
It they are coming-in to- talk to the counselor, what difference
is it making? What contribution is each procedure,or facility
making to sonie outcome, or product? To gain some objective,
- how,much time should a given student spend’on each procedure? '
. . How much of the talk or of the reading could you delete without
affecting’ outcomes? John Wanamaker, the department store mer- . y
chant, once .said, "I know that half the money I spend on adver- : {
tising.is wasted. The trouble is I don't know which half " '
, Maybe halfﬁthe time we spend talking to kids is wasted. ‘' (Runkel | /
. \ did a study in Illinois high schools that showed no rélationship ¢ D I
-l betwgen such process varlabies as frequency of. student-counsélor
talks and such criterfa-as students” information aboqt chosen.
‘occupatign and the appropriateness of currlculumxch01ces to B
A occupational choices.) 'NCan we devise studies that open up-the {
"Black box" ¢f the counseling interview and-tease out the elements
that .are effective?--effective, that is, for which students

Y &

% - ot

* under which circumstarices ip/accomplishing which objectives? We. . €>
/probably can't do this in “shirt sleeves"--we need to put on the —
’ esearch specialist's coat for evaluatlons of that complexity. s

. But the’ first step 1n such evaluations--the step in which
purposes are stated--is one that the counselor cah take—&nd.
should certainly- want to take. Others may not agree with his -
goals-~w1th what he\says should be the product of this work. But -s
he has to spell 'out- what- he is trying to do if he is going to be i
qccountable to hlmself for butcomes. I am not saying that he will -
readily find the opportunity to check out how well he accomplishes . Q "

. * -his long-rangegoals, his ultimate product. But at least he s
e has to have the' long- range objectlves conceptunalized in order to-
‘defjine intermediate apd short-range objectives that are loglcally ¥
. g " alignéd with them.- In”brief,' the:;improvement of processes im- :
' plies that purposes and goals are known. Others may not neces-
sarily agree w1th them—-but the counselor shall say what his-’
goals are. -
a"“ * -
e Th1s first step in.the counselor's accountability to him-
self.is also the first step in his accountability to others. The
' ) more explicit he can make his own objectives for guldance and his
’ ‘ 'stapdards for judging accomplishment, the mere clearly he can \
perceive the demands, .expectations, and standards of others to
whom he is accountable--stug@ents, their parents, admirdistrators,
dtheg school staff, the ‘community. Enlarging in this way #is
- consciousness of agreements and differences between his own con-
“ _cept of his role and the concepts others have of i+, he is better
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prepared to negotiate with these others--to build on areas of
agreement and to try-to recdncile differences, or at least in-
crease understanding and tolerance of differences on all sides.
By knowing and communicating his objectives,he can influence
the nature of the accounting system which .others may use in
evaluating his work. He car help dixect the trafflc, not-. just
stand there and maybe get run-over.

In the speech he would have delivered th1s morning, R \
Dr. Allen used a different metaphor to express his high-hopes for ’
public accountability. He called pablic accountability "the
most promising cure for many of educatlon s most’ serious irls."

He warn€d, however, that the pubiic is becoming "soph1st1cated ! '

and able to detect any attempts to substitute more of° the same ~°
0old brew in new bottles." This expression brings to mind an

: ep1sode described by my wife on her return from the ‘weekly shop- /

‘ping she does every day at the supermarket. In the pagking lot,

she saw a wor~n she knew to be preg t suddenly slump over .the
steering wheei. Fearing an "emergénéy," she ran te offer ‘help’ .
ard found the woman doubled up not in labor but in laughter. It
seems she was en route to visi: her obstetrician, 'who had. told
her té -bring in a urine specimen. The only container available ‘ RS
at home had been an empty whiskey bottle.. While she was in the B .
store, someone had stclen her whiskey bottle. Our, moral is that ~ .
the new bottle labeled accountability will not fool many people

for very long, if #Bé contents are the same old ‘bleep--which has

$0 freguently been used in evaluations--counselor~student ratios,

or hours of ‘graduate study completed by counselors, or size of
the occupational 1library. .

. L}

)
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Going from scatology to eschatology, we must expect--as~/’ R
Dr. Allen has warned--that public evaluative 3iudgments will be
made of guidance programs. Since thé beginnings of NDEA,” gui- :
dance has enjoyed a favored status. Under EA suppowt, guidance
programs were established at many schools that had prev1ously
had none. But after the mid-60's, NDEA support fell off, and the
burden- fell ‘heavier on local school districts. In his recent
book, Eli Ginzberg recommends cutting off all mandated federel
aid to guidance. He urges that-the issue of support for guidance
programs be decided "not in the halls of Congress but closer to. |
home." -In other words, he would put guldance needs in the pit '
with other ‘educational needs. The magic claimed for accountabili-
ty is that in Lessinger's words, "resources and efforts are re-
lated to results ™n ways that are useful for.policy-making,
resource allocation, or compensation." Dhus the decision-makers

‘at federal and local levels want to examine tost-gffectiveness s

so that they can make decisions about deployment of resources.
The present Commissioner .of Education, Dr. Marland, has recently
made:a commitment to Support model career development programs N
with a strong guidance component--lmplemented by $9 million
allocation for 1972. His directive requires emphasis on "careful .
measurement of. student outcomes in relafion to’ the' treatments.” ’
It also requires cost information on eagh component. Flnally, it
calls for "third party evaluation." So\we see that even the
supporters of guidance do not exempt guidance p;égrams from

\ \ 4 \
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judgments. ' These judgments, however, are lower case and plurdl.
They should not be mistaken for the Judgment Day, when presumably
the purpose of the evaluation will be perfectly clear, the
criteria sharply defined, and the measures absolutely reliable
and valid. The present-day judgments, in contrast, will be

fallible: we see no clear consensus on purposes, there are
sharp disagreemants on fuzzy‘crLterla, and measures that” have been

. -~

This brings us *to the question of what we are trylng to
evaluate. There seems little prospect in the immediate future
of convincing the public--or even Yourself that any of the fol-
lowing direct questions can bhe answered definitively: Does

. guidance work? Does it achieve its goals? How well is the

guidance program at your scHool doing? Are children getting good

. guidance? what difference is it making in their careers? Are

the programs worth what they cost? Is the money they cost being
used efficiently? Should, the guidance p“ograms continue to do
what they are doing?

‘Tumin has called evaluative questions like these the "fool's
questions"--"because they are absolutely right to ask and im-
possible to answer as put." These are the big questions thatg
research and evaluation studies have never been able to answer.
At’ 1gast not unless one fragments each of these questions into
»sub-questions, defines each fragment in opekational terms, samples

. from the new sets of .questions that are thus generated, and
- identifies relevant observations or measures with the expectation

that enough such observations can be combined to represent a
facet of each little question, and that enough answers to little
questions eventually allew us to assemble some kind of inference
abcut—one of the fragments of a blg questlﬁg--and so on,

e-v »

Let s take an 1llustratlon. We ask a blg question; are high
school students gettlng good guicdance? Let's define a ~ub-
question: Are they making their career decisions wisely? This
.sub~question must- be sliced up into smaller and smaller questions

"before we gan begin to answer'it. .Recent studies have attempted

tc elaborate a construct called "vocational maturity," and ask
‘whether students have gained in vocational maturity:. One in-

. dicator of vocational maturity might be, are they seeking occupa-
tional sinformation? One of many ways in which they might seek

"'6ccupational information is through reading printed materials in

thé occupational information library or files. Aha, now we have

, something we can observe or measure. We can count the uses made

of these materials, we can-ask students what use ‘hey make, of  them,
we.can test staudents on the information cqptained in them, Does
‘this kind of observation or measure tell us whether they are

making career decisidns w1sely, and whether, they are getting good
‘guidance? How many little questions like this must we answer in
order to make an inference about the big question, "Are they making
career decisions wisely"? or "Are they getting good guidance?"

Am I lacking in the reygrence that 1s usually given by ‘
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evaluators to "behavioral ‘objectives"? Do I imply that defining
and measuring behavioral objectives is not adequate for evalua-
tion? Just so. Focusing exclusively on behavioral objectives
can lure us into rationalizing the inclusion of behaviors just
because they are easy to measure. Often the use of ‘'such be-

haviors and their measures in evaluation tends to impoverish

rather than to enrich practlce Teachlng to the ‘test makes us
lo$e sight of the big questlon, the fool's question. Guidance

i8 not the only field in which this problem occurs. Even the
"hard -curriculum" areas face it. For example, an ETS colleague,
Sheldon Myers, had criticized current statements of behavioral
objectives for mathematics in elementary grades on the basis of
their "great spec1f1c1ty. The unfortunate consequence of this
atomization is that the interrelatedness of mathematical concepts
is lost and the statement is a tedious list of very trivial low-
level skills."

Lee Cronbach has pointed out that specific behaviors can
and should be used "as.indicators of constructs but not as the
definers of those constructs. It is the constructs, the.network
of relations or characteristics, that are crucial to evaluation--
not a.single specific incident of behavior. "The operationists
who want to equate each construct with one indicator," he says,

" .. . are advocating that we festrict descriptipns to state-
ments of tasks performed or behavior exhibited and_are rejecting
constrict interpretations. . . . The writers on curriculum and
evaluacion who insist that objectives be defined in terms of be-~ .
havior . . . are denving the approprlateness and usefulness of
corstructs."

Let's point this problem up by assuming that you are working
under a performance contract. You are to be paid according to
the "results" you get. Now how are results to be measured? You
name one objective of guidance. as helping students make career
decisions w1se1y._ You invoke the construct of vocation aturity.
You assume ‘'that information plays a role in this. You may reason,

as 1 ﬁrorebsome years ago:
Y ec131on-mak1ng . . . may be regarded as a

strate for acqulrlng and processing informa-
tion.” If a decision is truly to be made, if
it .i§ not a foregone conclusion, it must in-
volvg‘some novel elements. The person con-
fronted with the problem of decision-making
either does not know what information he -

wants, or cannot use what information he
has. Thus, the pressure for making a -
decision creates a discrepancy between the
individual's present state of knowledge
(or wisdom) and the state ‘that is being

{ demanded of him.

The role of  guidance should ke to reduce the discrepancy
between a student's untutored readiness for rational behavior and
. A
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some hypothetical fdeal state of knowledge and wisdom. So the -
appropriate criteria for a given program designed to retail in-
formation might be: (1) Do students know what information they
need? (2) Can they get the information they want? (3) Can

they use the information they have?"

wonl S
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But when all this language gets translated into specific
measurdble behaviors for a performance caontract, the contract
may call for a questionnaire to be given students on the extent
to which tHey use occupational information materials, or a count
"of such uses, or a test of knowledge of facts about occupatlons.
Would vou as the contractor then attempt to develop in students .
a general competency in the strategy of inférmation-processing?
Or would you--as the Texarkana contractors are alleged to have
done--find a more direct route to raising scores on the criterion
measure? After all, students can be induced in many ways to take
materials out of a library, or to respond in a certain way on a
questionnaire, or even to memorize some facts. They would not ]

« e P e )

need a "guidance program* for this--just, if we wanted to be
crass about it, a little coaching. One can raise scores on such
criterion measures withodut affecting the outcome that is of real
concern. Such an increase in scores would be no more valuable
than, in Thorndike's phrase, boiling the thermometer ta heat the

house. o, 1
The ripple effect bf studies that use such measures of '
specific. behaviors is another problem. By the time the study
report gets cited in the literature, the specific behaviors and 1
measures that underlie the f1nd1ngs are often forgotten. A verbal !
summary of the conclusions is quoted and requoted: "This treat-
ment significantly increased information-seeking behavior of
studconts and thereby contributed to an 1mprovement of wisdom in
decision-making and again in vocational maturity." The indicator-
has now hecome a definer. The network of lines from specific
-measures to constructc has _been short-circuited.

e

Il
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- So the’ questlon what to measure leaves us in a d11emma.
On the one hand we don't 'want to swamp our evaluative enterprise
with meaningless rhetoric about goals that gives us no clue to
measurement of progress. On the other hand, we don't want to ,
limit our observations to trivial and low-level behaviors that oY
are directly coachable under such conditions as performance con- {
tracting. g

JU—

So where, we must ask, is the middle ground between what
Tumin calls "tr1v1a1 precision and apparently rich ambiguity?"
Let's see whether we can find it in ‘any of the criteria that /
have been k1ck1ng around for some years. : Lo

<

& . i N

F1rst, we must face the problem of long-range vs. short-
range criteria. Unfortunately, this has been a very slippery
problem. Like a fussy fisherman who cannot eat what he can catch
and cannot catch what he could eat, the would-be evaluator has
found angling for data- on long-range outcomes overtaxes his-
patience and resources, while the short-term data that are easi.,
netted often lack nourishment or flavor and may well be thrown
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' ‘ “  back. The ultimate criteria for judging effectiveness of a
full-scale vocational guidance program have been elusive. What
many want to know is: Does guidance make a difference in

' people's careers? What kind of occupational success, adjust-
ment, and satisfaction do they achieve? What contributions do
they make to society? To fish for answers to such questions

i takes time, money, and control of many variables.

Precious few have even tried to conduct longitudinal evalua-
tion studies ranging over a period of years. Rothney's follow-up
of experimental and control groups beyond high schopl is a nota-
ble exception. He used many criteria, such as amount of post-
secondary education, achievement in college, promotions in jobs,
satisfaction with current status and with intervening decisions
and actions. (In general, differences between the experimental <
and control groups were small and not significant. But even if
|- there had been significant differences, would the time-lag and

changing conditions permit assurance that the same treatment

would have equally favorable outcome today?) At any rate, most
evaluators of guidance, like those who evaluate other areas of
the school curriculum, settle for the kind of criteria they can
net more readily. A comprehensive search of their creels over
the last 35 years discloses, most commonly, such criteria as
student satisfaction with counseling; persistence in school; com-
-parisons of students' self-ratings with test scores; judges'
ratings of "realism" or "appropriateness" of "preferred occupa- .
tions" named by students; the proportioh of a class expressing
an occupational goal; the .constancy of expressed occupational
choice over a. period of time (say, from ninth .to twelfth grade);
the relationship between proportion of ‘a high school class ex-
pressing preference for each occupation and the latest census
count showing proportion of working force in each occupation in .
the community; expressions of counselee satisfaction; improve-
ment in counselees' school marks'; etc. (Inc1denta11y, guidance
has rarely made a significant difference in these variables.
There is no clear reason why it should.)

% Notwithstanding consistent negative results, ‘these criteria
may have had some utility for the objectives of guidance that

were widely accepted up to about 1950. The increasing acceptance
of recent development in guidance theory, however, has made the
digestibility of sugh eriteria increasingly dubious. Today, such
. data seem hardly.worth pulling from the stream; the would~be

‘ evaluator must find other fish to fry. It is evident that the
construct represented by all these long-range and short-range
criterion variables was whether students had learned to make wise
decisions. That is, were the outcomes better for the experimental
group, than for the control group? "

xS
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But to evaluate the long-term'outcomes of decisions is not
only difficult: It is presumptuous. Tenryson ‘wrote, "no man
can_be more wise than destiny." I would feel more comfortable if

. we changed the criterion from "Making Wise Decisions" to "Making
‘ Decisions Wisely." This shift: the emphasis from content to pro-
"cess. "Wise decisions" implies 4 understanding of outcomes and

S C—— — oMy
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a mastéry over events to which we cannot aspire®y "Making
decisions wisely," on the.other hand, implies al.understandlng of
self and a mastery over processes which may be more attainable.
It is in this sense of wisdom that Tennyson 1s contradicted by

. the 0ld Latin motto, Fato prudentia major (Wwilsdom is stronger

than fate).
Pl

Suppose you were counseling students in the late 50's or
early 60's, and heeded tlt goal supported by Congress, under N\
NDEA, to identify able students and -encourage them to continue
_with their education and prepare for certain high~level occupa-
tions. Of course, NDEA owed its exfistence partly to the shock
of sputnik--so you might feel particularly effective, if with your
guidance, one of your tmightest and ablest students decided to
become an ‘aerospace engineer. How gratifying for you to have
"done your duty by Congress and your professi%ﬁ?“xguﬁ>now your
former student is unemployed. Was his decision a wise one?
Was\&our guidance good? . .

The problem in identifying wise decisions, however, is not
just the time-lag between the choice-point and the judgment day--
the day when "all the evidence on consequences of the choice is in.
Nor is it just a matter of insufficient predictive vaiidity.
Predictive data are really historical data, and our predictions
are manifestations of what we have learned from history. Thus, if
our predictors had perfect validity, we could extend the aphor-

“1sm "Those who do not learn from history ‘are condemned to repeat

it," by adding "and those who do learn from hlstory are also
condemned to repeat it." But in fact we don't repeat history,
even when events materialize as we.have predicted. For there is
always a surplus of eMnts--there are more events than predic-".
tions. The outcomes of decisions exceed the purposes of decision-
.makers.. Any decision that is not trivial has ramifications with-
out end. Each outcome then may generate new purposes and pre-
dictions may be buried under this landslide of outcomes and
decisions and outcomes. - R

Consider, as a- somewhat palnful'example, the decision of
the U.S. Governmept to intervene in Vietnam. One could argue,
and indeed the government has argued, that-this was a wise de-
cision in that the purposes of this decision were (and are being)
fulfilled as predicted. But surely the government does not main-
‘tain that all the outcomes of’ that decision were predicted, and
it has built no granaries for storing the surplus events until
such time as we need them--or at least are better able to cope
with them. As the Pentagon papers have made clear, the fault in
the detision to intervene in Vietnam was in the process, not just
in the outcome. Suppose the outcome had been somewhat different:
suppose we had had a great military success there--had "brought
the coonskin home and nailed it to the wall." Would that mili-
tary success have wiped the slate clean of the flaws in decision-
making? Would it have justified our decision? Perhaps it wculd
have prevented the moral questléns from being raised--as when we
intervened in the Domlnican Republic--although it is unlikely
that we could have "won" in Vietnam that fast, or with ‘less

““ "
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publicity and condemnation than-the Russian interventions in
Hungary and Czechoslovakia. At least a few voices--voices like
Jim Allen's--would have ctried out in the wilderness about the
moral issues. But a victorious outcome would have -prevented
widespread popular concern. ‘My Lai.and tiger cages and one-manf
election races would never have plagued us, and the whole inci-
dent,would have soon blown over in ther media and the public ]
consciousness. Would that military success have madé€ thé decision™
a wise one? Would the decision have been made any more wisely?
+ - . . . <

For the sake of argument, let us suppose that we have pre-
dicted and can evaluate the ramified outcomes of this decision to
intervene as in some sense superior to those which would have
been produced by any alternative decision. Even then, what would
the substantive payoff of this decision reinforce? 'The content of
this decision itself? But this same decision is not likely to come
up again. We only pass this way once. Then we would be hard put
to claim an increment in wisdom from the content of this decision.
ffhe content of a single wise decision is not likely to be trans-
ferable to the next decision, and the next., i

In fact, what one learns from the multitude of real-life
outcomes may or may not be relevant to wisdom. Like Mark Twain's
cat, who learned from sitting on a ‘hot stove never to sit on any'
stove again, we may learn from these outcomes mpre "wisdom" than
is i~ them. For example, the current overflow of outcomes from L.
the Vietnam decision might teach us to revert to isolationism
(in contradiction to the "lessons" from previous decisions and
outcomes) .. The little boy who is spanked for turning the faucets”
on full blast and flooding the bathroom may learn not to wash
his hands and face. : : '

It is these tendencies tzf"generalize" that lead the behav-
iorists to concern themselves with what Skinner calls "contingen-
cies" in their schedules of reinforcement. Or as 0. H. Mowrer 4
once put it,in a classroom discussion of o of his learning.
experiments, "You've got to be smarter than the rat.". Well said,
since such an approach to defining wisdom in terms of ouccomes
requires that wisdom reside in the experimenter--or counselor,
not in the subject--or student. But this is where the presump- s
tion comes in: do we a$ counselors know which decisions are wise?

\

Here one may object, are there not "universally desired"
outcomes that represent a cultural. consensus or folk wisdom fdr
which the counselor may serve as spokesman? Let us grant this.
while noting that we may retain some squeamishness about our
ability to identify such universals even in ospect, let
alone in advance. Presumably, we ¢an teach’st&génts to make
these decisions that lead--with a high degreée of probability and
with low risk--to universally desired outcomes.

But when we have identified Such universals and induced
students to learn them, we are not really concerned with decision-
making--or with guidance. Then we are concerned with indoc- .
trination. A large part of an andividual's schooling consists of

-
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sggh indoctrination. T distinctive concern of guidance,
however, is not with the universals, but with the "alternatives"--
toward which the culture tends to be more permiséﬁve.

o ; .

+ However, I must express some dissatisfaction with the term
"alternatives." The individual is not always constrained to
choose from clearly shaped 'alternatives that are already "there"
like the options in a multiple-choice test.- He often has some
opportunity to construct, or create, his own options--in the
sense that the poet creates his verses, perhaps ¢creates alterna-:
tive verses, before choosing the ones he wants. He is not merely.
choosing alternatives from his total  vocabulary, any more than
the painter is, merely choosing colors and lines from an existing
pool of options. He does not find his new and unique combinations,
variations, %hd transformations by considering all possible per-
mutations. Fifty chimpanzees typing for‘ﬁifty'years might compose
the complete works of Shakespeare, but they wouldn't know how to"
write a new work of similar quality. In terms of content and
outcomes, they might have made "wise" decisions, and yet they
would be none the wiser. As critics, we can evaluate the poet's
decisions, recognize them as creative, or wise,, and teach someone
to memorize them. We can, even derive and apply rules for trans-
fer of content. For example, we can analyze a line like "Now is
the winter of our discontent" and recognize an association be-
tween emotion or state of mind and a season of the year, in which
season is used to represent feeling. No doubt, a computer could
be programmed to ring the changes on this kind of association,
with such results as "Now is the summer of my happiness," Now is
the spring of my joy," Now is the autumn of my melancholy," etc.
ad nauseam. But could it ever make the long leap from this last
to reach "My way of life is fallen into the sere, the yellow
leaf . . ."? This illustrates, I think, the gap between recog-
‘nition of a creative, or wise, decision and the ability to make
one. How often the best and wisest decision is not to choose
between historically "given" alternatives, but- to construct a.
new option. Like able students who squirm at being forced to
choose the best of five bad options on a multiple~choice test
guestion, our wisest decision-makers can sometimes think of a -
better response.than any given.

/

I hope that all this suggests an "alternative" to defining
wisdom in terms of outcomes. How a choice comes out, and even
how one chooses between alternatives, may be less impértant than
how ore constructs alternatives. In this view, wisdom derives
not from the outcome of a decision but from the process of de-

_ cision-making. And our greatest folk-wisdom, our most compel-
ling "universal," may apply most directly to the process of con-
structing and choosing alternatives.

For may we not regard democracy itself as an evolving pro-
cess of decision-meking? It is its processes, not the content of
any oneipolicy decision, that make it distinctive.

We recognize, as a crucial characteristic. for the processes
by which we ideally make national policy decisions, that our
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society.is pluralistic. On every issue competing interests and
pressure groups are heard. Sometimes they differ on predictions
of outcomes--tor example, the effects of a tax increase on the
economy. More often, and more significantly, they have different
definitions of desirability, different objectives, even when they
agree on predlctlons aof. outcomes. How do these differences get

. resolved "wisely"? The necessary. condltlon, we believe; is : ’

freedom-~the open marketplace of ideas, in which every voice can
be heard and judged. Out of this conLrontatlon of competing )
values, the legislative or executive can find--or claim to find--
a consensus for decision, to be translated into a mandate for
action. But it does not stop there. The process is ong01ng,
permitting revision of content .in accordance not just with out-
comes, but also with changes in values and objectives. This -
provision for change, this ability to acconmmodate to new sit-
uations and circumstances, has perhaps insured the surv1va1 of

" democracy, up till now,&through many vicissitudeés. (Our .ability

to reverse our dec151on on Vietnam is' a sign of strength, not
of weakness.) -

fﬁy“}'/'

Need I belabor the analogy with individual decision-making?
The individual, too, recognizes that he must choose between .e
competing values. How then does he make “order out of the \
rabble of impulses that beset him? They should be neither
suppressed nor bllndly obeyed, but brought under the rule of
reason, each_ given "equal time" and attention. The 1nd1v1dua1,
like the nafion, must hold himself open and receptive to dif-
ferent .values, ‘allowing each to speak to him as loudly as the
others. This pro®ess involves active and systemgtlc examination
and exploratlon ‘of competlng values.

4 .

One way in wh1ch he can examine’ valuee is to study their
sources. Here we see a nice articilation of education and guid~
ance. 1If a major purpose of educatlon is té transmit the culture,
an important purpose of guidance is to’ help the individual come
to terms with the culture--that is, the choices he makes will in-
dicate how he sees himself in the culture. But first he must see
the culture in himself. So his first question must be, where
have my values come from? 'Then he will be better prepared to ask, .
where are they taking me? ' ‘ .

When the student has taken full cognizance of the range of
values in the culture, and has formulated his.own value system
quite explicitly, he will be ready to.lay his values on the
line in making a decision. The specifics of a strategy for ac-
complishing this I have described elsewhere and will not have
time to go into now. But I want to emphasize that with the in-
dividual, as with the nation, decision-making should be an on-
going process, subject to continual revision. Otherwise, he may
run afoul of the warnlng that "the only thing worse than not
getting what you want is gettlng it." ’

In shunning a definition of wise decisions in terms of con-
tent, or predicted outcome, I have assumed that experience does
not teach us what will be best for the individual (or society)

.
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sxcept freedom to work things out. Thus, I have defined the best ‘
choice as the choice that is most nearly free. But. I do not :

- define freedom as complete laisser-faire. Rather, it is the o
freedom (expressed by Shaw in the preface to Man and querman . .E
and quoted by Freud in contrasting his "reality principle” with
e his "pleasure principle") "to be able to choose the line of
: . greatest advantage instead of -yieldjing -in the path of least re-,
’ . sistance." So without directing the content of an individual's . I
) choice, we do think we can help him in the process of choosing.
This emphasis on ptocess does not pretend to insure the "right . .
. choice--except insofar as the right choice is defined as an in- I
formed and rational choice. Our bias--eur convictien--is that '
* in educat'ion enllghtened processes are intrinsically important.
3 ) Therefore, we bend our efforts to.increase the-.student's under-
standing of the factors involved in chpice (imperfect though our
o own understanding may be) so that he can take responsibility
: for his own decision-making, examine himself and explore his +
options in a systematic and comprehen81ve way, ‘take’ purposeful
action in testing hypotheses about himsélf in various situations,
and exercise flex1b111ty in devising alternate plans.

¢

In short, we don't want to play the dec1s10n-mak1ng game
' for him. We want to help him master the strategies for rational

behavior in the face of uncertainty (which may be the nearest ) 1.
: .he can get to wisdom) so that he can play the .game effectively
) himself. e

Horace, in one of his satires, asked "Who then is free?"
and answered ."The wise man who can govern himself." ‘

So now at last we move on to the question of how evaluations
can be made. In an interesting paper Jjust published, Hartnett
has pointed out some of the weaknesses of the classic model of
evaluation, which involves such elements as (1) behaviorally
defined objectives, (2) the random assignment of subjects to ) .
treatment:s, (3) clearly differentiated treatments, and (4) cri-

_terlon m2asures chosen or developed on the basis of the behavioral
objectives. Hd suggests that dissatisfactions with this model
are leading to two important changes: a concern for the con-
sequences, not just the objectlves, of a treatment, and a style

¢ of 1nqu1ry which is exploratpry in nature rather than attempting
to apply in life situations the kinds of controls and manipula-
tions that are feasible only in the scientific laboratory.

Pace has typified the new models in this way: "The spirit

R of the evaluator should be adventurous. If only that which could
be controlled or focused were evaluated, then a great many
important educational and social developments would never be
evaluated . . . that would be a pity."

In guidance, this exploratory set must be emphasized. We
have® no neat evaluation packages all wrapped up and’ready to use.
For example, a number of people have developed what purport to
be measures of "Vocational Maturity." Can any of these measures
be recormended for use? ~
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One of the best known meéasures is John Criteés' VDI, an
inventory keyed to the responses of l12th-graders. Extensive
research has been done on this instrument--for example, on
elimination of variance attributable to acgquiescent response
set. Yet Super has.criticized the instrument on just these
grounds: Vocational Maturlty, as defined by VDI, feans sayiny
no. °‘(There we .see it again, the instrument taken as the definer
rather thdn the indicator of a construct.). Another criticism
involves the use of l2th-graders' responses as the keyed re-
sponses: a_group of 10 counselor educators and vocational
psychologists disagreed with the keys for a number of items.

Back in the 1950" 's, I developed‘an objective test that I
am not particularly proud of. It attempted to find out whether
students had -mastered certain concepts involved in self-appraisal,
gettlng and using information, and ec1s;on-mak1ng. At the same
time, #nd in connection with the same project, we comm1551oned
Warren, Gtibbons to develop an 1ntgrv1ew schedule, known as
Readiness for Vocatlonal Planning, to see whether students were
actually applylng those concepts to their own educational and
occupational decisions. We were gvaluatlng a work test for
group guidance, and ‘found highly significant differefices between
experimental and control groups--for example,.experimental stu-
dehts scored very significantly higher on the test and also
showed very significantly greater awarenegs of.their own values,
better abllxty to define their values and to descrlbe the role
their values play in their decision-making, and so on. A group
of professionals in guidance, listening to tapes of the inter-
views without knowledge of the scales or scores, ranked the stu-
dents in the same order on vgcatlanal maturity™ as the total
scores did.. Grlbﬁons & Lohnes have now converted the interview
schedule into a questlonnalre form, RCP.

Super and his colleagues have recently developed a Career
Questionnaire that also purports to measure vocatiopnal maturity.
It includes scales called Concern with Choice, Acceptance of
Responsibility, Occupational Information, Work Experiences,
Crystallization of Interests, and -sc On--rubrics derived from
‘the Career Pattern Study. .

N L) M

Westbrook has been developing a series of Vocational Maturity ~
Tests, including some of the items from my old test. The items
tap various kinds of informatiorr, Course and Curriculum'Selection,
Planning, Goal Selection, etc.

These are -the major standarized efforts I know of to get at
the construct, vocational maturity, and they are all well con-
ceived; they are good tries. I am not damning them with faint
praise. I just want to forewarn you that you may be disappointed
when you see the actual instruments and study them item by item.
You will agree, I am sure, that even though they may be indicators
of vocational maturity, they are not definers of it.

The questions getting at facts about specific occupations
hardly seem approprlate for students who may have had no interest

i
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whatsoever in those occupations théﬁ, too, a number of ‘the
items depend on occupationgl preference expressed by the stu-
dents--for jexample, Super is concerned with Wisdom of the Vo-
cational Preference" and with "Consistency of Pquerence."
3 j i

The title of an occupation, however, is probably a poor
indicator of what choosing an occupation means to an individualy;
More relevant questions.might be, in his view, how important an
element of his life is represented by occupation? ' What kinds
and amounts of satisfaction does he hope to derive from it?
What differentiations does he discern between,occupations in
capability of providing such satisfactions? How much control*
over his choice and responsibility for his choice does he appear
to-exercise? What role do predictive data play in his choosing?--
does he consider them? Is he dominated by them? What risks is
he willing to take to achieve the occupational satisfactions he
says he wants? What decision rules does he employ? What re-
sources does he use? What reality tests of his perceptions and
predictions has he made, -or does he plan to make? How has he
coped--how will he e€ope~-with obstacles and difficulties? s
he. formulated viable alternative plans? How explicit and con-
sistent is his reasoning about these questions?

) Once we have probed beneath the surfacde of choice to get at
such underlying perceptions, attitudes, and®>rationales, we may
find ourselves with much richer criteria of growth and vocational
develaopment. Dr. Bingham's efforts to get at the dimensions

r along which individuals construe occupations--using an adaptation

" of Kelly's Role Concept Repertory Test--is a step in this direc-
.tion. Some of my associates and I have devedoped and used in an
exploratory way, interview schedules to gef at students' occupa-
tional constructs. We had them look at occupations and .sort them
in the way that Kelly's Role Concept Repertory Test would. We
asked them to do some analysis of ‘their own values. We found
that some of the more productive’,questions were things like this:
"Now sit Back and turn yeur imagination loose. Try to describe,

*as fully as you can, what you would regard as an ideal of 'dream'
occupations. It can be a real occupation, or one you invent."
And then as the student began to fill out the description of
this occupation we asked questions which pushed him toward fil-

- 1ling it out more and more. Then after he had done all this, we
said, "In view of what you said about an ideal octupation, why
didn't you decide to become a - ?" Here we had to be
fast on our feet and think of an occupation that seemed to fit
his ideal, instead of whatever occupation he had named as his
preferred choice. This is very interesting because it puts him
in the position of trying to work his way through his reasons

~for choice. Here he's given a choice and described something
which may fit a little bit better some other choice. As he works
his way out of this, as he tries to explain and rationalize what
he has done, he's really challenging himself to pin down his
values, to pin down more explicitly what it is he wants, And then
we asked, "Now reverse your field and think of the worst occupation

. Yyou can. If the other was a 'dream' this would be a 'nightmare':

! . !
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Describe it." Again, we logked to see what values were\involved
And again we saw whether these were contrasted with or agreed in’
some respects with the occupation of his expre%sed preference. <.
Of course the interview itself had its effgcts. One.probably
cannot measure the status of an individual dec151on~mak1ng

" without 1nf1uenc1ng it. For instance, at the end of- interviews

with junior college .students we got comments like this: the -
interview "extended my ideas about what to look for in an occupa-
tion," "made me think about why I was making my choice," and so on.

For~ example, it seemed to have a particularly strong 1mpact on
one student who had appeared espe01a11y firm and specific in hig
plan to become a chemical engineer. Working as a draftsnan after-
his" graduatlon from high school (where he said he had been

. "pushed ihto" a vocational curriculum by his guidance counselor),

he had had a particularly good opportunitgito observe ‘chemical

engineers at work and had an unusually tho ough knowledge of

their work activities. His perceptions (i1 the' comparisons of
occupations) seemed fixed almost exclusively on one construct:
whether. an occupation offered an outlet for scientific interest .
and inventiveness, or.not. The sole deviation involved a ‘dis-
crimination between occupations ‘in’ terms of altrulsm--oppor- -
tunity to help othetrs. The systematic exploration and examina- -
tion thLat accompanied his scaling of values brought out more
explicit recognltlon .of Altruism as a value of gome importance -

to him., With this’ dlscovery, other, values of which he had not
been fuily aware ‘also came into focus'as gquite 1mportant to him:
notably Variety and Autonomy. At ‘the end he said that the in-
terview had "brought to the surface:values I've held but never
recognized. That shakes me. . . . If I had two lives to lead, -
for one of them I'd go into the Peace Corps as ‘soo,.as I finished.
collé&E\ Maybe then I''d try to become a high school teacher or,
counselor, or a community worker. But I camé up the hard way." .
There are things I sge now I want to de, but I can't do them un- = .
til I get firm ground under me. ‘I'm still determined to beceme

a chemical engineér. Not like a machine, though, but like a

person," o

~

If you cap't measure’/a condition without changing it, does
that mean you should not try to measurg it? No, not even if it |,

is a differential influence, affecting different students in
different ways. After all, people encounter many common ex-
periences that have dlfferentxal effects, and this attempt at
measurement. is only one of such an unknown nunber. The dif-
ferential effect may indeed be part of the substance of what we:

are trying to 1nvest1gate. Messick has polnted out that tra- .
ditional questions in education and psyrhology have frequently e
spawned answers that are either downrlght wrong, in that they
summarize findings "on the average" in situations where a hypo-
thetical "average person «imply doesn't exist, or else are

geriously lacking in gener.lity, in that they fail to take ac-

count of the multiplicity of human differences and their inter- +

actions with environmental circumgtances. .

An example is the "horse race" question typical of much

v oo
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educational research of past decades: 1Is treatment A better -
than treatment.B?* Such questions dre usually resolved by com-
paring average gains inf achievement for students rece1v1ng -
treatment A with averagefgalns for students receiving treatment ’
B. But suppose treatment A is better for certain kinds of stu-
dents and treatment B b tter for oth;r kinds of students? A

- completely different evaluation of ‘the treatments might result
*if some other, more complicated questions 'ad been’ asked, ‘- such

4S "Do thesé ttreatments interact with differences in personallty
and cognitive characteristics of students--or with differences in
their educational history, or family background, or community,
or culture--to produce d1ff?rent1a1 effects upon achlevem%nt?"
. Hard upon this warn1ng of the complexity of evaluation in
guidance, let me quote agaih from Henry Dyer: .. _
"The .term educatlonal accountability, .as used
most recently by certaln economists, systems analysts,’"
and the like, has frequently been based on a concep+-
tualization that tends, by analogy, to equate the {
educational process with the type of engineering
process that applied to industrial productien. . . . It
must be constanyly kept in mind that the educational
process is not gm all fours with an industrial process; ’
it is a soci:éfzgocess in which human beings are
continually eracting with other human beings in
ways that are imperfectly. measurable ‘or predictable.
Education does not deal with inert raw/materials, but with
living minds that are 1nst1nctmve1y d¢oncerned first *
with preserving their own 1ntedt1ty and second‘with .
reaching a meaningful accommodation with the world -

-

around them. The output of the educational process is | ’
never a. "finished product" whose characteristics can ,/
be’ rlgoréusly specified in advance; it is an individual
who is suff1c1ent1y aware of his own 1ncomp1eteness to
make him want to 'keep on growing and learning and

L trying to solve the riddle of his own existence in

W a world that rieither he nor anyone else can fully .

understand or predict.”

Desplte these problems, evaluate we must. And so I come -
back,- in conc1u51on, to my, third reason for why we evaluate.

My third reason for evaluation, desplte all: its snarls and
pitfalls, is simply this. ‘If we believe in trylng to help stu-
dents make career decisions w1se1y--that’1s, make rational and -
informed decisions--thef. we fnust also,” in all honesty, believe
that guidance practltloners should make their professiona
“decisions wisely. We have to prov1ae students with a model for
dec1slon—mak1ng behavior--and that is just what an’ evaluation
.process is. It is a commitment to use of information and rea=- ",

n, to rational behtivior under conditions of gncertalnty.
So=~like the students~- we must take responsxblllty for eval-
‘vation. We must make our professional values explicit, examine

-
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and explore them. We must formulate hypotheses about the
effects of our activities, and try to get feedback. We must
revise our hypotheses, plans, and activities in the 11ght of
new information.

& :
When we evaluate, we commit ourselves to a continuous

process of decision-making. It is a commitment we should wel-

come. The methods and the .product may leave much to be desired.
But let us tealize that commitment to the process itself may
be\a powerful indicator of how good a school guldance(program
is. . v .



