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human servicesyprograms -~ limited budget, increasing demands for
"results," and!the lack of the necessary skills to identify and
effectively address student needs, In response to these pressing.
problems, a plan for the lmprovement of guidance services 1s

introduced.

This chapteg:ziéifeates some Jf the basic problems confronting

Chapter I

Y .
Lo

The Need for more Systematic Program Planning and Evaluatiom

Problemg 1o Hyman Service Programs
Human services programs have reached afjdncture in their devel-
opment that 18 at one and the same time the most exciting th the
most threatening they have ever faced. On the one hand, the problems

are more baslec and critical than ever before. Clients are increas-

ingly facing an ever more complex world and looking to human services

The work described in this document has been carried out at
the American Institutes far Research, under aupport by the United
States Office of Education, Department of Health, Education, and
Welfare, under Part € of the Vocational Education Act of 1963.
Points of view or opinions gtated do not nece:aarily represent

U.5.0.E. position or policy.
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programs and persoanel for the help they need. Taxpayers are -

, watching their taxes rise and yet are seeing educational.decision-

makers floundering for direction. As a result, they wonder aloud
about iust what they are getting for thelr money. Administrators
are caught between these overtaxed, of ten hostile citfzens, and
staff members demanding even more money for the very services that
so often fail to satisfy the needs, Human gervices pérsonnel
thenmselves feel caught In the crunch as criticism descends upon
them from all directions and they find themselves unahle to justify
their role in the terms increasingly demandedl And yet, with all
-of these pressures, human services programs seem on the crest of a
golden age. The critical need for helping ciients in the areas
kiaditionally covered by such programs is widely apparent. The
expanding responsibilities into new areas increase the possibility
of pfoviding truly enlightened, méaningful learning experlences for
clients, New and ithaginative programs and materials are biossoming
on all sideg-—resources to do the job so.desperately needed. In
short, t@e poteantial is unlimited, if the problems can be solved.
Zerging in on the crux of concerns, sifting the bogus issues
from the real, identifying the exact factors to b*solated and
dealt with first, is ﬁo easy job. But certain problems do stand

out. )

One problem that underlies not only human services concerns

) 4
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“but those of educational and social 1nst1tutions JAn genefhl is the

1ncrea3}ng budget strains’ that hhve devgﬁoped‘in recent years. For

, o« whqtever reagops, administratorﬁ‘are being ;Erqsd to cut budgéts. .

In school settings, for example, high on most priority lists for such
. "cutbacks are guldance and counseling:programs. This 1is largely be-

cause "counseling' somehow does not ha¥® a clear end proﬁhct, or,”

-

seem particularly-impértant, At least compared with teaching English

\ :
or sclence, for example. How can an administrator justify spending

" a sizable proportion of her or his Budget on guﬁdahce and counseling

when s/he is having-troublé paying for basic instruction?

What this comes down to, and what seems to be at the heart of

_" the problem today, 1is aéﬁonntability. How can those working in human

: servic;s Justify what tﬁey do, hpwlfhey spend thelir tiﬁe, where . ¢
they allecate their reSOurces;\ How can they provide administrators
*and c1t1£ens.with evidence of their wortﬂ demonstrate to the; in
mea;?nng%}and_dramatic terms ghe'invaluable benefits of their human.
services ;%ogram?o Counselors have done ver; ;ell in Fhis area'in the
past, partiy because counselor edycators hay; not taught them these

N sk{llq. Candidates.are steepgd iﬁ t;e'lat;st theorieg of behavior

o _ and codnseli;g Fe;hniques, but left to their own ﬂevicés when {t'

*

. . . comes tp jus}ifying their role,

~

. A, ‘
Taks, for example, a scene gccurring frequently arogund the

country in school settings today. This involves the prigicpal
: . ; ’ ‘ >




but ibdse of educational and social {nstitutions in general is the
increasing budget strains that have developed in recent years. For
whatever reasons, administrators are being forced to cut budgets.

In school settings, for example, high on most priority lists for such
cutbacks are guidance and counseling progréms. This is largely be-
cause "counseling' somehow does not have a clear end product, or

seem particularly important, at least compared with teaching English
or science, for example. How can an administrator Justify spending

a sizable proportion of her or his budget on guidance and counseliqg )
when s/he is having trouble pay&ng for basic instruction?

What this comes down to, and what seems to be at the heart of
the problem today, is achuntability. Bow can those working inm human
services justify what they do, how they :;n; their time, where
they allocate their resourC§5? How can th€y provide administrators
and citizens with evidence of thelr worth, demonstrate to t@;a’ia

-

meaningful and dramatic terms the invaluable benefits of their human

services program? Counselors have done verv well {n this area in the
past, partly because counselor educators havefnoiﬁfﬁﬁﬁﬂth%hgnzgggggﬁ:ﬁ;‘;u
f;ills. Candidates are steeped in the latest theories of behavior
%nd counseling techniques, but left to their own devices when it
comes to justifying their role.

Take, for example, a scene occurring frequently around the

country in school settings today. This involves the prinicpal

i




sitting down with the Directd?iof Guidance in the spring of the
year to discuss the next year'é funding. The discussions are
usuaily qufte-frank; the princigal asks in very straightforward
terms how s/he can justify the guidance budget for the next year
given the shortages that exist., The response, when any is forth~
coming at all, usually involfes a recitation of ail the innumer-
able tasks a counselor gerfgé;;?in a given day, from meeting with
pareats, to handling Cruancy problems, to referring students to

oﬁhet agencies, to individually counseling students, to changing

W

registration‘cards, ad infinitum, The weakness of this answer is
that'whiie it tells the principql what counselors are busy at, it
does not specify what they accomplish. How ﬁany stuydents are
digferent in what ways becauge of counseling? Anawers to duestions
iike this might make an_ m?ression, but few counselors know how to
provide then. % |

A fundamental proplem is reflected in the above
gescription of the.typical counselor's day. Going from task to
task, responding to the greatest pressure of any given moment, the
- ‘ ‘ counseior ends up like a ping-pong ball., 8/he goes from one crisis
to the next, frantically trying to put out fires, with no time to
sit down and comnsider the’ purpose of all the activity .called crisis
counseling, and it results in what might be called the surrval

syndrome for the counselor. The struggle is simply to keep one's

o




hegd above the water, to stay ahead of the next crisis. The prob-
lem with this approach is that it results in a human seévices pro-
gram that constantly reacts to those who have reached the crisis
stage; rather thén acts to prevent such prob;ems in the first place.
The alternative is 4 program that depends on an organized plan of
what each student should be receiving from the program as s/he
progresses through school. Such a program,‘while it cannot entirely
%liminate crises, can help to prevent them, and at the same time

%an reach out to all students, providing help to those ready and
able to grow.

Such preventive and developmental programs can respond to
another major problem: the growing demand to prepare students for
the real world on thelr leaving school. In the past, guldance pro-
grams of ten coasted along by keeplng a shelf of college catalogs
and having a representative from the local smelting plant drop by
in the spring for a talk. With the ¢aTeer education movement, sus-
tained high unemployment -~ even in professional fields - and a growing
student sophistication about school and the world of work, this

* approach will no longer suffice. Studénts want to know what 1is

)-going to happen to them when they ieave school, what thelr oppor-
tunities will be. And they want to know liow what they are learning

;‘in school relates to-this approaching reality. Fulfilling this

need for career development is another of the challanges facing

gufdaHCe programs today.




This is not a complete summary of the problems of human ser-
vices programs, but it includes many of the key ones. Funding short-
ages, lack of accountability, crisis orientation, and lack of
career development are unhappy themes that pervade the majority of
the programs today. If people working in this field could solve
these problems, they would go a long way toward promoting general
health and even buoyancy in the profession. Unfortunately, this
is not presently happening. And ir is not happening for certain
identifiable reagonsf One of these is the ''counselors hgunsel”l.
syadrome. -

This term refers to human services personnel's widespread
feeling that they_were trained to cowmsel, this is what they are
good at, this is what' they enjoy, and this is damned well what they
are going to do. .55 matters little whether there are seven other
activities that yill effect the same or better results in less time J
for more cliengé. Providing instruction to large groups; employing
and training,?éer counselors; referring clients to community agen-
cles; supplying books and films in areas of genéral interest and
need; organizing the program'so that other staff members and para-
professionals can perform certaiﬁ“functions—-all these may be far
more effective in helping large num?ers of clients. But they do not

provide the same kind of personal reward-~that look of appreciation

or those-grateful words from the one in need for the c¢risis resolved.
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auman services staff are well rewarded for individual counseling, in
very meaningful, personal terms. But when this activity dominates
tﬂéir schedules, can they legitimately clatm that they are helping
the most clients in tHe.most effective way péssible?f

The reason for this syndrome, of course, stems partly from
the education such persons receive:‘ Individual\counsgling is
usually what they are taught to do best. The same,geQQOn»helps to
explain their generally ineffective response to the call for ac-
countabilicty. 4They do not know how to be accountable. Faced with
_this situation, many in the profeséion'react wiih: at best, defen-
sivenesé, and at worst, out~and=out panic. ''Well, what we've done
in the past has worked pretty well up fo now. This ngw acgounta-
bility fad will pass soon aqyway, and we can get back in the ol&
gr00ve. Besides, aren't we doing anything righe?" Unfortunateiy,
things change, and the good Bld past is in many ways gone forever.f-
Accountability is not a2 fad; many experts suggest that the trend is
just beginning. And while the defensive "Aren't we doing anything
fighé?" respons; is ;qderstandable, it-will not solve the problems.
Of course many things are geing done well,” But unless the activities
that are not being done well can be improved upon, they may seriously
impair the longevity of human services.

Thus, the funding crunch that educational and.soclal agencics

face, the crisis orientation of counselors, the counselors, counsel

J




syndrome, the lack of career development programs, the demand for ,/’

accountability, and the lack of effective response to this demand,

N

all add up to a serious situation.

A solutien is needed., If human

services personnel could measure what they are doing, if, given this .

+*

information, they could then plan a develoﬁmental program that did
provide 311 clients with career guidance, if they could increase
their effective activities and decrease théir ineffective ones,
(individual counseling or otherwise), if they could demon-

strate the results of their developmental program to those around
them--especially those having. to hage budget decisions-—a solution
might be at hand.

But who can do this? Unfortunately no ore - at

L

least, not very well. Certainly not the typical staff member. Such

skills simply are not a part‘of traditional staff education programs.

A Possible Sglggiga
Many ways to attack these problems and many possibie solutions
have been suggested, ranging from fuller use of technology to dra-
matic new human services techniques. One solution that is raising
hopes draws on the research from a ﬁuﬁber of studies. Fo; example,

Califeornia recently surVeyed its counselors to determine what were

the greatest needs in the state, and concluded in A Plan for the

Improvement of Guidance Services in California:

-

Upgrading training for on-the-job guidance specialists jg a
necessity for improving present guidahce services., The majority

<




of those doing the job are now on the job and will be for some
years. Improving the pre-service training is important, but ’
equally ., . . important is the upgrading of those holding the
guidance positions currently in’the schools, {(Guidance and
Counseling Task Force, 1973, p. 39).

[

Similar conclusions were reached in a féderally funded projeét
conducted in 1972-73 by the American Institutes for Research (AIR).
This study, supported by the United States Office of Education (USOE)
and designed tq determine the adequacy of guidance programs for
those students not golng.to college, suggested:

Comprehensive, well-planned programs of in-service education
that focus on professional skills should be developed, and all’
school counselors should participate in them. These programs
should Help each counselor develop the skills s/he needs to
meet revised certification requirements and to grow in competence
so that s/he can advance professionally. These programs should
be structured in close coordination with preservice counselor
education programs that will result in concentrating on train:
ing in competencies to bring about student outcomes. {(Ganschow,
Hamilton, Helliwell, Jones, and Tiedman, 1973, pp. 5-24 and
5-25.)

kol Other studies have pointed in the same direction. And many of
them reflect the stance §uggested in the AIR study regarding the na-
ture of the Inservice education needed. This type of training goes
under various rubrics, including performance-based, skills-baged,

N [ *.

competency-based, and so on. The key idea is that staff members need.
* to develop actual skills useful in on-the-job situations. Traditional
. education programs have often relied on academic, cognitive cutcomes,

turning out human service personnel who may know & lot but are untest-

* .ed in terms of actual pérformance. While general agreement has not

1
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elither in simuylated or real-1ife situations.

. been reached on a precise definitiod for the term competency-ba&ed :

what does seem agreed on 18 that such programs should go beyond

.

cognltive and attitudinal levels and require.actual performances,

v

How ¢an coﬁpetencyébased pre~ and in-service staff developmen

programs solve the problems discussed earllar? Tdeally, by showing

i

those in the human services field how to plan and evaluate their

) " ‘
programs systematically go thdt 'they are responasive to the préblems.

A well-planned. program can eliminate the;survival syndromé and

crisis orientation by requiring as the firxst step in the program s

developﬁent the mapping out: ef a set of goals based on measured -
client needs. It can previde a way to measure the program's effec- .

tiveness by having -these goals translated into behavioral objectives,

with information eollected periodically to determine.whether these

objectives have been apﬁieved It can counteract the counselora—

v

counsel syndrome b* determining which methods and activities are

effective and by motivating staff to spend their‘time according— ' )
-k

ly. Because such a program operates from an overall plan of what

mi clients need, a key part of this plan can be devoted to their /

“a *

career development needs. Since such a program can determine what

it does and dQee not accompiish, it can be accouﬁtable: Glven pre-
clge iﬁformation on what 1t 13 doing for clients, how they are ]

. o
different because of 1ts activities, 1t can muster very clear,

| }




dramatic arguments for continued funding, In summary, a competency-

based staff development program designed Yo provide human services

personnel with the skills needed tc plan and evaluate their programs

effectively could ideally solve every one of the problems discussed.
Presentiog the planning and evaluarion approach developed by

AIR (to be cutlined and detaiied-here) as an answer to all of tne e

above problems, however, is to misrepresent ir, It does have clear

advantages, no magger what the state of things - it was developed

as a means of brin%ing fundamental improvement ro human services

programs regardless of rhe particular problems of the moment - but

it is not a cure-~all, One wguld have to be nalve to expect to

find the answer to every problem in any one approach, The following

3
list summarizes, at least fgr school settings, some of the AIR

approach's chief advantages and disadvantages from a standpoint re- y

moved from the immediate problems such prod&ams face.

K -

Advancages ¢ .
It is a way tro:
- get counselors away from changing schedulé cards,

hand ling truancy problems, doing ground duty, and the
like, and inteo the important tasks for which they

were educated.

-~ demonstrate to administrators, teachers, students, and .
parents just what guidance departments accomplish.

- zero in on what students need and want, and know that
what is being done is important.




- menitoring tﬂ% quality of a program and make sure it
is accomplishing what 1t is supposed to do.

- move counselors from ''people who like to rap' to
\ effective changers of behavior.

- clean the cobwebs ‘out of a program, eliminating
practices everyone knows should have been stopped
five years ago, seek newer and better wa}s of ac--
complishing ends,

- bring a department together under a comnmon
philesophy and agreed upon goals,

#

Dlsadvankages .

It is disadvantageous in that:

staff members are likely to see it as a response to
outside pressures for accountability which they resent
and oppose.

- it requires a great deal of hard worx.

~ it involves the use of student behavioral objectives
which can be frustrating.

- 1t mav well reduce the amount of time ceunselors
spend 'counseling,” an activity most are fond of.

- it has a certain research feel, useg a systematic
approach and terminology which may seem foreign,
and will require a genuinely open mind and a
willingness to try something new. 4

- it requires change, which presupposes both an

individual and institutional commitment to change,
and an atmosphere free to allow change.

- it offers no flashy new counseling techniques, simple
. ' ‘ cure-alls, or easy shortcuts. Primarily it 18 a way of
organizing .programs sc that thev can bk effective,
efficient, accountable, and responsiye to students.

a
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It ‘should aiso be added that AIR h#d no.exclusive pdtent on

—

- .
this approach. Qperation Guidan developed at Ohio State Univer-

yd
., 51ty under the direction of Ropért Camﬁbel} and Harry Drier, paral-

lels itlvery closely (L ell, 1972). i’art of their ll;roject in- v

cludes the Career Planning Support System, a comprehensive appreach

for assisting high schools to upgrade their.career guidance pre-

grams. It 4s currently being Eield“tested in twelve states. ‘' '

AIR has been working over the past two years.to develop a

system of‘competency-baseﬁ staff development to provide pfactitiongrs

with the skills needed to carry out such an approach, and this vemn-

ture may~represent something of a breakthrough; but the concépt ift-

self has beeh expressed by numerous experts, and it would be unfair

-

to represent it otherwise,.

Overview of Bemaining Chapters
- . To summarize, we have now detai;ed some of the problems 'to .
which this approach can respond, and have delineated some of its
strengths and weaknesses. What follows 1is a'desqription of exactly
what 1s involved in the gpproach (Chapter II), h;w the staff develop-
ment program deve loped ajﬂll

, ment it (Chapter II1), and how some of the new client strategies

R furthers the skills needed to imple-

.and materials avallable on the market can be imtegrated into a pro-
gram using the approach (Chapter Iv). Chapter V provides a brief

recap, and the document then ends with a bibliography of books and
’

. 19
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materials related to the topics, or detéilins m;terials,available
to be used with the approach, * Chapters 1I-1V perhaps require a ;

litele further illumination. ‘

Chapter 11, 'an approacn to Effective Program Planning and

"t

Evaluation."” first coverviews the entire planning and evaluation

approach proposed here. It then concentrates on the }igft fout

parts of that approach.

1. Conducting desired oufcomes assessments. This includes
designing assessments, selecting samples, developing -
instruments, administering instruments, and summarizing
and translating data into desired program outcomes.

2, Conducting current status assessments. Touched on here
are summariziug program resources} analyzing current
goals, efforts, and outcomes; and determining the current
status of clients in the program.

, 3. Establishing program goals. “This involves comparing the
results of 1 and 2 to determine the discrepancies be tween
the ideal and the current, drafting goals accbrdingly,
and classifying 4nd prioritizing goals. .

4, Developing client performanéé objectives, An easy straight-
forward means of establishing a set of program behavioral
objectives is detailed, .including both the drafting and

= . sequencing of the objectives.

8ach oflthe sections selects and summarizes one key activity from .
each of these parts and includes examples of instruments and/or
products,

Chapter II1, 'Developing Staff Skills for This Planning-
Evaluation Model and Process,' details the staff development approach

-

that has been developed. This chapter discusses the philosophical
D 4

14
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basis for the approach and some of ‘the central definitions impor-
tant to it; the focus of the approach itself; how it fits with-the
planning activities detailed in Chapter I1, as well as with general

human service skills; and then the nature of the staff development

-

materlials themselves, iﬁcluding:

~ Intended target audiences’ .
- Example objectives of the appreach '
' Format definitibns
/ - Sections of the materials
- A discussion of tryouts to date

The chapter concludes with a‘discussion of some of the problems' and
issues involved in laoplementing this staff development app}oach, sth :
as motivation of participants, sequencing the various tasks, coping
with negative attitudes toward evaluation, finding ways of measuring
improvemené in participant skills, and making it appropriate for
- preservice as well‘&s inservice settings.
Chapter IV.' 'Using Competency-Basea Client Strategies and
Materials,” explains how client materials and programs can be inte-
\ grated with the above planning-evaluation model and the staff de-
ve lopment approach; it ove;views\:s:;ant developments in client
programs, and provides a synoséis of a number of promising ones now
avalilable, Detailg a; each program include an overview, its basic‘
goals and objectlves, procedures and methodology, any evaluation

information available, and a.contact name and address., Programs'

touched on will include Human Development Services' Life Career

-

!
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Deve lopment System, the College Entrance Examination Board's Decisions

and Outcomes; the &gency for Instructional Television's Bread and

Butterfliks; the University of Missouri's Lareer Guidance, Counseling,

and Placement Guide, and (Career éﬁqggtion Methods and Processes; the

Federation of Rocky Mountain States' Career Education and Satellite

Technology Demonetratﬁoq, the Baltimore Public Schools' Baltimore

Placement and Followup Pro, E and the Clevelan& Pu5IIc Schqpls' Jeb .

Development Program.

18
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‘The systematic model and process that the authors cofimend - -
) for effective program planning and ‘evaluation is{introduced
- here. "Following a brief presentation of the complete mpdel,
one fundamental segment of it is described in o detalla .
The following sets of sctivities ‘comprise this B€gment:
conducting desired outcomes assessments, performing current
status assessments, establishing program goals, and develop— .
ing client performance pbjectives. &ach of ﬂhese sets 1s -
- summarized, and the tasks and products involved in one of
: its essential sctivities sre reviewed in more detail and ] ~
11luatrsated.

Chapter II

An Approach to Effective Program Planning and Evaluation
* * . .

Overview of the Complete Process

As noted 1in Chbpter.I, the program planning and evslsstioﬁ .
approach on which we at AIR have been working over the.rehent‘yesrs.
employs a systemsgic model that is based on scientific methedoiogy
and is aimed at qhe planning, development, implementation, evalua-
tion, and revision of human service programs, It focuses'on the
needs and characteristics of children, youth, and adults. This
learner-based orientation means that the spprosch assesses needs '
"of learners and, translates them into measurable objectives. 1£ is

unon.these needs and objectives that priorities for human service

1n&etventions aré based. Featuring a process in which each phase '
1

provides feedback to preceding phases or input to subsequent activ-
ities, this\\Ethod agssures that the genuine needs of Your program

recipients or consumers will be met in the order of their importance.
-~
}
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The systematic model and process that the authors recommend
for effective program planning and evaluation 1is introduced
here. Following a brief presentation of the complete model,
one fundamental segment of it is described in more detail.
The following sets of activities comprise this segment:
conducting desired outcomes assessments, performing current ’
status assessments, establishing program goals, snd develop-
ing client performance objectives. Each of these sets 1is
summarized, and the tasks and products involved in one of
its essential activities are reviewed in more detail and
illustrated.

Chapter 11

An Approach to Effective Program Planning and Evaluation

* Overview of the Complete Process /
As noted in Chapterll, the program planning and evaluation
approach on which we at AIR have been working over the recent years
employs a systematic model that 1s based on sclentific methodology
and is almed at the planning, development, implementation, evalua-

tion, and revision of Human se;vice programs. 1t focuses on the
neéeds and characteristics of childrem, youth, and adults. This
learner-based orientati&n means that th; approach assesses needs

of learners and translates them 1nto‘measu;able objectives. It is
upon these needs and objectives that priorities for human service
1nkerventions are based. Featuring a process in which each Phasg '
pr;vides feedback to preceding phases or imput to subsequent activ-

ities. this method assures that the genuine needs of your proglfam

recipients or consumers will be met in the order of their importance.

17




This systematic approach contrasts with typical'programs, 1n/GL1ch'
certain important phases‘(sucﬂ as evaluapioq) are of;en omitted or
others tsuch as implementation) are overemphaﬁfzed.

The model 1s goal-~oriented and designed to.achieve clearly
identified and, 4f possibie, measurable ébjectiveé. Ehe focus of

the model is continqguqu on achievement of objectives. What is

-]

done, how it is dore, and 1ts success are all determined by theae

-

objectives, Feedback tells you, the program plancners, whether to

- ‘ » .

- ; .
change your methods or to change your objectives, ot

> In ghis approach to delivpring human servioces, &buf program .
v . M N

staff spends time seeking answers o the following qJEstions:

1. What do we accomplish?

2. What do we not accomplish?

3. What should we want to accomplishé

4, What can we do to accomplish 1t?

5. What is ;he best way gor us to accomplish 1t? ‘

6., Did we?

For the purpose of simplifying communications, the model on
which this program planning and evaluation approach 1s based 1s
di;ided into four phases or groups of activities. We are reluctant
to 1dentify specific categories or to use the word 'phases™ because

as soon as they are defined and even diagrammed in some type of

linear order, it becomes too easy to think of them as having to

4
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occur In a jockstep, chronological sequence, This then distorts

the whole dyfamic.and cybernetie nature of the interaction of those
f.attivities and thelr effects.. Hoping that this warning is suffi-

. -
- " .

cient, we fall back on the ecasiest way we know to commuﬁicate this

.model 1n-writ1ng—-a 1ist, more: detailgd descriptions, and a-dlagram
of the phases . "

* The phases‘are:

) Plgn ng: determining what you and your cSHaumers want
to accomplish "and 1ntegrat1ng this with system or
1nst1tution31 needs.

Developing: 1dentifying and putting together the best L
. ways to accomplish what is desired. o '“

‘ Implementing: putting your plan into action, trying
out your selected activities.

o Evaluat@_g_(lmggcql and Deciding: fipding out how well
* it worrand what & do next.

The first phase, Planning, is largely a data-gathering one .
Many human services programs rely on insubstantial guesses and as-
symptiohs about what they sdhould be doing. This phase systematically ‘
entails defining a philosophy, assessing the desired outcomes of
your program consumers, determining where your program is at pre-
s;nt, and then, based on these data, determining needs statemeﬁts

and establishing a workable set of program goals. The program moves

to a far firmer base, founded on ¢omprehensive data and thorough anal-

ysis. ) S ] \
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In graph.form, this phase may be represented thusly:

. .. . Defining Human Development
. . Theory and Bas{c Assumptions

7 TTTIITTTIL Ll
l Assessing Desired Outcomes 1 ‘Assessing Current Status of:

.a. Program resources
b. Allocation of resources
} - ) ¢, Current gtatus of
. . - ) . ; pProgram consumers
PV, WP e e o T g s e ]
r—Establishiug Program Needs and .Goals

Having completed the Planning phase of your p;ograﬁlimprove—
ment cycle, you will have established a comprehensive, practical
set of goals, based on solid data and intelligent analysig. But

‘ these goals will be global, abstract‘stasqments which will fail to
indicate exactly what your program consumers should be able to do.
And they will say ﬁothing about how you may expect the program to

help learners to accomplish such specifi&s. The tasks of this second

phase, Program Development, can be graphically illustrated as follows:

. ]




Developing

i -

IProgram Goals - }

-.....-—-;.1_ .

T L

v

eoEe am,

.Specifying Human

-Performance Objectives

‘__-____._,_ P L e et ]

- mm g e wm

Selecting Altermste
‘Program Strategles
I——-A-—---'—-t-: — pt— (--\----L

4

el T R I I T T T R i o

'y

Exggple

To help ‘students increase their
knowledge of the world of work.

W h e gm R gm em g S o gm wm sa o o A em

1..'All fourth grade students will

- be able to provide three sen~
tence definitions of five occu-
pations on a test in class.

2. All eighth grade students will
write one page summaries of their
vigits to five places of work
satisfactory to their soclal
studies teschers.

Have students:
_ "1, visit several places of work
2. Read books, articles

' 3. View appropriate films
- 4. Do individual research
i /’
- //
As the name suggests, the next phase, Implementing, gets into

the nuté and bolts of actually doing what You have been planning and

ke
Each of the strategies will'involve many individual

v

developing.

tasks'fq; the program staff and these may be thought about and plan-

neﬂ in advance. The staff will probably be able to perform the

| L
vast majority of these, but you may have gelected certain desirable

strategies that will require further development of certain staff

nembers. And as you go along, you will undoubtedly have to go through

43
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. &
a fine-tuning process with new programs and strategies to work out
the Bués and make them as effective as possible.. Each of these
toplcs 1s treated in this phase,
Agalin graphically: ) _ ;

T r—m— R

F
iSpecifying Process

) Objectives
carer e ——aned
r .
‘; *
’ ob B
. &
4t Developing Program . ‘
=
Q -Staff :
: = L l.
. m —— - 4 L it - "
.g, -
4 E .] ’
) e - - .

Trying Out Activities
and Monitoring Early
Implementation Efforts

L

. In a sense, the fourth phaée of this systematic approach brings
you full circle. You began by gathering 1nformatiop to make intelli-

gent planning and development‘detisions.. Now you neéd to gather .

information on how well you have done:, "By doing this 1nte11@gent1y,"

you can then make further planning. decisions and create a process

, of constant improvement. IR S ‘
- 3 = e,

~




¥ ’
’ . Graphically:
Conducting Summative ‘
Evaluation (Cost-Impact Studiea)
Communiééging E;dluation
) Results and Making Decisions
T for Subsequent Programs

[l
r

The above phases comprise the ovetall model and proceas on

which we at AIR héive been‘ﬁorkiﬁg. Figurer<l on the next page 1l-

T

lusttrates the intﬁracg*pn of these four phases. The total mod

provides a'way to developian&‘operate human s&rvice programs logi- s

"cally and systematically which has been shown to be,ve;yﬂhelpful

in many si4uations’, ,But the system is not perfect, and it does not r !

. i ’

remove the need for hard work.




For you to understand and experiment with‘the planning~

evaluEtion approach; you would-need much more information tean

B} is provided in the brief deseriptions end’figures presented in
thé preceding section. A detalled review and illustration of all
four phases of the model is not posible in, this monograph. More
feasibie is coverage of one seghent of tee model,—ané this will
be atzempted in the remainder of tﬁis chapter. Discussed here.
will be the Planning Phase (except the fmportant activities of’
defining human development theory and asSsumptions) and a key acti-
vity of the Deﬁeloping Phase, specifying human performance objec-

v tives.

LI 4 ! .

. .

T -
4 Examples of “Desired Qutcomes Assessment Activities and Products

Once a progtam's basic philosophy has been definedj the next

"

. ' s logical move islto establish‘ite goals and objectives. ey t
such'foundation building is identifying the 1mporfant needs C;‘:;je
program's consumere. Human services are of ten structured around
system needs. Néeds assessments should give primary attention to,
the neegﬁ of the recipiente of those serv;ces and should encourage
the adaptation of services to pecple, ra;her than vice versa. Tﬁey
< can also supply eeﬁprehensive data for determining the accountabil-

’1ty of human services prograqﬁ; give concrete, empirical data

around which to develqp programs; provide comprehensive data instead
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of isclated guesses; imcrease program coordination; and initiate

L

. f_ ' a process of planning and evaluation designed to keep programs

current. ¢

To conduct sach needs%assesﬁﬁguts requires 'asking program con-
sumers as well as other knowledgeable persons, to indicate their

f . thoughts and féelings about what they need. .A major part of the

*

-
total needs assessment process 1s the assessment of desired cutcomes.

Tﬁe process mav be broken dowm into a number of activities:

1. Designing the assessment,

2, Defininé and selectini} the persons to be sampled in the
assessment.

3.
4,
5.

Selecting/developing the instrument(s), . .
Adminisfsring the instrument(s}).

Summarizing and translating the data into desired outcomes.

We have selected the third activity to discuss and illustrate below.

Selecting/Developing the Desired Qutcomes Assessment Instrument(s)

Many different approaches to the development of instruments are

asic question is probably whether you want to

possible. The-mdsi

use an alre exlsting vehicle or develop your own. In efther case,

a varied assorment of approaches is possible, The following dis-

cusgdon presents a synopsis of the various kinds of fmstruments
a¥aflable for your use,

.Kinds of Insﬁygpgp%g. a, Observational techniques. (This method

of collecting information involves watching behavior and tabulating

bl
[




dasa_gn what is seen. Usually such information is colleeted in :
real life settifgs with the observer acting either as ; particiéant

(a group facilitator hoticing group members'.nonverbal responses /j/”\
dﬁriﬁg a'group counseling session) or a nonparticipant (a chiid

therapist using a one-~way mirror),

b, Interviews. In this technique the information gatherers sit

down with the individuals from uhﬁm they ?ish to obtain information

and ask them questions in a face~to~face setting. Usually they
work from a predesigﬁe& form or set of questions to try to assure
eqtal treatment of all interviewees. The face-to-face contact and
;ersonal touch are advantages of this approach, but it is msually
tife~consuming and Ef? contaminate data through personality vapiables
that come into play between the two (or wore) peoplel -

¢. Questionnaires. These are paper-and-pencil ingtruments to which

1nd1v1dﬁ§19.respond in any of a variety of ways. These include -
&
written responses to open~énded questions, checking 'ves” or "no," M

checking one of several multiple choice responsés, ranking a series
of statements from highest to lowest, and rating statements along

a numerical or written scale. Questionnaires are widely used be-

- .

cause of their efficiency and ease of administration.
d. Follow-up studies. These are surveys of individuals now re-
moved from a program, such as graduates from high scﬂool who are

asked for their thoughts on a high school career guidance program.
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A fairly short structured or open~ended quéstioqnaire is frequently
{'employed, but an interview format can';L used. Mailing strategiles
often play an important role in this kind of survey, and achieving
a high level of response 1s most important,.
.e, Card §ort techniques. This is a hybrid ;f the 1loterview and
" . questionnalre in which individuals can be given a "deck" of cards,
each with a statement relating to an outcome they might desire in

a common area. Individuals sort through each deck they receive, §

eliminate those cards which do not represent desired outcomes for

9

them, and arrange those that do 1n order from most importamt to
least. When data qn the desired outcomes of individuals are coum-
bined, the areas of highest cholce and the highest cholces within
each area can be established. -

f. The critical incident technique. C(ritical incidents result
from the observation of identifiable behaviors that have a clear
intent or purpose and at least ome observable outcome., The inci-
dents reported are of critical importanee to the achievement of
the outcéme or to the lack of progress toward i1t., In ope ipstance,
critical incidents relating to ten abstract goals were collected
from parents, teachers, and students, allowing precise behavioral

definitions of the goals both ipffgfms of student behaviors and

teacher strategles—to-emcotrage such behaviors. A classification
4

scheme was then built for each goal, and 2 serles 6f '‘needs-~assess-

‘ ment’ questionnaires was developed Lo determine the exten® to

30




which appropriate student behaviors were being demonstrated. Thﬁé,
the critical incident technique served to define, in behav%oral
terms, the desired outcomes of the educational system, 1n another
case, critical incidents were collected on counselor communication.
responses thit were eizher effective or ineffective in facilitating
client progress. These ilncidents were used to ldentify competencles
arouhd which a counselor education program was later designed.

g€. The delphl technique. This entalls a serles of intensive in-
terrogations of samples of individuals (most fréqgently experts) by
means of malled questionnaires aimed at ranking desired outcomes J

‘ + ¥
and arriving at goals. The mallings are interspersed with control-

1

leﬂeedback to the participants, Responses to each mailling are

summarized and returned to respondents anenymously. Competing
opinions usually converge and diverse opinions are often blended
into distinct and clearly stated major®ty and minority opiniloms.

-

Existing Instruments. What often seems like the easiest way e
-~

out of the confusion of finding a gaﬁd instrument is simply .to
adopt one. that ls generally available and thus make usé of someone
"~ else’s expertise. You are saved the work and,gxfénse of generating
your own, and a ready-mad; 1nétrument/39ufﬁ/seem to provide the
simplest seolution. Unfortunatelx,'tﬁe solution 1s not that easy

-

because a number of, problems are involved.
;‘ e

L
. 31 .
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The first difficulty is that in most cases such instruments
have not undergone the kind of testing and refinement necessary to
‘K%mone them into reliable, frustworthy vehitles for your purpose. A
second problem ig the fact that no matter how good the instrument,
Bt will rarely lend itself perfectly to your garticula; setting -
and will have 1imited generallzability since it was designed with
Eiiﬂgﬁgds and conditions of a different locale in mind. 4 third
" problem is that few existing instruments make the distinction that
G

we advocate between desired cutcomes and current status. In an
. -

.assessment, unless a program has 1nformationlboth on where 1t should

»

ideally be and where it currently 1s, it 1is oper;ting_on very in-
//,/ ) ‘ adequate datg. Most instruments just start asking questions, ig-
noring this distinction, and wind up with a potpourri of information
that is of dubious value. *‘;xiﬁh
In mentiéning some of the instruments already in existance,

therefore, we 4lso caution against blithely adopting them. Either
adapting them or using them foz‘ideas 1n‘generat1ng your own iné
strument is usually a better course. Only those instruments seeking
"at least some desired outcomes information are listed below.

a. Priority Counseling Survey. This multiple~cholce questicnnaire

(Smith and Johnson, 1971) seeks a mixture of current status and
desired outcomes information reported by students at various aca-
demic levels; separate forms are available for junior high, senior

high, 3nd college respondents .
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b. Miseouri Jtudent Neede Surv urvey . Thia broad ranging instrument,
with variationa for students, teachera, parenta, and emplovera. uses
a multiple-choice format, aeeking 8 mixture of current atatua, de-

. aired'outcomé, and'évaluat;Ve information. IIt is available from
-ﬁhe Missouril Stste Deparfmentiof Education.

c, North Dakota_ﬁggﬂg:ﬁsgepgpgpt Model. Thie aix—pdint reting

scale survey has varistions for students, teachers, and admini-
strators. It clearly separsates atudenfq' responses into current
atatuj/ang\desired outcomes cetegories, while'aeeking current
gtatus Information from othgr groupa.ulihia survey 1s svailable

from the North Dakota State Pepartment of Education. 1

‘ d. Santse Clare fbungz_Eggggpigga;_ﬁpgﬁg_§prvez. Thia-r?ting gcale .
- survey seeks students' feelings about where things are and where

they should be, also trying to determine in what-areas schools ghoulg

help students. It 1is oupplemented by & teacher assessment. Thip

a

survey wao .developed by the Santa Clara Office of Education in San

Jose, California.

!

Developing Your Oun In@trumenm{s).. Because not all the tech-

niques liated earliér can be dealt with in detail, we wiil concen~
trate here on queqtionnaires, as they seem to be the most generally

. practical. A number df.queationqaire formate is poesible. One is -~

Rhe open-ended written response, in which the respondents tell in
Y
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b, ﬁiggour} Studect Needs Sutvey. This broad ranging instrument,
with variations for students, teachers, parents, and emplo§ers, uses
a multiple-choice format, seéﬁing a mixture of current atatus, de-
sired outcome, and evaluative information. It is availsble from
the Missour{ State Department of Education,

¢. North Dakota Neeﬂg.ﬁiggqugpt Model. This #8ix~point rating

gcale survey has variatione for students, teachers, gnd admini-
strators. It clearly separates students’ responses into current
status and desired outcomes categories, while seeking current

status information from other groups. This survey is available

from the North Dakota State Department of Education.

d. Santa Clara Cpunty Educational Needs Survey. This rating scale
survey seeks stu@ents' feelings about where things are and where
they should be, also trying to determine in what areas schools should

help students. It isg supplemented by a teacher assecssment. This

.survey was developed by the Santa Clara Qffice of Education in San

Jose, California.

Developing Your Own Instrument{s). Because not all the tech~
- v o b g g y— -

niques listed earlier can be dealt with in detail, we wiﬁl concen~
trate hera on questionnaires, as they geem to be the most geperally
practical. A number-d§ questionnaire formats ie possible. One is

the open-ended written respénae, in which the respondents tell in

s
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their own words the answer to a question, structure their respoqLes
‘1n the manner which 1s most meaningful to them, gnd offer 1nd1vldual
insights. This format usually causes difficulty in summarizing the
information, but does allow for 1nd1v£dual expression. A gecond
format qaks respondents simply to agree or disagree with statemen;sﬂf
which express opinions on various aspects of the survey's subject.
In a third kind respondents are given multiple cholce items and asked
_to pick’the ones that come closest to their view. A fourth format
is that of ranking, in which various desired outcomes are listed and
respondents are asked to put them in the order of their importance,
A fifth format entaills ratings, In yhich respondents express omn a
series éf s?alea their feelings about the questionnaire's variables.
A number of guidelines should be kept in mind 1f you choose to
develop a questionnaire. Begin by choosing the format that seems
best for your purpoééa, and then write a sample set of items and
have theﬁ evaluated to make sure they are appropriate and function-
al. To be useful as guides tc program improvement, each item
should reflect a change in behavior, an attitude, or a level of
knowledge. Items must be meaningful tc the respéadents. Language
and wording should be appropriate to their age, grade: lével, or
experience,

In addition, items should reflect the real needs of the re-

spondents and not ignore important froblems. Items should be ones

34
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to which they would be willing to respond, amd should éncourage
response. Respondents ghould Dot feel threatened by the statements.
Your directions should make it clear that there are no right or
wrong answers, and your statements should reflect this oriemtation.

In addition to writing the actual items, you will need to ~
draft some direction to go with them. Again, some general guide-~
lines apply. First, the directions BhQU}d be as brief and to the
point as posqible. They should explainjthe reason for the instru-
ment and what 1t is to do. Be Veqf/;cncrete_in this regard. With
questionnaires, if 1tems arejto be checked, say so; if circled,
‘indicate that; if written out, Y\ndpcate the length and form (sen-
tence, phrase, list) of response you want, Often 1t is useful to
iﬁclude a sample item two, with the correct form or reaponse
clearly demonstrated. If there are time limitations or other per-
tihent conditions which apply to administration of the instrument,
be sure to mention these so that respondents can take them into
account .

Once you have generated a number of items, you ghould pilot
teat them. If you try them out on fellow etaff members, you will
often receive valuable suggestions for improvement. Along with

‘this, and more imp0rtaﬁt, the items should be tested with a few
of your program counselors who are compardble to those to be in-

cluded in the‘assésament. Suggested improvements should be éathered

{

1
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. « directly from these people and from observing how the process goes

_} < and what the results are; Suggested changes can then be made and

the final instrument drafted. N

Examples of Current Status Asgsessment Activities and Products

sfﬁ?; defined, you will have deter- 3

4

Once the desi

nined the ideals toward which Your human services program will work.

I

But also important is knowing wﬁere you are at pgesent. By com-

*
-

paring these two gituations, you can determine just how far you
have to go. Using these concepts, then, we define need as the dif-
ference between the current state (or status) and the desired

state (desired ocutcomes). Graphically:

Current %Eatus Need Desf;;d Status

A current status assessment involves gathering information
-thTough these kinds of activities:

1. Summarizing the resources available to your program. No
matter how many desired outcomes have been defined, a real-
istic program must to designed--one that can be carried
ougﬁyith available resources.

2, -A{alyzing_ﬁbw ese resources are presently being used.
'Since the most mportant resource is usually staff time,

-  some measurement of how this is being expended is central.

the areas on which their program will focus. These data

3. Measyring how w ll\%iogram consumers can do presently in
can then be compared with iheir etated desired ocutcomes to

, . show where the largest\dis‘crepencies exist. o
SN , \
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Because the second activfty 1s perhaps the miost difficult:of the

above three, it has been selected for further discussion and 1{llus-

tration, In all of these activities it is important to-note that

a current status assessment 18 not designed to evaluate.a human ser-
L}

vices program. You will not be determining if a particular prograﬁ

is good or ﬁad; you will merely find out what ig happening:

e

Analyzing_Cur;gg;‘Ailquﬁ&pp.gg Program Resources

. One obvious way of determining current gvals and efforts of a
human services program is studying available dopuments.*\These will,
of course, vary from one social action setting to énother, but the

« following current ‘documents are possibilities for study.

1. Statements of progrﬁm ob jectives, desired outcomes . If

the objectives have been documented for the program, they

-
can serve as points of reference, A8 discussed above, a

current status assessment is conceérned with ‘'what the pro-

gram 1s trying to achleve,

2. Program consumers' records. - Records will not be the same ¢

N

for every setting, But such information Epuid include stan~
+ v s
dardized test scores, referrals to coynselors, interview-

reports, academic records, attendance patterns, and demo-

LN

graphic information.

%

w-up studies, Studies of graduates and other former

~




clients can provide information .-as to the responderts'
' *\ 4
v pgrceptions of the program gnd how 1ts activiti#s have

"
]
*

assisﬁfa them or faileq to heiﬁ. M
4, Reséarch or evaluation studies. If the program has recen&;::‘ .o

. ' ly undergone an accreditation or beeh the object'&f'ren
search, the resQlting data may provide information that
can be utilized. ’
E v 5, Departmgntal budgeis. These sho&ld provide 911 of the

| "« infermation you need éo determine the allocation of your
v \ financial resources,, ‘

6, Community surveys. Studies may be available that show

what occupations are most common in your area amd vhat

.y .

' ’ . T vocational and educationalcppportunities ex;st.‘ Other
studieg méy offer reports frop local employment agencles
regarding their percepkiéns of jgur progr;m's graduates
Qﬁ ) ' and their career Br life preparation.
Noﬁe'éf‘thesg 8ix potential sources of'informition is going ;o sup- g\

. ) ply the answer to ;uestibﬁs regagding the current gtatus of yoﬁr .

program. Information must be gathér;d from a number of sources and

a;alyzeq as to its aﬁpfopridteness\and usefulness,
- In ;ddition to htudying.availabie documentation, another infor-

2 °  mation gathering method entails conducting time/task/cost analyses.

Because in a current status assesBment one of your concerns’ is the




o

(- - | :
way resourses are used, .a time/task/cost’anglysis can be a useful

approach. This analysis consists of noting the various tasks -and

activities performed by a program staff member, recording the a- ...

) , mount of time spent on .ach one, ard finally calcylafing the cost’

of each task on -the basis of time spent. The record-keeping may be
done by the person performing the tasks or by a trained observer.

‘The results of the aﬁal&éis indjcate the t

of time they took, and the cost of each t

. For example, to determine the cost o

*

an- activity that re-
gquired x hours of a counselor's time, this) formula can be used:l

. Weekly salary
Hours worked per week

Cost of counselor's’
time per hour

T

Suppose Counseior Davis gets an annual saléry of §12:000 and works

40 weeks per year. Each week s/he works from 8:00 A,M. - 4:dQ P.M.

less 1/2 hour for lunch and fwo,15-qinﬁte cof fee bréaks. For each

a

hour of his/her time, the school district pays

weekly salary ' = §EZ$%QQ L om $300
“Hours work/week = 35
E%%Q- = $8.57 Salary per hour

" Thus, if Counselor Davis is spending an average of 2 hours per day

.on clerical 'tasks, the cost to the school each day 1s approximately_

$17.

A time/task/cost analysis might also be made of other human

»

3y
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1

resources in your human services program.

However, your mest diffi-

cult chore probably will be arriving at an accurote, reliable de-

scription of what your program staff actoally does, A study in North

L
Dakota aftempted this. Counselors were asked first to estimate what .

»

percent of their time they spent in each of 13 activities (current
étatus); then they were asked to rank the activities according to
A gomparison between the two was made.

)]
The results are reported in the aforementioned Needs Assesgmggt Model‘t

preference {(desired program).

for Guidance in North thota (Lee, 1973). The North Dakota tim?

analysis chart 1ig one ‘way to determine the ailoeation of staff fime.
We have. found that a dally log is a good way to Fecord the ac-
tivities, and 1t can be filled in either by.a staff member or a

The log should be used for a one-~ or two-month

trained observer.

period over your program'e'year.

used for the entire-year,

long period.of time, it

1f the log j

shouid-at least

Ideally, of‘coﬁrse,,it should be
: :

bannot be matntained over a

be filled in, at scattere

iritervals te minimize distortion. *

\

\\

»

-

The format of the log should not’qe 8o complicateé that'the

staff member finds it a burden to use.
’ i ~
oo 3
include this information: (1) What happened?-

i1
i1

~ thesé questions &an be brief but each item is important. %he

first three are dbvdous parts of ‘a 1033-but-the.inurth_itgmm the

However, the form should

purpose, or why it was done=-may not be.

: LGV

The question .ties

t

|

(2) Wwho was\involﬁed?

. (3) How long did it take? and %) Why was 1t done? The anQYers to




-

4

the staff person's activities to outcomes, the goal roward which
Ty

the activity is directeds this is an esgestial part of the current

status assessment.

~ Note this item from a counselor log:

Tuesday, March lé4
10:15 - 10:25 = Visit by new student

This entry answers questions Z and S-taho was involved and how long
it took--and gives‘a bartial answer to question l--what happened. ,
It does not show, nowever, whether the student came in fo; ag;istance
/ in enpolling, information about the school, aid in finding a part-
time job, pgrsonal help in coping with a new situation, a get-ac-
qgainted chat, or some other reason. I¢ is important for the human
services personnel to note the purpose of their actions.

Displayed as Flgures Ziand 3 on the two EO{lowing'pages are -
sample counselor logs‘ that were devéloped in éﬁncgrt with the coun-
seling staff of Cherry Sxegk High School in Cherry Creek Colorado..
They are offered qnly as examples and could be modified. For
exanple, if you have formulated specific desired outcomes ,- the
logs' geecrions on 'Why Did You Do It?” outcomes could be replaced
with your ocutcomes. By recording your activifies in terms of the

desired outcomes, You should obtain key data for a comparison of

. the current and desired status of vour program.

31
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In,addition‘to studying current documents, conducting time/
taskfcést analyses, anﬁ collecting staff logs, you can add to Your
current status assessment by gaining information abou£ the alilo-
cdtion of other -resources. The current contributions of other staff
menmbers, clients, special personnel, and community members to Your
progran should also be measured, as well as the current allocarion

of the many technical resources.

il
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Example Activities and Products
Involved, 1o, Escsblishing Program Goals

This set of activities brings together the results of philo-
sophy and desired outcomes definition and current status assessment
in a set of goals that will serve as the cornerstone of your human
services program. Program goals are the global statements of out-
comes around which a program {s structured. Thils set of activities
also represents a juncture. On the one hand, you look back over
the planning activities to make sure they have been of hi‘; quali ty.
On the other, you look ahead to the more c;ncrete definitions of
behavioral objectives for vour program consumers and program strat-
egies to aid them in meeting those objectives.

The activities in this set include:

1. Defining discrepancies between the desired outcomes

assessment results and the current status assessment

results,

2., Specifying the resulting needs statement in order

of their degree of importance.

3, Classifying goals into useful pyerall schemes for

a program,
4, Setting priorities among the goals,

S. Evaluating the planning activities you have conducted.
4
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0f the above activities, the third has been selected as the one to
be discussed in more detail and to be illustrated.

Classifying Goals, ou may wish simply to map out an unstructured

list of goals, but more likely you will want to classify and group
them. Grouping goals will highlight interrelationships among them,
encourage comprehensive coverage ;f all important areas, make it
easler to communicat; them to others, ald in evaluating results
growing out of them, provide new perspectives to those who use thenm,
and clarify their meaning. The first place to look for su;h a
classification sehgpe is to your assessment instruments. If you
collected data in well defined categories, you can simply proceed
to determine your program goals using the same g@gtegories, Not

all assessment instruments lend themselves to such easy breakdowns,
however, or the breakdowns used may not be appropriate for a sensi-
ble grouping of goals. So if you need some classification scheme
useful in mapping out yvour goals, the following are offered as
suggestions that may be helpful.

One model developed at AIR divides the concept of "career"” into
six areas and allows all goals (and subsequent objectives) to be
classified into one of the six career areas. Therefore, career or
life planniﬁs and development is seen as occurring in each of these

six areas:

: \
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Vocational ~~ Behaviors related to exploring and making
decieions roncerhing both opportunities.in the world
of work and personal characteristics related to such-
opportunities.

Educational -~ Although often related to vocatiomal be-
haviors, behaviors in this area involve exploring and
pursuing educational opportunities independent of, or
not immediately having, vocational concomltants.

Personal-Social -- Intrapersonal competencies needed to
function effectively ag an independent person and in-
terpersonal behaviors needed in small group situations,
including two-person relationships. .

Academicrlearning -~ Behaviors involved in handling dif-
ficult situations and varied learning tasks more ef-
fectively and efficliently in varied settings, not just
in the formal classroom.

Citizenship -~ Behaviors differentiated from those in the
social behaviors area because.they are appropriate to
larger groups of people and to secondary (e.g., govern-
ment) rather than primary (e.g., family) social systems.

Leisure == Behaviors utilized in the exploration of leisure,
cultural, and recreational pursulte; and behéviors in-
volved in exploring one's personal characteristics re-

+ lated to such pursuits; making decisions on the basis of

such information; and pursuing omne's 1nvolvment 1n avall-
able opportunities. .

¥
JoL
‘ L3

A second model, summarized in é monograph by the California
Personnel and Guidance Assoclation (1972), establishes three major
catsgories of career guidance,- and additional subc:&sgories within
them. Each category fepresents a broad area of learn;ng co?tént
necessary to help studentg develop work, life style, aﬁq leiéure

gatisfactions and-achieve desirablq gocletal outcomes. The'basie

47




Vocational -~ Behaviors related EB“exploring and making
decisions concerning both opportunities in the world

of work and personal characteristics related to such
opportunities.

Educational -~ Altﬁougﬁ%aften related to vocational be-
haviors,; behaviors-in this area involve exploring and
pursuing educational opportunities independent of, or
not ivmediately having, vocational concomirants.

Personal-Social -~ Intrapersonal competencies needed to
function effectively as an independent person and in-
terperscnal behaviors needed in small group situations,
including two-person relationships.

Academic~Learning -~ Behaviors involved in handling dif-
ficultr situations and varied learning tasks more ef-
fectively and efficiently in varied settings, not just
in the formal classroom. !

Citizenship -- Behaviors diffd&entiated from those in the
social behaviors area becafise they are appropriate to
larger groups of people agd to secondary {e.g., govern-
ment) rather than primary/ (e.g., family) social systems.

Leisure -- Behaviors utilizpd in the exploration of leisure,
cultural, and recreatiodal pursuits) and behaviors in-
volved in exploring one's personal characteristics re-
lated to such pursuits; making decisions on the basis of
such information; and pursuing one's involvment in avail-
able opportunities.

A second model, summarized in a monograph by the California

Personnel and Guidance Association (1972), establishes three major

categories of career guidance, and additional subcategories within

Each category represents a broad area of learning content

necessary to help students develop work, life style, and leisure

satisfactions and achieve desirable societal outcomes. The basic

4i
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components and concepts ldentified in this monograph are as follows:
1.0 Career Planning an& Declsion Making

1.1 Individuals differ 1n thelr interests, aptitudes,
abllitles, values and attitudes.

1.2 The understanding, acceptance and development of
self 1s a lifelong process and 1s constantly
changed and influenced by life experiences.

1.3 Enviroment and individual potential interact to

Influence career development,

4 Individuals must be adaptable in a changing society,

.3 Career planning should be a privilege and respon-

sibllity of the individual.

2.0 Educatlon, Work and Lelsure Alternatlves

2.1 Kpowledge and skllls in different subjects relate
to performance 1n different work roles.

2.2 There 1s a wide varlety of occupations which may
be classified 1n several ways.

2.3 Socletal expectations Influence the nature and
structure of work.

2.4 There 1s a relationship between the commltment toO
education and work and the avallablility and util-
lzation of lelsure time.

2.5 There are many training routes to job entry,

3.0 Life Styles and Personal Satisfactlons
i 3.1 wWork means different things to different people.
3.2 Job satisfaction 1s dependent on harmonlous rela-
- tionships between worker and work enviroment.
3.3 Job speclalization creates interdependency.

A third and somewhat more traditionally orlented model classi-
fles program goals partly according to the vehicle of qelp. This
approach, adapted from several sources, identifies four major types
of services a human services program may provlde, and suggests pos-

)
slble subcategories within the é?eas. The deflection of the focus
éway from student outcomes and toward strategles of help 15 a

43
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weékness of this model.

1 B 8 .
Direct Help Indirect Help
(Counseling with Clients) {Consulting with Parents
and Teachers)
1. Individual Sessions On: 1. In-service Sessions with Teachers
A. Drug Abuse
B. W Peer Conflict 2. In-service Sessions with Parents
C. Family Conflict O ‘
D. Pregnancy 3, Parent/Teacher Conferences
E. GSelf-Awareness

4. Test Interpretation
2., Group Sessions On:

A. Interpersonal 5, Occupational Information
Relation&hips .

B. \ Sex 6. Educational Information

C. ugs

D. mily Problems it 7, Curriculum Revision

E. Dexision Making

111 . ! Iv

Post-High School Preparation Administration/Coordination

1. Post-Seconda Education 1., Orientation

2, Occupational Information 2+ Records

3. Educational Placegent 3, Testing

.. 4. Job Placemeng 4, Evaluation

3, Test Information 3., Registration

6. Decision Makin
F/ g

\_//—_‘" 4 L[]

7. Values 5 7. Placement (Educational and

[

- 5 Vocational)
i

6. Scheduling

Other models exist, many og\fhem useful and worthwhile., Your

job 1s to select or develop one tﬁgt best meets your own needs, and
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structures your goals in the way that will be most useful, .?)

A part of classifying and grouping goals is specifying for what
target populations each goal 1s appropriate., Inasmuch as goals are
general and broad, they often will apply to an entire program's popu-
lation. "To help clients to b@.more\skillful in making decisions
and solving problems," is an illustration of this. It applies to
virtually any client. But not all goals are applicable quite this
generally; part of the task will probably become one of developing
a set of goals appropriate for different age groups. These may be
divided simply into elementary and secondary levels; into primary,
elementary, junior high, and high school; into youth, adult, and
elderly: or broken down in some other way more useful to your set-
ting. But some conside;-ation of ages and target populations is
needed when developing goals. I

-

Il
Example Activities and Products involved in
s T 1

Developing Client Performance nbjectivgg
Goals resulting from the preceding set'of activities‘will be
general and abstract. Objectives are narréwer in scope &nd more
specifid. They are gstated in a way that is measurable and quanti-
fiable; therefore, they help you to determine if you are reaching
your broad goals. Each behavior should also have a specific target

group, should include the conditions under which it will be measur~d

ol
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and should have specific criteria defined for acceptable perform-
ance. The result of putting these parts together is a complete
obiective.

Activities that initiate the Developing Phase of this chap-
ter's systematic planning-evaluation moéel entail tasks such as the
following:

1. Determining client outcomes.

2, Writing client performance objectives that include outcome
statements and three other ingredients,

3. Using available b;nks objeqtives.

4, Sequencing objectives according to the developmental
skillslgf target ﬂppulations and domains of behavior.

Si;ce the firs£ activity isifundamental_to the othefs, we have decided

to focus on it for further discussion and illustration.

-

Determining Client Qutcomks

Writing objectives requires you to think of performances of
your program's clients which indicate that a goal has been reached.
Oge}pépthe first problems you will encounter in going-from goals
:; objéctives is deciding what types of performances you wish to
include,

Many attempts have been made to classify humdn behavior -and

educational objectives. Benjamin Bloow (1936)-and Krathwohl, Bloom,

1

and Masia (1964) divide objectives into the "cognitive domain"
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(knowledge), the "affective domain' (attitudes and feelings), and

LY

the “psvchemotor aomain" (phvsical skilla). Frank Weliman (1967)
uées three domains (educational, vocational, and social) and three
functional levels (perceptualization, conceptualization, and gener-
alization) within each. The Czlifornia State Department of Educa-
“tion, in its recent attempts to set forth a model, has renamed these

" “accomodation' (Internalization),

functional levels "awareness,
and "action." Each of these suggests the progression from encounter-
ing and undetstanding, through internalizing and accepting, -c¢
acting on the basis of the knowledge and attitudes,

Presented on the next page as Figure 4 1is a graphic iff;atra-
tion of the domains and levels defined in the California model.
Ffgure 5 on the page following provides specific examples of the
types of outcomes this modél‘s proponents believe exemplify it,

This model could serve as a useful framework for yoﬁr outcomes (and
subsequent activities) if you have not already dgvelopéd a prefer—

ence for another scheme. The maferial,is taken from the California

Personnel and Guidance Association's Monograph 3, Accountability in

— A g A erem avam A e—— ———

Objectives, eaited,by Howard Sullivan and Robert O'Hare (1971).

If you are already familiar with any of these classification
schemes or find one kind of terminology easier to use than another,
act hccordingly. But use some system., It will help in sorting ob-

-jectives and understanding tﬁe intefrelationships among them.

By
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Figure 4

Three’ Dimensional Model
for
Pupil Personnel Objectives
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Figure 5 . . .
N . * . !
. Areas of Student Development Within Each Domain*
“h +
Educational Domain
Functional Level e ) )
Awareness ! Awareness of the educational setting
Awarenesswof personal characteristics relevant- .
to the educatiomal setting . »
Accommodati&n: Concept of gelf in the educational setting
Planning ‘of work toward achievement of edu-
cational goals
Action: Coping with the demands of the educational
environment - !
\ Artainment of personal.satiafaction f rom ed-
| ucational experionces ' -
Y Achievement of succeéss in purSuit of educa-
B tional goals
\-
k . Vocational Domain
Awarkness; Awareness of the world of work
' Awareness of personal characteristics rele-
vant to the vocational dqgain
Accomﬁodation: Cohcept of aelf In relation to the world of work
Planning of wbrk toward achievement of occupa- ‘
tional goals . c . : (' .
Action: Implementation of vocational choices

*Adopted From Wellman™ (1967) ©

Achlevement of personal satisfaction from one’ s

vocation
Achlevement of success 1n the pursult of vocar,' ;
tional. goals i . . ; |

: R .
J ' | I -




AWareness!

Accommodation:

Aaction:

5

Social Domain

Awareness of sccial reéponsibilitigs, oppor-
tunities, and expectancies

Awareness of personal characteristics rele-
vant to the social setting,

Concept of self in a social setting

Planning of efforts toward the achievement of
satisfving and acceprable soctal relation-
snips ’

Coping with the demands of spcial groups
with which one is affilidted

Attainment of personal satisfaction from
soclal experiences

Achievement of success in the pursuit of
social goals

Qu ’
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Guidelines for Wtig&ggwpgjectives

LI B Bl

Certain general guidelines can aid in developing a set of ob-
jectives, A performance or outcome is a behavior that will indicate
that the client has atrained a geal. These cutcomes must be related

to the goal., They nmust be significant, that is, something vou
really want to wnow about this clients TheY pust describe what the
"client will be able teo do, not what others will do for the Cl:’tent.
Cutcomes should a.lso describe the‘ end Tesult, not the procedures or
activities the client will go through. They must be observable or
measurabie. Therefcre, ¥You have to use action verbs im your Out-b
comes in order teo aveld the pitfalls of vague, unmeasurable verbs
such as ‘knowing," "realizing,” or "understanding.' These are dif-
The follosing are cther examples,

\
of verbs that produce ambiguity and therefore should be avaolded in

fFicult to cbserve and measure,

TOUr gutcome statenents:

tg know

to understand

to really understand

tc appreciate

to fully appreciate

to grasp the significance of

4

-

ta
Lo
to

enjoy
belleve
have faith in

Action verbs are subjlect to fewer Interpretations and are far
more useful in describing what clients will be able to do., The
following are acrion verbs that are usefu}l in generating client out-

comes -
DU
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discriminate ‘give evidence separate (group)
identify apply (use) design
recognize’ . make inferences relate
sort from compare how
classify choose (from a contrast
match list) identify evidence
‘distinguish , ldentify perform
compute dppropriate list
calculate interpret draw

[ explain -‘operate .organize
discuss define demonstrate
state record predict (e.g,,
construct describe reactions)
make write name '

Note how thg_action suggeated by each of these verbs answers this
question: What should a person be able to do to show that an ob;
jective has been reached? Such "acts' involve a performance that
demonstrates a skill, a knowledge, a person§1 or socia; behavior,

. opr-an attitude.
]

f

As you think:of outcomes, 1t 18 important to consider the

deve lopmental skills of the clients for whom the outcomes are
appropriate. Behaviors that give evidence of attainment of a

| goal will vary with clients’ learning experiences. If your pro;

-—.gram has a goal that 1is appropriate for all clients, then you will

have to think bf‘the outcomes appropriate for persons who have dif-
ferent developmental skills., These should not be determined
étrfctly by age level, as individuals at a given age or grade level
will vary in ability. They should build -on one another, tracing
a hlerarchy from most basic Lo most advanced performance. 1It, is

at this point that subpopul.tt inne most be catefully considered,

L
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fndividual needs and developmentél skills vary a great deal, and
objectives must be differentiated.accordingly to be of real value,
Think about wha%:each client subgroup can realistically be expected
to achleve. Match expectations to the real world. This is hard
work, b;t essential for.a pracsical, useful result.

An obvious question at this polnt is how many outcomes You
should generate for each goal?_ ~The more precisely and completely
the program goals can be spelled out in measurable objectives, the
more likely it is that they will be successfully achieved. How-
ever, 1f for each goal you were to write outcomes for clients at
each level of developmental skills lor each domain, you would soon‘
have thousands of cutcomes and consequently thousands of objectives.
This would be counterproductive to the purpose of writing perform-
ance objectives, which 1s fo give some clea? direction to your
program. No pat formula exists for defining the exact number of
‘outcomes and objectives for each goal, but clearly you must set
some priorities among possible thcomes. We encourage you to think
of as maﬁy outcomes as You ¢an, remembering that not all goals have
appropriate outcomes in all domains, or at more than one skill
level. Then prioritize and select the outcomes around which you

wish to develop complete objectives. To prioritize the outcomes,

think of the c¢criteria mentioned earlier:

A

[} ]
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l. Ouvtcomes must be observable and unambiguous.®
. 2., They must be relevant to the goal

3. They must describe what a client, not a
staff member, will be able to do.,

4. They must be significant--something that

& woXth Deing gble to do,

In selecting the ouwtcomés around which you will build objectives,

remember that the program should limit iteelf to those outcomes that
it can reasonably and successzlly manage. Try ro select those our-
comes that are appropriate to the program, clients, locale, personnel,
and available resources. An important part of outcome writing is
developing those that will best fit your particular situvation. If
“this means having to choose a fe; from among many possibilities,‘:he
best course 1s to pick a representative sample that fairly and ap-
propria:e1§'covers the ground 1in quest;gn. In actual numbe;s, a

loosé rule of thumb 1s to have from five .,to ten outcomes per goal.

The best gauge‘is the considered judgment of the people working in

the situarion 1n which the outcomes will be used.

!

— . g—m o m— Y pem -

te poatulate that 1f you follow the segmen:‘of four sets of
-activities outlined above, the planning, development, implementation,
and evaluation of your program will be facilitated. However, we

encourage you to become familiar with subsequent segments of.this
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process that flow from the results produced by the above activities.
These additional sets of activities ate briefly described below to

illustrate the summaries presented at the beginning of this chapter.

Selecting_ﬁltetnatigg.gxggyam Stratggiea .o

Knowing exactly what you want your program clients to be able
to do stil} AOQS not glve you any plan for helping them actually &
do it., This set of activities moves from statements of ends to con-

. sideration of means. Now that you have defined in precise, be-

havioral terms the outcomes and objectives for your program, you
need to think about h?w you can best help clients reach these ob-
jectives. _Are the means you have used in the past the most effective?
Efficient? Practical? Have you coni?ﬁered the myriad of other
possibilities?

Specifying Process Objegﬁ}ve?

Process objectives are analogous to client performance ob-

jectives In the sepse that the; spell out in precise behavioral
 terms a mo;e general definition., But they are different in two

ways. First, they apply to the program and what it must do rather

than to the clients. Second, they spell out activities rather

than terminal behaviors and therefore represent means rather éhan

ends. When fully developed and organized, they form a plan of

action that defines all the things your program muat do to help its

clients 1n the ways that you and they have decided are important.

£
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In addition, they define who 1a responsible for each task and the
date by which it should be acecomplished. I; regard to assigning
'reaponsibiliiy} they help you to match up staff skills and interest
“with appropriate taske, leading to what can well be a happler staff
. and greater program efficieﬁcy.
Developing Program it;_a;f_f_f_ i _ .
In completing the-fwo proceding sets of activities, you may

have.identified some areas in which 1t would be helpful for your
proéram'a gtaff to have more fully de;zloped or additional akills,

-

As gtaff members grow into their jobs, they can continue to seek
education and develop talents that can magke their performance ever

- %
more valuable., In this set of activities you explore how to go

about locating and expanding such staff development potent{ﬂiities.

. *rying Out Activities andlﬁpg}spz}gg_ﬁgylyplgplementation Efforts

Evaluation may be thought of in two.realms, forﬂ#tiva/and

summative. The latter deals with program accomplishments and at-
Eﬁinment of goals at something approaching am end point, looking
back over a”auba:ancial period of time (ag¢ a year orwmore). Forma-
tive evaluation refers to all the feedback mechaniems used as a
program progreases that detect and bredict problems and help planners
meke ongoing decisions to make -the program operate as effectively

as possible. Exploring the ﬁays to g about conducting effective

-~
formative evaluatiom iqdiudes deciding when 1t is and 18 not impor-




In addition, they define who ig responsible for each tagk and the

date by which 1t should be accomplished, In regard to assigning
responsibility, they help you to match up stlaff skills anq interest /
with appropriate tssks, leading to what can well be a happler staff

and greater program efficiency.

Developing Program §taff /

In completing the twWwo proceding sets of activities, you may

N

have identified gome areas in which it would be helpful for your .
program's staff to have more fully developed or additional skills.

Az gtaff members grbw into their jobs, they can continue ¢o seek

education and develop talents that can make their performance ever

more valuable. In thié set of activities you explore how to go

about locating and expanding such staff development potentiglities.

Trying Out Activities and Momitoxing Early Implementstion Effortes
-y - — —— - - — — »” v

Evaluation may be thought of in two realms, fornétive and
@

gsummative., The lstter deals with program accompliihments and at-
tainment of goals at something approaching an énd point, looking

/4
back over & substantial period of time (iyyf; yesr or more). Forma-

-

tive evaluation refers to all the feeiPé%k mechanisms used as a
program progresses that detect and predict problems and help planners
make ongoing decisions to make the program operate gg effectively

as possible., Exploring the.¥ays to go about conducting effective N
formative evaluation i 'ludes.declding vhen it is and ls not impor-

y -
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tant to cgllect information, how you go about doing 1it, and how you

make use of it when you get 1it,

Conduct Summative Evalgations (Costrfmpact, Studles)

As the title suggests, two key kinds oé information are sought
in this type of program evaluation: the program's impact or what
it has achieved, and how much 1t costs. Whereas in formative eval-
uation the focus is on the individual parts of a program, here the
interest 1s on the éntire program. Decisions are still orilented
towaﬁq how best to improve the program; but hard choices about elim-
1natf§g parts of 1t may be dictated by the results, and-a longer
range view 1s required. This set of activities emphasizes how to
desihn such evaluations and carry them odt, and how to use the re-

sults 1ﬁ making important decisions.

Commuﬁicating_ﬁvaluation Regy}ts

If you have carried out the preceding activities successfully,

you will have a well-designed and evaluated program. But no one

may know about it--a situation that is more than a cosmetic concern.
Other staff members, administrators, politicians, parents, ana

clients all play a viéal role in decisions about human services. p
grams. You can make effective use of you} evaluation feport with
ail'of these groups. This set of activities entail§ three cegptral
concerns: decisions and the data they require, audience character-

¥
istics, and resources available for producing the report. It no

62.
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only explores variations that capn occur in the report content, for-

mét, and level of sophistication, but also investigates a varfety

of techniques that will improve any report,

-

Summar .
W - \

" This chapter briefly reviewed a fundamental segmenl of a \
systematip_ﬁianning—evaluation model and process. This segment R
entails conducting‘desired outcomes assessments, performing current '
status assessments, establishing program goals, and developing
client’performance objectives, It is our firm belief that this
segment covers a critically important portion of the comprehensive
‘model and process introduced at the beginning of the chapter.

These activities are ones that invariably are;either ignored
by program planners and developers or are quickly glossed over.
The results are human services programs with ill-defined goals and
"objectives," with an over-emphasis on delivering services for these
ambiguous purposes, and with an impossible design for any t}pe of
meaningful monitoring and evaluation. No wonder such a paucity of
solid accountability evidence exists concerning the effectiveness
and efficlency of many social action and educational programs.

A major problem in ensuring that such a systematic program

planning-evaluation model and process is tried and tested is the

lack of progfam staff skilled in its philosophy and techniques,

6o
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There is need for comprehensive, well-planned approaches to in-
service education that focus on t technical and professional
skills necessary to implement such wodels, Such approaches should
be structured in close coordination with preservice education of
ﬂuman gervices personnéf who are them able to develop competen-
cies useful in producing identifiable, agreed-upon client outcomes.
it is to respond éo this problem that inservice staff develop-
ment is currently beipg developed and field tested at AIR. At the
same time, plans are underway for articulating this educational
effort with preservic/;ﬂctivities. ' The aim of this staff develop-
ment is to provide the deliverers of hnman services with skills
necessary to effectively plan, develop, implement, and ev&luate
social actitn or educational programs. This approach is discussed

further in Chapter III.




Building on the systematic planning-evaluation model add process
summarized in Chapter II, this chapter addresses the issue-of
helping human services personnel learn the knowledge and skills
they need in order to employ that approach. Philosophical as=-
sumptions basic to the type of staff development recommended
here are briefly reviewed. Fundamental competencies on which
this staff development focuses are listed. The nature (i.e.,
objectives, format, activities, and expected outcomes) of the
leaming process 1s summarized anil illustrated. Finally, gene-
ral conclusions from recent pllot tests of this educational
approach are stated, as are problems that accompany {ts 1mple~
mentation. -

-

Chapter III

Developing Staff Skills for this
Planning~Evaluation Model and Process’

) Assumptions Basic to this Staff Deve_iﬂopgé&_ﬁgp_rgg_@_

R ) A

Through the pilot and field tests of this and other staff devel-
opment activities, we have painfully learmed the importance of both;

making explicit the assumptions on which our design and implementation

activities have beeﬁlfounded_and stating these at the beginning of
) ‘any presentation. In this way we do not take these assumptions for
granted and our audience has an opportunity to review and challenge

them, 1f they sio desire. Such 1s_ the purpose of this section.

Assumption 1: The delivery of human services needs ﬁp be improved . *
More specifically: we belleve there 1s a need for more compre-
hensive ;ysteﬁs of guidance, counseling, placement, and follow-through

in a number of settings {e.g., schools, colleges, community service

' 0o
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-asqthe one_outlined in Chapter II.° i

r\\ #
Y oe
{
1
i

%enters, forrectional rehabilitation institutions, employment ser-
%1ces). ?or school settings this need was well documented by an
AiR study}complete& during the 19?2~?% fiscal year 'for the United

States Office of Education's Office of Planning, Budgeting, and

Evaluation (USOE Contract #OEC-0~72-4986), After surve&ing the

pation to find effective guldance, coﬁnseling, placement, and follow-
l . - )

up programi for non~college~bound youth, and producing a@n extensive

3

literature peview (over 150 pages)}\? final report,.,and 13 case g

studies, we' concluded that programs had not yet beem realized to

meet the needs of such youth. Further; .speculated on the direc- .

tion that should be taken by future attempt at/improvfhg such

services .

If guidance systems are to be realigned o maet genuine needs
of youth as conceived by the authors, there 18\ a majpr/need for
rigorqus program development. The potential to\cenduci such
develppient and evaluation requires explicit, cl rly defined}
and measurable program objectives and an accurate ¥nowledge of.

;ﬂ the gractical and political Xahtext in which judgments concern-

ing achievement of these objeetives must be’ made. n data
generated by a program must be!: correlated with these\objec-

the target population; collected accurately; presented 1
"easlly interpretable form; and provided in time to be use
detision-makers at all levels with a means to evaluate cost
benefits and costseffectiveness. (Ganschow, et al., 1973,
p 5-25.) 2 -
The ﬁigorous program 1mprovement called for 1n the above statement

impLies the need for a systematic planning—evaluation process such

F
.t k . /
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Assumption 2: Those. human services that focus on influencing the
—— 1?,’\nw-‘nqqﬂ\~\q—itvﬁ-“ﬂ-ﬂv-—--“ " —

tion of "career," .

-

career development of their clients ghould f: focus on_a broad Heﬁlgif

t

-...-—.._,

' Rather than define career simply as vocation, we view 1t more . N

broadly as a life-development process\which involves all the impor-
tant elements in_an individual's growth toward what s/he would like

to be. The six elements that we include within this broad concept

¢ .

of career are 1isted and defined on page 44 of.Chapter II. In this

context, career development entails many aspects P life besides -

those related to school and work decision~making.

Assumftion 3: Manyﬁpersons engagaed : 1n the delivegy:qg human services

i —

' : - .
eﬁﬁeg;ive EYQ&EEN.JQBFPEEEFFt;.a“d sh0qlg_. £re cowpe:engy baqgg i

staff develquent assistance. [ Staff develobment'a&;emgtiég to de-

L]
......

- We use the terms "c0mpetencies” and "skills" 1nterch%mgeably

-

Thes staff developwent approach on uhich we have been:gorking attempts

T

" to go well beyond the cognitive and aﬁtitudinal iepeis emphasi zed

in many conventionaln1nstrdctibnal‘program& for human services per-

sonnel. We concentrate on the ECFual skilks and behaviors such pe?%_

-sonnel require in order to develop and Heliver'compreheﬁsfve SEEV1CE$‘

- '

‘ Such skills have -to be operationallzed-by observable perfgrﬁencdi,

preferably ones that can be evaluafed by . the sﬁccessfui prodyction

- . .
> ! A8




of a product having measurable relevance for practical settings.
Assumption 4; Insufficient informatioa has been available for - j
generacing the type of competency-based staff development suggested
above, ' - : - ’

A

Until recently no concentrated efforts had been made .to imple-

ment activities outlined in the following process:

.

1. Tdentify gepE¥ic and situafionrgpecific tasks that human

/
-

-
serviceé/personnel perform 1n practical settings (i.e., .

conduct a task andlysis). _ : . . . o

2. Specify competencies (initially stated as desired outcomes
‘ o ool
for such personnel) needed to perform these tasks.(i.e.,: . '

\ T ,
conduct a competency analysis).

N 3.  Select and design assessment strategies by which such . ¢

competencies can be measured. What performance-based

v v assessment techniques exist, what téchniques are presently .

undeé development, and how can they best ba adapted?

‘Such techniques must aSsess tﬂe skills each participant

has, the oﬁe s /he needs to develop,\and those SIQF wan;é

“to acquire and pradt;ce (i.e.,‘competency asggssment).

/ T4, Design and evaluate performance-based instructip‘%l se-i

N ) ' quences (}ncluding materials and strateg?es) that pro-
vide learming experlences approprigte to the compe;encieé

L] .
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5, Determine how, to evaluate the effec;iggness of the staff
deve lopment, -

6. Pilot test, revise, and field test the staff development.
Then, revise it again before integfating it into regulér
pre- and ip-serﬁice training sessions.

7. Validate the competencies produced by using experimental °
and quasi-experiméntal designs appropriate for determining
the relationship between human services cOmpetencies aé-
quired and client lmprovements made.

8. Conduct data analyses to determine what staff development
teaniques are most sultable. What kinds of problems com-
mbnly arise, and how might they be avoided or corrected?

9. Conduct evaluations by selecting approqriate criteria for
assessing the success of the staff development series.
Provide for the formative evaluation of the staff develop-
ment used.

These are the areas to which we have been devoting our ;ésearch and

development energles over the last three Years.

Assumption 5: There ie a gemeral need far more ippovative and

systematic_educational procedures for developing human services staﬁgé
For example, Iin the area of counselor development, several
studies have suggested that counselor effectiveness may bear little

relationship to traditiomal counselor education programs, both pre-

6V
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service and in-service (Joslin, 1?65; Engelkes and Roberts, 1970).
In fact, some counselors and counselor educators claim that the re-
lationship is more negative than positive (Carkhuff, 1968; Island,
1972).

Cash (1972) challenged counselor educators to review their edu-
cational processes and to revise them, {f necessary, to focus on
program output. Counselor educators have been encouraged to specifv
in coperational térms their fpstructional objéctives and performance
criteria. ''Without specifically formulated bebavioral goals, the
accountability of a counseling curriculum is highly suspect (Horan,
1972, p. 163)."

New ways of iearning and teaching are urgently needed in pre-

‘and in-service counselor-education; this is our fifth assumption.

Counselor educators have been criticized for not making greater use
of innovative programs and designs from new educational technology
such as instructional objectives and modular packaging (Horan, 1972;
Brammer and Springer, 1971). While the professional literature in
education and in guidance has been highly supportive of the devel-
opment of learning objectives and implementation of competency-based
programs, few operating programs are in existence. Of those counsel-
or education programs that have developed a comprehensive series of
learning objectives, few have used mod&lar packaging as a delivery

systew for educating coungelors to use this type of information.

Ay
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We committed ourselves to developing a staff development approach
that is relevant to all human services perscnnel, no& just counselors,
and is: (1) systematically planned and organized, {(2) individual-
1zed and personalized to learners' needs and characteristics, (3)
objectives-based, (4) bullt around coordinated instructional modules/
kits, aad (5) sequentially.organized on a centinuum of increasing
comglexity of learning outcomes,
égsémp;}on 6: There should be articulation of transportable sﬁéif
development across pre- and in-service settings,

The discontinuities between pre~ and in-service leafn;hg ex= '
periences‘have become more appatent in recent years. Competency~

based learning can remcove some of these discontinuities 1if it is

N—

o

tailored to skills that practitioners require in order to perform
their job tasks better. As noted above: conventional staff develop-
ment has not concentrated on the specificaticen of job activities,
competencies requisite to them, and i;structional procedures design-
ed to promote such skills. If these informationh needs are resoclved,
pre- and {in-service learning eXperienées éan be coordinated by.an
agreed~upen set of competencies, expressed as measurable objectives,
To maintain 1t8 usefulness, such staff development must not only

be applicable to pre~ and in service settings, it must also be

structured so it can be administered in places other than where

it was developed and by persons other than the developers, Perhaps
!

-
o

-
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at least 75% of each learning component should be transportable.

—— . e e —

Assumption 7: There must be both individual and institutional com-

mitment {f human eervices are going to be iwproved.

In many ways, this final assumption emphasizes factors that
are well beyond the control of a staff development approach. How—
ever, human services persomnel should learn to recognize the impor-
tance 'of these factors and have at least some preliminary skills :
for dealing with them. These factors involve system or institutional
constraints that inhibit program improvement. Institutional open-
ness to change apd willingness to allocate resources that will fa-
cilitate program modifications are difficult to ensure. When it
comes to challenging entrenched authoritf or ingrained behavior,
many reforms go a-~glimmering. The {nfluence of such attitudes'can-
not be ignored; these factors must be identified gnd, if possible,

-

dealt with as ea?ly as possible in the progfém igprovement cycle,

‘Focus of this Staff Development Approach

«  As §tated in the preceding section and in Chapter II, the gtaff
developmént approach that we have been developing and researching
focuses on the competencies human services personnel exergise in or-
der to ‘plan, develop, implement, and evaluate their programs.

Figure 6 on pages 71 through 77 presents a condensed version of the

knowledge outcomes and skills th?”ue initially identified as

"




particularly concucive to implemgnting all segments of the systematic
program planning-evaluation model amd process described inihapter II.
NEFice t%:? within the Impleménting Phase, general counseling skills
sneeded for individual and group counseling a}g\included
That domain of competencies is followed by Flgure 7, which dia-

grammatically summarizes the prelimfhary set of modules that we have

\ selected to provide staff development in high priority skill areas

e of the planning-evaluation model. There are 12 modules, the length

of each averaging about six hours, or the equivalent of a cne~day <{

workshop. Thus, this approach can take anywhere from one to two-and-

a-hal% weeks. A coordinator is required to lead discussions, pro-
vidé'feedback on activities, and evaluate participants’ responses
to test items. A written guide is provided td help coordinators
imglement these tasks. More specific details on the natgre of all

parts of these module packages is provided in the next section.




Figure 6

Domain of Competencles >

*

Orientation of ahpgpgfgpepg}yg“ﬁpprpggp1Fp‘ggpgsgg'lmprovement

Explain to another person the comprehensive appreoach to
progran improvemwnt, .o

L ; ’
Explain the advantages of the comprehensive approach.

Explain how competency-based learning in this series 1is
related te uaing the appreach.

Indicate what competency-based learning, if any, is relevant
to self.

Phase 1: Planning Programs

Defining Philosophy, Purposes, and Target Groups

Define the philosophy and purposes and designate the general
target population(s) of each program being planned,

Assess the current philosophy related to human services, and
the current planning approach used; and, 1f necessary, work to

develop an environment conducive to the implementation of the
comprehensive approach.

Develop an approved, written statement of the philosophy and
-pdrposes for which each program will be designed.

Develop an approved, written description of each program’s
target population(s).

Assessing Current Conltext and Programs

Design, conduct, and report an assessment of the current
context In which each program will operate.

LA
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Develop an approved, written summary of all aseessment data
collected on the general characteristice of the context in
which each program will operate and the current status of
learner~related outcomes related to both system needs and
society needs.

Develop an approved, written summary of all assessment data
collected on human services currently available in the

target area. Such data eshould include statemente of current
services provided, outcomes those services try to help
program recipients achieve, and the number Qg:persons served,

AsseaainE‘Deaired Cutcomes
e w ko ) ———

Deeign, conduct, and report an- assessment of desired dutcomes
for program consumers in the target drea. -

ldenti fyin ﬁeedqi Writing Goal Statements and Outcomes;
Communicating_and.Evaluatinﬁhfianni"g Deciaiona and Activities

» -

develop an approved, written statement onh high and low- '
ranking needs and wante of program recipients in the target area

based on learner needs, and school system and society needs e
derived from empirical data.,

Produce an approved written summary of sequenced goal,state- o
ments and student performance outcomes for, each proposed human
- services program.

ldentify all audiences that should  receive communications at
varlous states of program improvement, their communication
neede, media appropriate to their characteristics and needs,
and a dieseemination echedule.

Evaluate and report (in the appropriate dissemination
documents selected above) the effectiveness, efficiency, and
desirability of decisions and activities conducted during
this ‘phase of program dekign.

Phase I1:; Developing Prégrams
Sgecifzima*yqﬁqgigtg Program Participants and Ob jectivea

= —

Seleéct each proéram's participants and specify program objec-
tives related to the current status ofﬁeach participant's skills.

Integrate data on current and desired programs in order to . ;
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Develop an approved, written summary of all assessment data
collected on the general characteristics of the context in
which each program will operate and the current status of
learner-related outcomes related to both system needs and
ig;iety needs .,
/bevelop an approved, written summary of all assessment data
collected on human services currently avallable in the

target area. Such data should include statements of current
services provided, outcomes those services try to help
program reclplents achieve, and the number of persons served.

éggesaing Desiped.Optcomes

Design, .conduct, and report an assessment of desired outcomes
for program consumers ln the target zrea,

Identifzing &gpggi_ﬂyitiqg Goal Statements and Outcomes;

— e W s e Beh g

Communicatingpgnd_Fggihé}lpg_zygpéﬁgg_pgglpiégg and Activities

Integrate data on current and desired programs in order to . :
develop an approved, written statement on high and low- - L
ranking needs and wants of program reciplents 1n the target area
based on learmer needs, and school system and soclety needs
derived from empirical data.

Produce an approved written summary of sequenced goal state- o~ —y
ments and student performance outcomes for, each proposed human
services program. .

Identify all audiences that should  receive communications at
varlous states of program lmprovement, their communication
needs, media appropriate to thelr characteristics and needs,
and a dissemination schedule,

Evaluate and report (in the appropriate dissemination

documents selected above) the effectiveness, efficlency, and
desirabllity of decisions and activities conducted during
this phase of program design.

Phase 1I: Developing Programs

Select each program's participants and specify program objec-
tives related to the current status of each participant's skills.




Produce an approved, written description of the general
characteristics of persons from each program's target
population(s) who will receive that program,

Develop an approved, written set of objectives (including
specification of the target personsy directly or indirectly
measurable desired outcomes4 conditions for testing, training,
and/or real-life performance4 and standards of performance)

for each proposed program planned for immediate implementation.
(Program ob jectives probably will reflect different develop-
mental orlentations at the various learning ability levels of
program. participants but should be smoothly articulated across
these levels.}

Design, conduct, and report criterion-referenced assessment
of the current status of each program participant's skills
to determine her/his placement in the program.

Investigating,_Eg}egping,ﬁpnﬁ_pgxé}ggﬁpg_gyogram Procedures

Identify alternative procedures for helping learners achieve
appropriate objectives, and select and develop procedures for
each program.

List all available and possible strategles and procedures
that can be used to help participants achlieve objectives
which are relevant to their needs 1n each proposed program.

Produce an approved, written description of selected pro-
cedures for helping participants achieve each proposed
program's objectives.

Communicating and Evaluating  Program Structuring Decisions
and Activitges

Disseminate appropriate communications summarizing products,
progress, and problems resulting from the decisions and
activities of this phase of program development.

Produce for each communication audience disseminltion
products sumar?zing each program's desired outcbthes,
objectives, participants, resources, and procedures in

order to elicit ideas and support for subsequent fleld tests,

Evaluate and report (in the above dissemination media} the ef-
fectiveness, efficlency, and desirability of decisions and ac-
tivities conduf:fE,EBEiHS this phase of program development.

70.
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Phase 1L+, Implerkoting Peograns

Stating Procedural Objectives and }gp’lépenration Strﬂegies

- State procedural objectives and 1mp1émen§aticn strategles
for each program and obtain clearance for the field test
evaluation, schedule, and costs,

- Develop an approved, written description of the tasks which
must be performed to implement smoothly and effectively the
proposed field test{s) of each human services program. The
description should list: (1) general tasks (written as pro-
cegss objectives) that program implementers should accomplish
to ensure that participants in the field test sites have o
portunities to meet their performance objectives; (2) more
detailed tasks briefly outlined as Iimplementation strategies;
and (3) learner process objectives that describe activities

participants wilirperfarm to achieve performance objectives
in their Programs of Studies,

- Design, pilot test, and revise a support system {(computer-
free, computer-assisted, or computer-monitored) to handle
data on participants, characteristics and performance. :

e an approved, written description of field test costs
a rationale that describes the evaluation design, proce-
ures, and schedule, and lists instrument specifications for
ssessing the extent to which participants in the field test
s\te(s) achieve their goals and objectives.

- Pro

Selecting Program Staff and Initiating Staff Development
Activities

- Identify, recruit, develop, monitor, and evaiuate professicnal ) 1
and paraprefessional pgrsonnel who can implement the proposed
field test(s).

- Design and conduct analyses of the tasks that must be per-
formed to implement successfully each program in the field
test site(s), and analyses of the competencies needed to
perform these tasks.

- f

- Identify those tasks that can be performed by huﬁ;ns and those
that machines can best provide, and then design and implement
procedures for assessing the qualifications of available human

I and machine resources. ) .




»

Select human and machine alternatives capable of supplyiné the
needed competencies and identify options that need further de-
~~yelopment in order to attain satisfactory task performance.

Develop and test the desired machine resources as well-as col-
lect, create, and pllot test competency-based Btaff development
packages and train those personnel who do not have the compe-
' tencies they will need. Training could be provided in many com-
petency areas. For example, staff members should: '

- Relate effectively (language, rapport, respect, fair~
ness, support) to learners, parents, and other program
personnel, ;
Utilize: (1) existing 1nstructionaﬁ packages or
units; (2) tests; (3) vatious counseling approaches
(e.g., client centered, existential, Gestalt, psycho=~
analyﬁig, rational-~emotive, transactional analysis,
| and parent~teacher effectiveness); (4) specific

strategles (e.g., use a problem-solving Process to
tielp clients meet their heeds} help clients acquire
and apply decision skills; demonstrate personal-
soclal contracting techniques; engage clients in
role playing and behavioral rehearsal activitiles;
assist clients in self-assessment processes; help
clients acquire and apply behavior observation and
analysis procedures; help clients learn and practice
. self confrontation; traijp clients in relaxation and
! desensitization techniques; employ rewards, punish-
ment, and extinction principles with clients and
self; and assist clients to aEQuire and use self-
, management and self control skills); and (5) explore
various - techniques for group counseling and guidance.

Analyze key factors of the institution (learning
enviroment, relationship to the community, resources,
requirements, strengths, and weaknesses) and their
relationships to human services programs.’

Be sensitive to contemporary problems. (drug, racial, ’
sexual) and traditional problems (family, acadewic,
social skills). .
Design and lmplement a staff and machine monitoring.
evaluation, and renewal process to ensure that imple-
mentation tasks are performed effectively,
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Preparing Fleld Test Sites

Prepare the field test site(s) and conduct and report process
evaluations of implementation activities,

Prepare site(s) that are equipped with the materials and
resources needed to implement each program in the field test(s).

Implement each field test- program as described in its process
objectives and analyze limited, 1if.any, negative side effects.

Conducting, CommunicatingJ and Applying _Results from Process
Evaluations = R

Design and conduct ongoing process evaluations of the effective~ f
ness, efficiency, and desirability of program implementation
decisions and activities; report the results of these evaluations:
to appropriate audiences; and make decisions related to subse-
quent program implementation based upon them.

Phase IV: Making Decisions Based
on Program Costs and Impact

Conducting and Reporting Summative Evaluations . !

Design, conduct, and report product evaluations to“assess fhe
impact of each human services program implemented in the field
site(s). KN

N y
Determine 1f participants have satisfied their needs aftqr
they have participated in the field test program(s)

1

Determine 1f the satisfaction of participants’

attribated to the effects of the field test program(s).

|

N
needs car |be f
/
f

i

Determine any umanticipated effects '(ppqltlve and negati ]e) of f
.the field test proLramfu.) oh participants, ssaff, parent;. an 7
thee Tiedd Ten waerting. J f
I K R T IV BETY B PYRRRR AR P B I [\l»!;"‘ TRE SR T BT R ,r hese .

vt oo the e b el prasty caf ) oo ael mnnise and dis-
pla saet-cbe dhaene . e rbies acding bot b tvpe Do Wt ‘
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Conducting and ReEortigg CosgteEfficienc Evaluatioqa

Design, conduct, and'report quasi-experimental or true experi-
mental studies that identify the most cost-efficlent procedures
and programs for helping learners achieve their career planning
and developmeént objectives, .

Conductipﬁ_a@dJRepo;tipg_Costepenefit Evaluations

——

Design, conduct and report cost-benefit studies to assess the
impact of field test program(s) in the light of long-range

and/socletal needs,

' énd g8oclal considerations as well as changing human, sys-

d—eommunicating Coets and Impact Data
N B T s gL L]

, Hake{décisions related to necessary future human services and
changes in field~tested programs, and communicate these decisions
‘fand itheir rationale to appropriate audiences. .

w
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. Nature of thig Staff Development Approach
. .The- topics of our initial 12 staff developmept modules are ’
listed in Figure 7. Central\to these topics are the etatemenés’
. L > \ . : . .
of each module's behavioral outcomes, just as statements des ¢ribing
desirable client outcomes are centfal to the human services pro-
L gram . ‘ i . -
‘Exgected Staff Development Qutcomés . e
The outcomes that bértiqipangs are expected to'eeﬂieée through 4
N . N i . e ) .
R this staff development apbroach are summarized below by module. = s
- - N & .
,*-"/ i . ’ f '
: Module 1 - Career Development Théory. Participant expected
" outcomes include the'epiifiies to:
. e : |
. 1.. " Identify current practiges in your career guidance  ° ..
i : " | program that reflect each of the eight tareef or o
¢ ! vocational development theories. " . 7
. . o NN
. ‘ T _ 2. For each theory, list at’ least one additional activity .
’ Pet - vou would consider adding to vour program, -
7 - 3. State the assumptions upon which your current'
e ‘ ; guidance program is based. '
- r . L3 l ) . . .
4, Pooduce a written plan which, when implemented, will R
result in a statement of the philosophy and assump- L,
tions underlying the career guidance program you will - 7 -
. develop through the course of these modules,'
“ Module 2 - Program Development Model. Parficipant expected P o
- outcomes include the abilities to: ‘
* \
r 8 z
. 79
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i 1. list at least three common guidance problems to whic: _‘}
the approach described here can help provide solutions’
€ ¥ ) .
' - 2. Describe the essential characteristics of the career
guidance program improvenment approach discussed in the
. module, and list several of its advantages and disad-
. J vantages,
- 3, list tne essential skills to he developed in this
' staff development progran,

4. Idenc1fy the skilkls vou want to develop in the sctaf?
? development propTam. )

Module 3 - Assessing desired Outcomes., Participant expected
Qutcozes inyde the abilities to;

1. Inderstand and state the value of assessing the
desired outcomes of 2z program.

25 -Specify the tasks and considerations in assessing
‘a program's desired outcomes, )

3. Perforz basic skills involved in assessing a pros —”
gran's desired ourcomes, including: '
.« 3 ’ . . L2 -
'a. Defining the population(s} and selecting
N he gsample(s).” "}
~ \\Hfl,f-51~¢%electingfdevelopiﬁg assessment instruments. §5
. ¢. Administering instruments.
. d. Summarizing and tramslating'data into ;
' . - desired outcomes. : ) %
. f
: _ 4. Develép a plan for defining the'ggi}red outcomes of
i e T . your program, ’ - ‘

L] -

}

-

- Module 4 - Assessing Current Status. ®Participant expected out-

comes in¢lude the abilities to: . . .




1. Defime “current status assessment,’ state its empha-
sis, and explain how it fits into the needs assessment
process,

2. State the hwman, financial, and technical resources
of a guidance program,

3. Adapt and/or use an instrument for determining how
" resources are being used currently,

4, State what techniques are available fpr
current status,

3. Review and select instruments, and items from
ments, for assessing the current status of stu
according to appropriate criteria,

6. Produce 2 plan for assessing the current status of
your program,
; 1
. Module 5 - Establishing Needs and Program Geals. Participant

‘expected outcomes include the abilfties to:

1. Define the phrase "'program éoal" and give an example
of one,.
2, Identify program needs by comparing desired outcome

and current status information to determine the
. discrepencies.

3. Draft goals for a program based on the program needs
. and other relevant information, . i
*
- - 4, Classify goals into a useful overall scheme, -
5. Determine pri-ittice [ the g ¢ls ¥ a program.
N - . - b3
- fr, e fiae 13-« 4 oo e pmprtant in evaluating
amd oreerbeng deae a0 T onfges o luenl o planning
T T c :
s .
& oL T ’ el
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7. Produce a plan for developing program goals for
your program,

» . Module 6 - Specifving Learner Performance Objectives. Parti-
: cipant expected outcomes include the abilitles to:
1, State the reasons for and. importance of writing

career guidance student performance objectives.

2, Write an outcome Etating an identifiable performance
.o for a goal statement.
3 3. Write, or select and modify, a full objective for

an outcome. Each such objective will contain the
four components of a good objective.

4, Produce a sequenced list of all objectives pertaining
to a given goal statement and target population.

’ 5, Produce a plan for developing student performance -
objectives for vour program.

Module 7 - Selecting Alternative Program Strategies. "arti—
- . clpant expected outcomes include the abilities to:

1. Write a definition and givé three examples of
guldance strategies,

¢ . : 2. write 8 $et of your criteria for considering alter-
native strategles for guidance objectives,

3. State your decision rule for.selecting a st}ateéy
to use to reach a guidance objective.

- . (/4. Produce *a plan for selecting program Strategies

at your school. . |




b - e

- ol

Module 8 -~ Specif;}Qg Proceiibpbject;ves. ‘Participant ex-

pected outcomes include the abilities tof

- 1.

2,

List the advantages of writing process objectives.

List process objectives that must be performed in

-—order -to implesent-a-given-strategy. —— . .

Assign staff members to carry out process objectives
by matching available staff skills with needed

ess objectives by use of PERT and by
use of time,&ask, and talent analyses.

ties at your school or districe.

Incorporate praiess objectives into planning acﬁéfi-
o

Module 9 - Devéloping Program Staff. Participant expected

outcomes include the abilities to:

- .
i, 1:§99 the Skills Checklists to write staff develop~

2 L]

ugént objectives,

Cfeate your own staff development strategies by
cpmbining available sources of help with possible
dalivery methods.

Use the criteria suggested in this module and/or
your own criteria to select staff development
strategies suited to Your school or district.
Qutliine the planning and lzmplementation tasks that
would need to be completed in your school or dis-
trict to carry out a given strategy.

Map out a plan for devéloping and administering
your own staff development program.

8y
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Module 10 -~ Trying Qut Strategles and Activities, Participant
expgcted outcomes include the abilities to:

1. State the primary purpose of carrying out preliminary
activity tryouts and describe at least two $ituations
in which such pilot testing is useful, and twe in
which it is a waste of time,

2. Verify the internal logic of a planned career guld-
ance activity, given a written description of such
an activity covering its goals, student performance
objectlives, and process objectives,

3, Develop a relatively accurate estimate of the cost
of implementing a career guldance activity.

4, Develop measures 0f attainment of the process objec-
. tives of a career guldance activity, given a written
description of the activity and its process objectives.

5. Develop relatively objective, reliable, and valid
measures of the gutcomes of a career guldance activi

6. Develop a plan for trying out activities and monitdr-
ing early implementation efforts at your schoo

Module 11 - Conducting Summative Evaluation. Participant
expected outcomes include the abilities to: -

1, State the-purpose and value of conducting a
summative evaluation.

v 2. Select an appropriate evaluation design and sample,
given an evaluation sltuation.

3. Select, adapt, or adopt appropriate measurement In-
struments, given particular evaluation needs.

4, List the major considerations involved in admini-
stering evaluation instruments.

- .

B
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5. Propose appropriate methods for processing, analyzing,
and presenting evaluation data. .
'
X 6, Identify important considerations in determining
- cost effectiveness,

7. State gppropriate decisions based on evaluation re-
sults, given an evaluation situation,

8. Map out a plan for conducting a summative evaluation
of your progra

-

Module 12 - Communicating on Results, Participant

expected outcomes include the abil{

1, Explain how content, format, and level of sophis-
tication c¢an vary in an evaluation report.

2, Choose coantent, format, and level ¢f sophistication
appropriate for: (a) dec¢isions and the data they
require, (b) audience characteristics, and (c) re-
sources avallable for producing the evaluation re-
port,

3. Specify how to use simple, logical organization in
preparing evaluation reports.

4, Specify ﬁow to use concise language in evaluation
Teports. ’
5. Specify how to use clear, accurate presentation of

data in evaluation reports,

6. Specify appropriate methods that contribute to an
interesting, attractive presentation.

7. Tailor your writing and presentation of data to be
- appropriate for (a) the decisions and data needed

- for them, (b) audiente characteristics, and (¢) res
sources available.

e - L83
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"8, .Ildentify the reporting considerations for Yeur own
situation and develop a plan for reporting evalua-
tion results using communication strategles appro-
priate to the consideratlions you have {dentified,

Module Objectives aﬁd their Purposes

Each module has a set of objectives that incorporate the parti-

cipant outcomes listed above and serve at least three purposes. First,

they direct the module design and writing activities. The module

developers do not begin their detailed work on content until its ob-

jectives have been agreed upon and stated in the post measurable form

possible at that point in the development gedquence. Like anv behaviar-
\ .

al cbjective, each statJment In the set must have four parts: Fl) an
1éd1cation of who should be able to perform the objective (that 1is
easy in this case, since 1t will be the staff persons experiencing
the moaule); (2) the outcome those persons will be able to perforﬁ

if they achleve the objective (two types of outcomes, knowledge and
skills, are listed in the ?receding seétion); (3) the conditioﬁs
within which such outcomes will occur; and (4) the skandard(s) that
will be used to judge the adequacy of the perforﬁance. with blue-

prints shaped around such objectives, module writers and reviewers

can direct their efforts at the precise content that will help users

accomplish these aims.

A
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- 8. Identlfy the reporting considerations for your own
situation and develop a plan for reporting evalua-
tion results using communication strategies appro-‘
priate ‘to the considerations you have identified,

Module Objectives and their Purposes

- Tach module has a set of objectives that incorporate the parti-

cipant ocutcomes listed above and serve at least three purposes. First,

v P

they direct the module design and wrifting activities., The module

developers do not begin their detaifed work on content until its ob-

jectives have been agreed upon and stated in the wost measurahle form

possible at that peint in the development seQuence. Liké anv behagior-
al objective, each statement in the seL must have four parts; (1)
indication of who should be able to“perform the objective (that 15
easy in this case, since it will be the stafé persons experiencing
the module); (2) the outcome those persong will be able to perform
if theY achieve the objective (two types of cutcomes, knowledge and
skills, are listed in the preceding section); (3) the conditions
within which such outcomes will occur; and (4) the standard(s) that
wil} be used to judge the adequacy of the performance, With blue-
prints shaped around such objectives, modufe writers and reviewers

can dif%ct their efforts at the precise content that will help users

accomplish these aims,

. gy




A gecond purpose of module objectives 1s to serve as guidelines
for the learning e;periences of the partfcipants, Each module's set
is presented in simplified form early in the module. At that point,
participants are encouraged to study the objectives closely to deterf

T T T minie what they are expected- to accompiish.in that module. After
reviewing the 1ist, if they decide‘they already have achieved those
alms, or are not interested in working on them, the workshop coor-
dinator helps them explore and engage in other staff development op-
tions. If tﬁéy agree that some of the objectives are appropriate
for them, they are encouraged to direct thelr attention only to the
module sections that deal with those selected. Since a complete
statement of one objective-can be lengthly; a list of such gtate-
i ments can be urnecessarily frustrating if it is one of the firéﬁ
things participants encounéer when they begin a module. Theréfore,
‘the simplified versions presented at the beginning of each module
omit the criterion standards used to assess participants' perforﬁ—
ance. These criteria are provided in a Coordinator's Guide that
accompanies eagh module. Workshop participanés interested in re-
ceiving these standards before they proceed, or during their work
on a module; ;sk their coordinat;r to shé}e the set with them.
A third purpose of ea;h-set of module objectives entail eval-

vation. One of the concluding elements of each module is a p-erform-

ance test to help ﬁérticipants and coordingtors determine what

’
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objectives have been achieved as. wel%‘as wz&ch one require addi-

tional attention. This type of ‘evaluation 1§ strongly learner«

s

) based. The objectives can also help the deveiopers«of te-

Y

‘rials and procedures evaluate which parts are working; and which

ones need further modification. In addition, these oﬁjectives can

2 ’y ' " be used to evaluate the long-term effects of the staff development--
results that occur after the workshops anﬂ_tﬁat még‘be different
from the immediate effects measured’ through module tests.

Module Objectives Examples -

Two types of objectives, and their compoment outcomes, are

employed in the staff development modules, The first, knoﬁledge

objectives, are the ones on which—cdﬁventibnal 1n-service approaches
generally focus, if efforts are made to state expliéit predetermined

objectives fox them at all (which 1s usually not the case). It is
L) : +

the second type,‘skili objectives, that is the distinctive feature
- . of dur staff dgvelopment. As implied eariter in this chapter, AIR .

personnel identified critical tasks that experts felt educators j .

.o needed to perform in order to plan, develop, implement, and evaluate

#—-\\\\ human servigces programs effecttvelﬁ. Then,, thE‘combetencies that

educators required for tneceasinlly condu tins theae tasks were spe-

- cified. MNextr, relaled competlencies were orouped <o that™ a module— .

. leiqf Lee e Gened bor ot Te v 0 two o o of ll‘u' mon JLandamental,

- . . 4
mogkille 0o ;nuu‘]-‘ the oo b bty - -'p!("\:r-rl V. .-.w|u-1.-n|y—h:med
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objectives that each module develdpment team could then use to

direct their design and writing activities,

The skill type of objJectives outlines the most important

i

participant outcomes that each module attempts to achieve. ®WRe

knowledge ‘objectives summarize setected copfittive outcomes thar———

h -~
are prerequisites to the performance of these competencies, Four’

examples of such knowledge objectives and the modules in which they

are found are as follows:

Module 4. Define "current status assessment " state its emphases,
and explain how it fits into the needs assessment process.

Criterion: The ddflnition should state that the current

; status assessment deteimines what a program is and ‘has (what its
5 resources are and how they are used). The desire
assessment determines what an ideal program would
discrepancy between :these defines the need.

-

Module 5. Define.the phrase "program goal"” and give jan example
of one. '

Criterion: The definition should state tHat goals are
general statememts of program outcomes. They fire not specific
and behavioral.

A feasible goal should be presented It/should meet the
six criteria defined in the module:

at an appropriate level of generality

focused on students,

written in clear, direct language.

directed to an outcome, not a process,

suggestive of the lvpes of outcomes to which /
it will tead.

— keflect the nndvrlylngﬁmht]nsophy and theory intended.

sssss
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Use your judgment in evaluating the example. The last criterion,
" «for example, may be hard to satisfy in a given objective,

Module 6, State the reasons for and the importance of writing
career guidance student performance objectives.

Criterion; The rationale defined should indic¢até that -
writing student performance objectives helps structure learning
in the program, and facilitates the evaluation of the program.
Participants may also indicate original ideas or locally
appropriate points.

-

Module 8, List the advantages of writing process objectives.

Criterion: Advantages listed should include the fact
that the¥ help you po clarify your thinking, replicate the
project, report on the project, and manage the project.

In the 12-module series on which this chapter focusesy a com-

petency objective is either an enabler or a terminal type. All of

them entail skills that can be operationalized ?y observable per-
formances, preferably ones inditated by the successful development
of a product having measurable'relevance for practical settings.

We have attempted to concentrate on helping participa#ts internalize
gkills that are generalizableh—opes they can use ;; practi;al.set—
tings outside the instructional §nd testing settings provided by-tﬁe

modules, Module 6, for example, contains three competency-based

objectives that serve as enablers for the more important fourth,

and final, skill.

&

These three zre; -

s
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- | Are the oufcomes observable performanées or behaviors?

’ Are the vegbs primarlly action verbs? “Afe the out-
comes subfect to few interpretations? :
Do the -oufcomes actually give evidence that\\he

! . participaht has reached the goal? ) ~

ﬁ Is the bghavior in the outcome an important or\s{\-
nificant fone? 1Is it worth knowlng about?

o,

to do, not what will be done for students? S
\\
If any participants fail to meet these criteria, polnt \
this out and have them keep working until they can write ¥
acceptable examples of ouytcomes. Each participant must )

write three correct outcomes in each case.

ey,

2. Write, or select and modify, five full objectives from
outcomes. Each objective will contain the three compo-
nents of a good objective.

" Criteria:
. Each of the objectives individually written 1in
Activity 2 must:
- Indicate the’audience to whom it is addressed.
- Specify the conditions under which it will be evaluated.
- Indicate the criteria necessary for success.

1f any participants lail to include all these parfé in
their objectives, point eul what ones they ,are omltting and
have them keep working wntil they do complete five accepi-
able objectives., [t mav hs useful to have particlpants
lielp each other, oo ’

9) -




N

3, Produce a sequenced list of all objectives pertaining to
a éiven goal statement and target populatien.

Criteria:

This outcome 18 measured three times within the module:f'
twice In one of+«the activities and once In the postassessment:

In the former Instance, two lists of jumbled objectives must
be organized and fit Into classification schemes, and the
torrect an9wers are contained im the criteria. On.the post-
assessment a scheme must be described, a rationale for 1t
proyided which is reasonable according to the coordinator's
judgment, and a set of objectives previously drafted by the
participant arranged within {ic.

The skills inveolved in the above three statements are crucial to the
construction of measurable objectives that are develoPmentaily se-
quenced. However, the module attempt§ to help,ﬁarticipan;s to further

and state such objectives for.tﬁeir own programs. Since participants

-

will not conduct néeds activities: in thelr educational settings until

[y

after the workshop, they do not ﬁ;ve the Input data theﬁ need to write
their ppogram'g objectives when “they cémpleté this module. Therefore,
they check theilr terminal éomﬁgggnce with thei} workshop coordinator
after‘producing a d;tailed Pl;n for exactly how they will gtate thelr
objlectives later. ihe £e;m1na1 dbjec;iye related to this competency

in Module 6 is as follows:

-
¥ - i
»

4, Produce gzplap'fdr developing student performance ob-
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#
jeetives for Xour program.
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Criterias

The time and task analysis produced should outline
the tasks under each of the. major headings listed, assign
responsibility for each task to someone, and sét a com—

pletion date for each task.  In addition, the plan should
be reasonably; ]

Logical ~ do the tasks fldw in logical sequence?
Thorough - is it detailed enough to be helpful?
Feasible -~ is it not too detailed to be burden-
some? are the times allowed for the tasks rea-
sonable?

Faitr - are the responsibilities assigned equitably
and fairly?

Module Format

The design specifications of our modules have evolved kFhrough
1

pilot (preliminary, small group) and field (more intensive, large
group) tests-in which we have been involved over the last two Yyeats.

I

Each module is composed of a package of materials includiﬁg: a cond
sugmable module booklet for the participant, a reusable guidebook
for each workshop coor&fnatof.ﬁquing with participants on that
module, akd'suppgxt matertials (e,g., filmstrips, textbooks, journal
arricles, sample tésts and assessment instruments) referenced to
various sections anq objectives in the module. Eiisbzoordinator's

guide contains'definitions of rhe workshop leader's les and func-
‘-"' - .

.tion.q and provides iﬂformqtiml e Ipfo? o the performance of those

]

roles,

Yo

T

i
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Each participant's booklet begins with a sectlon thats (1) in-
troduces the general goal and specific participant outcomes of that
module; (2) outlines the activities covered by the module, the-apg;gx‘f/f//
' -

imate time that should be allowed for each activity, and thi///

outcomes Keyed to each activityy (3) illustrates how the content of

this module fits into the comprehengive program planning-evaluation

model that serves ag the fommdatrion for thig staff development serie;;
and (4) provides a glossary defining important terms used in that
module.

. The four.remaining sections Include: (1) the main‘:exc for
1n-de;th reading Interspersed with both questions for group discus-
sion sessions and practice activities; (2) a postassessment, criterion
test for performance feedback to each participant; (3) the aforemen-
tioned personal application that encourages participants to apply.
their acquired knowledge and skills to problems in their locEl set-
tings; and (4) an appendix of materials helpful throughout the
wodule, including an optional simulation description for discussions
of’real 1ife application of th? skills; additional readings/materials
relatgﬁ to the module's topic; and bibliographic descriptions of 2
key references related to the module's content,' Participants' book-

lets range in length from 40 to 80 pages, with an overall total of

approximately 800 pages for the 12 madules.
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Format Examples

The table df contents displayed in Figure 8 on Ehe next page
illustrates how the above specifications are integrated with the
content to form the participant‘'s booklet for Module 6, For that
same module, Figure 9 on page 97 indicates how the participant is
apprised of the various module aecﬁions, the suggested time intervals

for eachr activity, and the relationship between those activitiea

and that module'’s five outcomes. .
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Table of Coné::ta for Module 6
INTRODUCTION
Module .Goal and OULCOMES mAm~m—rmr;e—;——ce~—e————————————
Module Qutline LU E e . m—————— O ———
Model and Module 6 s-e——rmm—mcmcagranmmm-— ————
Glossary ~- —— A T e 1 e T i e B o
TEXT
Why Write Objectives m—ammamremmarana- —. ———
Discussion of rationale - -— -—
Determining Student OQutcomesg ----- S
Types of objectives e=mactrcmom—mac—ranccncm—mnna-
Specifying outcomes —-=—---——= m—m—————————— —————
Activity 1 — Determining student outcomes ==——=—n-
Produciing Full Objectives —=—-roan- ——————— ————
The audience ---; ----- ———— ————————-— e
The behavior __-l;__-....__,.____ _____ ——————— ————— g
The conditions =r-=rm——=== - -— —————
; The degree ——- ; el el B
{ Discussion of factors in objective writing -===m=--= '
Activity 2 -~ Pro*ucing full objectives R
Using Available Banks of Objectives mrm-—mmmmmmrmm—e————-
f Sequencing Objectives - N

DiscuSsion of seqﬁencing and using objectives —--—-=~

Activity 3 ~- Sequencing objectives ~—-r-r--meemmo—-

POSTASSESSMENT =—m=r-mramme—nnn= —-———— —————
. APPLICATION -—mwre——- —_— e e —
APPENDIX - m—————— e ey
Optional Group Simulation Description ~=rrm-re—- ——
References -—=--- O
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Approximate
Time

1 hour

3 1/2 hours

[

1/2 hour

1 hour

Figure 9

Module Qutline for Module 6

Activigz

Introduction

Group activity based on module's
goals and outcomes, The coordinator

.will explain the gtructure and pur-

poses of the module.
discussion included,
presentation.

Questions and
Tape~slide

Text

Presentation of the important infor~
mation related to writing objectives,
Discussion sessions and practice
activities interspersed.

Postassesgmgnt

Assegsment of your acquired knowledge
and skills.

Application ~

Planning for the use of these
abilities in your own setting.

Outecomes
T

+ra

1-5

1-4
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Two other participant.bool¥et gsections that probably should

F
be 1llustrated are the practice activities that follow the{short

reading top;cs in the text, and the personal application tgaé serves
as the Important conclusion to each module, Figure 10 on pagé ldb
provides an exampld of one of three activity exercises contained in
Module 6, It asks workshop participants to practice analyzing and
writing student objectives. For that same module, the two pages of
Figure 11 (see pages 102 aqd 103) 1llustrate how we usé the "Appli-
c;:{tio:m'l section in each modulg to encourage participants to apply

the skills they acquired to program development problems in their

own school situations. Th2 coordinator for this module assesses
p§rt1cipants' completed products of this personal application.

This assessment process determines the degree to which they have
demons trated the terminal skills of the wmodule, provides construgtive
feedback to help them bring their performance to an acceptable lével,

and certifies when that level has been attained and all module ob-

jectives have been met,

. A
3
In-Service Pilot Tests '

.

¥

During the 1974~1975 skhool year, this staff deyelopment approach

was pllot tested in a three-day workshop setting with 16 counselors
from the San Francisco Bay Area. At the same time the 12 modules re-
celved a professional review from staff members in the Guidance Divi-

g¥on of the California State Department of Education, as well as five

B

JET I
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national experts In the field of guidance, counseling, placement,

and follow-through. The purpose of this‘pilot.test and professional

review was to collect feedback on each staff development module and

the overall workshop procedures {e.,g., participants' selection of

modules. coordinators' roles, moduleﬁp§§ting activities). .The in-
B

formation collected was then used to ma£: lmprovements in all mate-

rials anq procedures so that extensive field tests with larger groups

and more é;tailé& follow-up evaluations could be. scheduled for late

smm?er,:lS'?S. . .o | T.

. The résuits.of thesg trial attempts .were eégentially positive.
.Hagevgr, sgfficient coﬁ;Fructive reactions were obtained to warrant

/ 4 major.revision, We classified these cgiticisms into two categories.

The first éroup included the ﬁ;pq:fns participants had‘relating to

Eﬁis type of individualized, &queténqy-based. staff development work-

shop. This was a\novel expéttence for them and not one for uhich

they felf well-prepared, f;om the standpoint of both knowledgeﬁ;ndl

motivation., The second category of concerns focused on the déiivery .

system we used in the workshops. The materials needed to be more

palatable to the participants and more self-~motivating. To respo&d

to the first category, we decided to devote mére effort Interviewing

potential participants before the beginning of the workshop and then

oriénting those who want to participate and are selected. This ad-

ditional effort wouwld attempt to: (1) convey fully the advantages
? :
| 102
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" Figure 10
Activity 2 ~ Producing Fyll Objectives
! (Module 6)
As a group, determine 1f any of the four components are missing
Y in the following "objectives." After each statement below, write "A,"

; "B."'"C.“ and/or "D," depending on what 15 migsing. -‘Write 'None' if
_ all the components are present,

1. The tenth grade student will have an awareness of the
changes 1arsex stereotypes 1n occupational cholces.

2. To be able to describe the difference betﬁeen an abi&it}
and an interest in a written paragraph which will be
evaluated by the teacher.

3. When given a list of occupations, all third gr#&de students

will be able to identify those which are service occupations.

4. [n al5- to 20~minute interview with the counselor, gradu-

=3 ‘

ating seniors will be able to degcribe their plans for the
first vear out of high school. Each senlor must 1ndic§te

to the counselor's satisfaction that s/he has carefully con-
sldered avallable alternatives for poét-high school educa- —.
tion and tralning.

For each "objective” above which is missing one or more compo~

nents, rewrite 1t (as a group) to include all components.
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Now, working individually; write an objective for each of the

‘

following student outcomes,

1, ~..tell in her/his own words the difference in working
conditions s/he observed in different parts of the plant,

2. ‘...13 able to select two persons from history and discuss
why s/hg would like to emulate them.

3, .+, Can identif; most ‘occupations in the community.

4, ...can state important self-characteristics.

5. «v.can seléct important criterlis of job for own satisfaction.

For each of the objectives, underline the audlence or target

population once, the test conditions twice, and the degree or criteria

three times. (The behavior or outcome will nmot be underlined.)
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Figure 11

Application for Module 6

You are now ready to map out a plan for applying the skills vyou

»

developed 1in thi§ module to your own setting. Thinking of the sections
of the module and the questions you have'discussed,‘consider the tasks
that must be accomplished to generate and sequence student performance
objectives for your program,-the person who should bg primarily respon-

T A
sible for each task, and'the date by which the task should be done.
\ 1

Since student performance objectives must be written %Eter the goals
have been established, and before strategles for meeting the goals and
objectives are determined, the dates you choosé must %oordinate with
those set for other program planning tasks. If possible, this exercise
should be done under the direction of Qomeone from your district who
would be good at taking charge of this effort and who would like to do '
it. Use the chart on the followlng page for listing your tasks, the

people responsible, and the completion dates, The major headings are

already noted on the chart, Use additional paper as needed.

| o,




s

Tasks

Jindividusl(s)

Responsible

Completion

Date

II.

III.

LIV,

Establish in the necessary people the
motivation to specify student performance
objectives for the career guldance
program

(more spsce 1s provided in
the participant's booklet
for esch of these sections)

Determine student cutcomes for the
program.

-

Produce full objectives for the
student outcomes.

——— e e =

1
1

Establish and use a sensible
sequencing system for the
ob jectives,
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A

and disadvantages of the program planning and evaluation model that
1 ) ;

this set of modules atreasesy (é) identify our astaff dgvélopment
asgump tiona, and convey them to participants beﬁo}e the gelettion;.

(3) explain just how much hard work 1a'1nvolved amd the kind of com-

~

mitment that this ataff deve lopment approach demanda; and (4) Bselect

highly motivated participanta.
7

O the other hand, the following major actions are being taken

"

to revise module format and content to effect an improved delivery-

1

system: ° ’ .

hY

1. Edit each participant booklet to make 1t aimplier and
" more streamlined. :
P L . L] . '
2. Produce an improved Module:2, relying more on a ‘tape- e
alide intreduction, verbal presentations and diascussion,
and less on reading. . / e
L \ ' - . - ' | *
3. Change the format to have amaller sections of reading,
with each followed by a brief diascussion pericd and the
activity pertaining to that section.’

. 4., ' Change the preassessments into outlines of.each module ,.
s . useful as pre-reading aida.
-+ ‘ }; N
5. ‘Hodify the simulation so that elther a hypothetical
_case study 1s avallable or participants can use their

T "own school setting for the diacuasion. -
< ;

6. Spread the exercises through the text, leave in only °
easential onea, peraonalize them where posaible, and
call them activities. o
o 7. Move the discusaion questiona relating to participants’ *
own getting in the Application section to the appropriate
section of reading. Leaye the task of mapping out a
»»" " plan for using the skills in the present Application.

* ' ’ S
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md@dvmtage's of the program planning and evaluation model that
this set of:modules stressess {(2) -identify our staff development
assumptioné, and convgy‘fﬁem to participants before.;he selection;.
(3) explain t how much hard work is involved and the kind of com-
nits tﬂfhat this staff develogyent approach demands; and (4) select
ighly motivated participants. l ’
On the other hand, the followiéé Aajor actions are being taken

to revise module formgt and content to effect an improved“deiivery

system: o

3

1. Edit each participant booklet to make it simpIfier and
o more sFreamlined.;
oy .
2. Produce an improved Module 2, relying more on a tape-
slide introducticon, verbal presentations and discussion,
and less on reading. ’

3. Change the format to have smaller sections of reading,
;aj with each followed by a brief discussion period and the
activity pertaining to that section.

4, (hange the preassessments into outlines of each module,
useful as pre-reading alds,

5. Modify the simulation 50 that efther a hypothetical ,
case Study 1s avallable or participants can use their
own school setting for the discussion. A =~ .

13
6. Spread the exercises through the text, leave in only
essential ones, personalize ‘them where possible, and

call them activities.

7. Move the discﬁ%sion questions relating to participants'
own setting in the Application section to the appro ate
section of reading. Leave the task of mappring out
Plan for using the skills in the present Qpplicatibn.

A




J Z - i /
|
f
| \
/ "
8. Make the Glossary more acoessible, expand this where
necessary e ?
9. Improve layouts of all materials, Add boldface type | ' -
and boxes. Use color coded pages for discussions and
activities. . :
~-10.  Thoroughly edit all modules to eliminate jargon, lighten
the tone, and clarify the style. '
11.. Add more examples, summaries, textual humor, and cartoons.
12. Segment, expand and professionalize the tape-slide. B
13. Make fuller use ‘of coordinators in conveying the basic

idea of each module, .’ )

The above,mgdtficétions aré being 1mﬁlemented to ensure better hrbd-

v

ucte for the-field test schedutred in late summer 1975. We believe

the pilot test aqd professiongl re§1ew helped.us provide an improved
staff d;velopment apéroach for this sét of modules and for any sub-
seqhent pée— and 1n—servioe‘stéff'wnrk we attempt. Hopefully, other
educatérs pf human serviceg pergonﬁél will be able to grofit from
our learning«e;periqnces, too. - A few of the recommendations we would
make to these educators dre summarized in the next section.

. Recommengations to aff,pEVelqpers

,' Many of the‘pitfalls we experiénced undoubtedly are not unique

to this type of modularized, cpmpe;enby—baseﬁ-staff gfveloﬁmént ap-

'proach. Because we bellieve that we have leérqed some éeneralizations

that would apply equally to your staff education setting, we ekp;eés

s ' Fi '
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them as re;ommendations for your consideration:
- It is imﬁortant that particivants in such worﬁshops re-

ceive an early orientation to the purposes and procedures
of - the subsequent trainimg experiences. .

- Each module should be short and succincet.

- Reading should be kept to a minimum,

- tnnecessh;¥apargon snould be eliminated.

- Preassessmeﬁ£ activities should be carefully designed, iI
used at a%& + Zpe onés’ we Used to he'lp participants deter-

mine their knowledgg levels before they started majar z20dule

activities were tod specific to the module content and were

—

~h | too f;us'tratiﬁgé:ince participants jmvariably could not bt
- "

f - answer the qdesarbns correctly '

) ’ . ‘_[' *
R - Similar caution should be adopted if simulation activities

N - are included. We used them to help participante practice

thelr skills on a predetermined practical problem for which.
h ) ) -

L]

J correct solutions could be developed. However, they seemed
too ‘'canned.” Participants were more anxleous to practice

L ‘{\\ . on their own scheol problegs“thtn\?n gontrived examples.

G All re‘faeaced materials should bg easily integrated into
b i
L]

)r/ ‘the participants‘ booklets so that 4dccess to them is not

- too cumbersome and confusing. .

: 1 C 109
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- Personal application exercises should be spaced throughout
each module. Initially, we placed these applications.at
the end of each module. However, we learned that this de-
layed tnem too lemg, Participants wanted to apply their

nmodule competencies to their own school settings nuch

earlier in each module.

’ he

N

Problems with this Staff Development Approach

& Even after reading the preceding section, in case you still are

-

not convinced that tﬁis approach does not involve major problems, we
decided to conclude this cﬁap:er with a brief‘ieview of some of the
oore critical issues with-which we continue to b;;tle. These issues
are not omes for which we can make general recommendations at this

- . (
o' ‘time, as we have done in the above section. However, we summarized
‘f‘ - .

-o" e

5 thege concefﬁé‘here because we think thev have general relevance to
-
any staff developuwent ptogram. In addition, we hoge their discussion

-

will facilitate the planning activities‘of othe; researchers and

* . éduca:ors.uho are exploring similar staff development alternatives.
. fhe host'nagging concern we have fecedlthroughout all aspects
) of our research and development in this ar;a entafls participant mo-
N ' ‘tivation. Most of our participants to date have experienced our

approach in an imservice setting, Our current percg%tions are that

many such’personnel are accustomed to staff development activities




Lo

el u«w s

in which they (1)} do not have to bq too_actively invglved,/LZj da
not hgve to work too hard, ﬁ3) can be entertai?e ¥ pawerful speak-
ers a;d glossy audio-visuzl and printed materiéls, (4) can spend a
lot of time talking in group discussions, (5) have few reading and
product development tasks requested of them, (6) can follow workshop
leaders who assume a ccntroliing role, and (7) are not accountable a
for increments in the workshop performance.

Ag ve hOPeIit is obvious from the preceding sections of this
chapter, the delivery system of our staff development approach con-
tradicts most o} these preferences, This approach attempts to en-
gage participants in a learning process that emphasizes: (1)} indi-
vidualization; (2). learner responsibility f;r peréonal growth; ’

(3) more independent, self-instr%mtional activities than many par-

ticipants desire and are accustomed to; (4) participant geaeration

of specific products that will have transfer lbluégto their practi-

H, )
¢al settings after the workshops; (5) few didactic presentations

and lectures and more reading and'self-study activities; (6) a
facilitator, rather than a leader, role for workshop coordinators;
and (7) performance assessment of gains participants make in their

knowledge and skills as a result of these learning experlences.

- r

Needless to say, we have experienced motivational problems with
many of oar participants. In response, we have modified our delivef'y

system as much as possible <o that we can maintain the learning
\

iu8




principles in which we believe. At the same time, we are committed

to a mission of trying gradually to change participants’ staff develop-
ment expectations to ﬁore sgéaifid, measurable, and higher gﬁals than
they have adopted in the past.

A related problem with our delivery system is the amoﬁnt of
participant instructiconal time it.requires. This type of modularized
app;oach reinforces individualization of learning experiences to the
needs and characteristics of leé}hérs;'but because it is designed and
evaluated on the basis of m;asurable Ebjeélivés, it alsc requires
that participants receive specif{ed learning resources to achleve

.agreed—upon performance levels, The instructicnal- materials and

-

procedure? have to ”deliver.“ Ihere?ore, participant fime for ex-
posure to appropriate learning experiences:gecomes a very lmportant
ingredient, We began with modules that necessitated ten to fifteen
hour;,of learner time. Even though, as was mertioned in Chapter II,

we have tried to extiﬁguishcel} attempts to present our program pla&—
ning-evaluation model as a lock~step series of sequentially related '
activities, we hgve had to deviate from tﬁis goal in our staff develop-
ment. .We'know that participants‘who ;re beginning their experience
withlfhis—model must first be exposed to certaln fﬁndamqntal con-

cepts before they work on some of the more sophistfcated skills,

This meant that each participant agreed to take three or four modules.

The total time commitment became impeossible in many human services
I

.\‘
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settings. A8 a result we have reduced the module time for the
typical participant; the average time is now six hours per module.
However, for in-service education we continue to ask each partici-
pant to commit to at least three modules. Therefore, this staff-
development approach 1Is not feasible for human services personnel
who cannot devote at least four days of learning time to th; process.
A third problem also relates to motivation and time issues.
I?is entails participants' reluctance to engage in evaluation acti-
vities almed either at helping them assess changes in their-perform—
ance levels or at assisting us to improve the staff development
materiale and procedures. Usually, they have been more supportive

of the gecond evaluation purpose than they have of the first. A

central concept in our approach is a dedication to specifying in-
* e :
structional objectives and measuring progress toward them. However,

many of our participan:s have ﬁi& shared that dedication, Some of
them seemed tO have fflt.threaténed, particularly by any preassess-
ment activities intended to help thgm assess changes in their perform-
ance., They we¥e demafgiized.by thelr éné}yileveliasspssment results
and frustrated that our items werg tailored faf'too closely to
- ‘ module cqnéent. As a resulrt, we‘have abandpned the preassessments

and are focusing more attention on criterion-referenced evaluations

(W] at the end, ;nd after, the worksﬁop. Other participants,‘anxiqus

»

to emphasizellearningvekperienc;;\that had 1mﬁédiate application to




their practical job settings, felt that evaluation activities diverted
them from this main purpose. We have therefore reduced the number and
extent of the evaluatiofl instruments and procedures but aise have re-
affirmed our dedicaticn to trying to stimulate pargicipants to adopt
mere positive attitudes to the aims, process, and resuits of the eval-
uvation of any staff development approach.

The most important aspect of evaluation of our staff development
is the measurement of changes in participants' competencies. Scolid
criterion—referencea evaluation requires that skill-based cbjectives
be assessed by instruments and activi}ies that ask participants to
demonstrate their performance of competencies ocoutiined in those ob-
ject;ves, and tke productsﬁth?t result from this performance. BRecause
our apprcach stresses the acquisition and practice of competencies
#hat are i?@nsferable beyond the staff development setti;g into each
partipipant's practical job setting, pencil-and-paper measurement
jtems will not suffice. Indeed, we gave up our earlier emphas%s on

l

assessing each participant’s competebce in solving_c0ntrived problems
- v ] '
through simulation e€Xperiences. One reason for this change was

=

participants' concern about the artificiality of the simulations and
their p?eference for more personally relevant assessmenks. We are
now concentrating on the personal application plans described earlier
in this cﬂapter, and post workshop follow-up evaluations of the

degree to which such plans are implemented. However, this tactic

1id x s

~
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incurs the participant time problem again and is expensive to conduct.
Cbviously, we have not completely resolved our competency evaluation

problem.

v

The final issue entails our desire to produce staff development
tréining that is equally appropriate for pre-service and in-serGi;e

settings. Thus far, most of our efforts have concentrated on in-ser-

P -

vice education. However, we are fully aware of some critical issues ~ -

involved in generalizing our staff development approach t& college

-

.

and university progfams. Some of the strategies that need to be
" {
worked out include: .

1. Strategies for conducting task and compétenpy analysis

for determining generic hu service skills. . .
2. Strategies for condu ompetency assesdsments to
determine: ' ' ’ . -

a. what studéﬁts'to admit to human servi%es education
‘at the graduate and undergraduate level.

b. how to develop 'individualized programs of study I
-tailored to the interests and needs of each
student accepted. B

3. Consistent procedures and formats to be used by all depart- “

Fl

ment members in Ehe competency training of these students.
4. Strategies for performance evaluation-of student progreés
~on ind#vidualized programs of study.
5. éerategies for chang}pg state credentialing requirements -~
: to be compatible wit;}a Fompetency-based certification

oy

>

: 11,

- 112 N




o

model develaped through such an ﬁducational program.

6. Strategies for implementing information managéﬁent ser-
vices to supp t such.com;etency;based learning.

7. . Styategles fo‘ follow=up evaluation of the job pergorm;
ance of graduates and, therefore, the human serviges h

» educatlional program,

. 8. Maintaining QCUrréht task and competency analyses to ' -

@
. . énsurg thiat such programs facus on’currqpt competencies
,b " ;pproprféte to p%actical settings. -
’, - : ~

We do not expect to solve these issues without a heavy commitment, I

T‘\Bug we)do anticipafe working on thém over the next few years., .
Summary
This chapter reported the procedures and results of our recent
attempts to develop, pilot test, révise, and fielﬁ fesf'é'competency- ; ,
. o . '
based stéff development approach. Different components and products ' j//

W

used 1in Eﬁ)s staff development alternative were illustrated. This X/// /
approach aims at'helping human services personnel acquire and prac-

tice identifiable knowledge outcomes and skills they need in order

-
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development approach, as well as unresolved problems involved in its

implementation and evaluation. Possible solutions to these problems
were suggested. The need for integrating this type of in-service
staff educatioﬁ with pre-~service programs was discussed, as were ob-
atgcles that may hamper such articulation’attempta.

Th; next chapter addresses the.need for client programs that
are compatible w%th‘the Chapter II pianning-evaluation model and
the ghapter 1II staff development approach. Example strategf‘s and
materials used in‘a small sam#le of such programs are presented in

summary form. Resource person® who can provide further information

are Indicated for each program introduced.

.
LS '
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This chapter deals with the process of selecting and dbveloplng
guidance #nd educationsl activities for clients. The process con-
stitutes the second phase, Program Development, of the Systematic
. planning-evaluation model introduced in Chapter II, $Some existing
client programs are described as examples of this phase as out-
lined on Page 21, The programs gelected are only illustrative
aad not exhauative, '

’.

at - -
Chapter IV : “ .
Using Compexéncy-Baaed
Client Strategies And Materials

4 “

Program strateéies, materials, activit{éﬁfand curriculum fof
. clients are means to ends. They are metﬂadé or procedurea for ac-
complishing certain goals or objective;f, Before you determine"whit
' methoda or procedures to use witﬁ cl{;nta (or whathﬁurr1Cu1um to
write or what materials to aelect), therefore, you should preface
/ that decision with the planniﬂé-evaluation process detpilgd in the
; £

last three chaliters,

Conaider, for example, the “counselors counsel" attitude dis-

' cussed 1# Chap@er I.n_lqgividual counseling (one-to-one relationship)
is a strategy %or achieving som; purposes. It is a method, a pro-
cedure, an activity. It ia a meaﬁs to an end. It is also what most
counselors are trained to doy it 1a what they uan; to-doj in fact,

moat counaelors feel it is tgéir "purpose"” for'beiﬁ; hired. In a ”

sense, counaeling becomes the eﬁQ. Oftenakhool-baaed programs re-

flect this attitude in counaeling‘ andbooks; . Typical statements

113




read as follcqs:

- “"every student will receive individual
counseling" \
- . "each student will be counseled individually

. at least twice every semester” '

- "counselors will spend "at least 50% of their
time counseling students individually",

Unless the ﬁlanningvevaluation process precedes the selection
of human services strategles or activities, 1£ is difficult to
determine their value. In other worde, unless it is first known
what outcomes are desired, it 1s’d1£f1cult (or impossible) to deter-
m{ne if counselors' in%&vidual céunseling wiéh'stuQenth is a vglu-
ablé use of tims. Ig 1ndiv1dual counseling likely to achieve the

desired outcome? Is individual counseling more likely tdxachieve

the desired outcome than are other methods? | Does the guldapce staff
#

hgﬁe the skills to use other methods? v

Selectihg and/or developing activities for clients, therefore,
is part of a total process of planning, developing, implementing,
and evaluating. When human ;ervices pe;sonnel decide to counsel,
lead groups, present a curriculum, set up a career centey;.provide
job piacgment or offer any gervices to clienth, they are chooﬁing

from a v&riety of possible strategies that they hope will accomplish

— '

) ~ - h “ - TR h_“t‘:
something. Obviougly; this decision (selection of a strategy) will

be more productive 1f it is based upon criteria more precise than

"hope" and "something." - -~

* r -
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Thé previéus chapters have described the need for and the skills

involved 1in deygloping this Brecision. Clearly established needs,

prog%am goa}s, and perférm?nce objfctivep will define the "something

to be accomplished" and will make it easier to determine the likeli-

‘hood of success beyond hope. Nevertheless, selecting the "best"

strategy to use presents s;.ame other decision problems. s
?n addition to the questions already ?aisgd, as a program:de-

veloper you face an additional serioLs pr?QIem: In order to choosze

a best strateg&, you must knoﬁ aSOut sever;y alternative '"good" ) ///

J | /

strategles from which to choose. Knowing a number of good strategies’

is a major problem.

Today, many new strategies .are on the '"market.|' These include

interpersonal techniques (human relations skills, v ée clarifica fon: y
asseftiVene;s training, etc.) as well as "packaged c rricu;um"‘éor 4
clients (programmed materials, multi media, etc.). Cjunselors, teach~ ////
ers, and others also have written their own materiala/?r have adapted /,

/
published materials for their use, But even with cléaﬂlnyefined -

purpogses and objectives, a counselor may fail to ch ose a’certain

strategy or set of materials simply because it 1s noit ka .

The rest of this chapter lists some sources: of humam services
1 l;’ N

. !
strategles and provides some details on a[few exampleb ! {Those Co -
strategies selected are onlt fllustrations and in no Wav are in-
. 'y |l
tended to be an exhaunslive list of resonrces.)  fhey have' been R

=
.
———
2




-
2. Nﬁat target populations does it serve? "
. ' e
& bJ: What staff, {iiiiiffzfzfmazeflals and time are needed? \\
'1\4. .ﬁhap procedures are used? , ‘
5. How well does it achieve the outcomes? . % -
- . 6. Where can I find out more a§o€£=it? - ’ -
Unfortunqtel?, strategies;and mate;ials for human services are o
X not normally reée;rched, q;éiéqu1 éﬁd'baékaged in ghys that make .
\x‘m these answers easily;;vﬁilgbié_to program d;VQlopefs: On the other L
//H??ﬁ“aﬁind, the_ﬁgééefsito many pf thése. st}pns may be idfps&ngrgtig : s
’ - t. your own%;;tting.r Therefore, vo ﬁ;y néed to find séme1dnswers # - F
locally. ’ g
Mz
. P

to consider an array of possible strategies where the following kind
qfiy data are available:

1
y help in knowing about existing guidange strategies. They do not
v F N

L
-

help in knowing how to choose the "best” strategy. 'Knoéing how .to
choose strategies and materials is a process that involves basic

the first rhree chapters.

skills and competencies that need to be added to those.discussed in
4+

As a program developer, when you look for the means to achieve-

+

. s .
the objectives of.a well-planned program, you would -1ike to be able

[ ]
1.

-

What outcomes does this sfrategy attempt to achieve?




Exgggie Programs
-

£y

S

iﬂsagkﬁg;;ince a wélleplanned program in a particular dis-

///iiigtfor locale ﬁrqﬁably will require the development of "taifﬁfé"'"'
4 .
made"

strategies, some‘adaption, modification, and/or supple-
menting of published programs wiil, no doubt, be required, However,

what follows should bekuseful whén_you'reach the state of sélecting
‘strategies.

. Several guidance strategies and sets of materials are discussed
as$ examples of human development programs that are available to edu-
/ .

cation and guidance'persgnnel. ‘Those selected for illustration are
examples of programs

at-nfight be useful as means to achieving goals

and cbjectives in the general domain of career education and career

F guidance. 4s the end of this chapter an annotated listing of resourcés
Jfor additional suggestioné 1s included.

=

Seven student programs will be reviewed, The follo#fﬁg format
will be used in order to provide some uniformity to the review and h
to help provide the kind of answers you #nd other program developefs

will seek when selecting strategies, The resource person is listed

»

for cases where more extensive information about the total quliahed
_program may be desired.

Overview! What it 18, intended target population, and materials
" 1nvolved. v

’
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Goals and objectives: The stated pufposes and objectives--
examples when available.
Procedures, methoddlogyt What is done, staff requirement, time
. involived, and community involvement.
Fvaluation: What résearch was:conducted; what results were
achleved.

Source of information: Person or agekcy to consult for more
information.

-—

»

Life Career Bevelopment 3System

Human Development Services
— Ferrrr——
Overview 49
The Life Career Development System {LCDS) consists of six
interrelate? compopents that tegethef ™AXe up égdynamic progray of
career development. The LCDS is :cné;amed w‘ith the development of
the total individual and encompasées education, occupation, and

+

Career decisions and plans are seen in this system

-

leisure time.
as life decisions and plans, and they are considered as an integrated
developmental sequence involving the goals, values, plans and de-
cisions of the individogl now and in the future, The program is
designed for students from jundor high school throu;h collége and
adult,

The six components are as follows: 1) nine career development

module of studeat learning experiences; 2) a Facilitator's Resource

Bank; 3) a Participant's loumal; 4) nre- and post-evaluation measures;

|
;

L




..~ Putpose:

",
5) a facilitator's training workshop (required of Aeaders), and

6) a LCDS user communication network for sharia{ across the cdountry.

Goals and Objectives L B /

/

Each of the nine career development modules includes a state-

ment of purpose, a list of broad goals&-gnd a brief description of

the focus and activity for each sessfon. This outline is listed be-

4
low for Modtile 4, "Expanding Options."

The purpose of this module is to broaden partici-

—

pants' perceptions of the world of work by helping them to under-

e
stand the reas ehind the rgence of new career roles, to.
. N
evaluate changing work valuies, develop increasad senéitivity to

the social consequences of career choice, and to become more aware
of the wide varjety of options available to them,
Goals: The main goals of this module are to help participants:

1. Increase their underetanding of new career roles and
the reasons for their emergence in todayfs world,

2., Clarify personal wark values.

3. Identify work values being expressed through new career
roles.

4, Become aware of qnd sensitive to the nature of resistance
to new career Loles,

! 5. Develop greaten understanding of the social consequences
of various work roles, k

- 6. Broaden their thinking about the kinds of career options

b available to then. i\—‘J£:>
I

—
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ObjectivesE Participants will bhe able to do the following:

i

1, Describe six new career roles which have emerged in
recent Years,

2. Identify four reasons for the emergence of new career
roles. -

3. Identify two work values being expressed in two new

career roles, /
i

4. Discuss ways in which thelr holding a specific/work
value might enhance and enrich their lives or/iause
them difficulties tn the future.

5. Write a letter of application for employment, incor-
-porating their reasons for wanting the pOj?iion“ftheir
values).

6. State three speclfic kinds of resistancegf which may
be encountered by persons entering non-gfraditiomal
careers.

7. list the possible socfal consequences of two work roles.

Procedures, Methodology

The L}IDS is f;cused primarily ondgarticipa.n: learmings and

outcomes, A ﬁour-step learning model 1s utilized which involwves:

4

1. self-interest arousal regarding goals and objectives;

2. experience-based learning of life career development
tasks and problems; ~

[

3. personalization of learning to participants' own needs,
values, and life style preferences;

T 4. behavioral try-out of new learning and competencies in
~ ‘real 1ife situatioms.
. The six components of the system provide program devalnngiixii
leaders with all materlals, instructions and even leadershilp skil
_ ' 4
12,




-
training. These components are more fully described belows
1. Xine career development modules. Each module consists of
approximately six to nine 50<ninute sessions comprising indivi- -
dual and group structured learning experiences that maé*beﬂ‘
A S
p T

- used daily, weekly, in a comcentrated unit, or spread over a
semes$ter or a year. All modules are presented by a trained -
career development facilitator who coordinates the leérning

experiences of the particlpants,

2. Facilitato:lﬁ_kesource Baok., Each facilitator is provided
with a twa-volumeﬂfacilitator‘s Resource Bank that gives 1) de-
tailed instructions for each module session, 2} uarmq;p exercises,
‘3) specific suggestions for use at different -age levels, and

4) enrichment resources, Worksheets are provided so that the

module handbooks may be used repeatedly.

3. Farticipant's Journal, Participants compile their own

journals as they move through the modules, These provide an

ongoing record of personal experiences, reactiomns, and insights

-

as they experiment with new learnings and behaviors, Journals
are a uséful vehicle for reference and for sharing new know-
ledge and discussing its impl;cations with peers and parents.

4, Pfe—gps: learniqg_measuyes. Each participant responds to

‘I
* kY

a- number of situations before beginning the>wodules and again

»
#

h ‘ at the conclusion 45 a way of measuring growth ia knowledge,




skills and attitudes. These pre/post measures provide fédbéck
s

to the individual participant concerning what $/he has '

gained from the program, as well as group "assessment data'

ugeful to educationsl and community decision-makers.

5, Facilitator's traininﬁryprkapog; all éareer deqelabment
specialists participate in a spec?al training workshop which
familiarizes them with the mﬁéule conteﬁt and helfs them to ’
understand and acquire gkill in presenting the various learning
] aetivitie; of the modules io the participants. Emphasis is
given to helping facilitators acquire a basic conceptual ap-
Proach to career development which is consistent with that used
in the modulés. *

-

6. LCDS User communication network, The LCDS has been and is

now being used in a variety of settings and with varied groups
acrogs the country.’ To insure \Qat the experiences and ideas
of previous and present users are gptimally urilized, a communi-

cation network of users has be established that provides for .
-

-

regular sharing of experiences. Thréugh this ongoing sharing,

3
LCDS users have a chance to renew or refresh their approaches and
resources.
Evaluation N

Participant feedback for local evaluwation pu}pqgeg is provided

in the pre-~post learning measures, . \\\\
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LCDS is now in the process of being formally evaluated,’but
initial data seem to indicate that it is an effective vehicle for
positive personal growth. For details of e#aluation results write
to Ehe person listed below:!

Contact

Dr. Garry Walz

Human Development Services, Inc.

P. 0. Box 1403
Ann Arbor, Michigan 48106

Bread‘aqg_nutterf}igi

A Curriculu@vcuide in quger Development,

1974 Agency far_znstruCt}onai-Eelevision

—_

Overview -

= -—

This 1s a "project"” im career development for pnine- to twelve-

A .
year-odds. The project includes fifteen l5-minute color television

programs, a curriculum guide, an in-service geachers' program, and

workshop materials. : . '

el

Goals and Objectives . .

- ~
*®

- -

’Eight broad goals are listed for the entf;e series of 15
programs. Each program has a lesson goal and a list of intended
student outcomes. The project goals and those for one program,
"Decisions - Dechgdons"” are listed bélow. : .

Project Goals, The full implementation of Bread and Butterflies

(with its accompanying classroom materials and activities) will help

&

o
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students to: }

e

1, Develop a clearer, more positive understanding of self~-
their interests, abiliries, values, and interpretations
of the events in their lives,

2. Exert greater control over their lives through decision-
making and planning.

3. Develop personal and interpersonal skills and attitudes s
essential to\success in school and work.

4, Develop greater respect for other people and the work
they do,

5. Develop a cleareX concept of successful work behavier--
the attitudes, skylls, and responsibilities demonstrated
by successful people at school and at work.

6. Develop skills neces\arv to gather, process, and act upon

information about selk in relation to a constantly
changing work enviroment.

a

7. Relate their immediate eXperiences and decisions to
their evolving career deveopment.

See the connection betweep g%pool and the real world;

understand the relationship peCUeen what they learn in

school and the problems and activities outside the school,
LESSON #4 (Example lesson)

Deqisions ~ Decisions

Program Goal

To help students apply the decision-makinp process
by selecting and explaining a number of hypothetical
optISE§?“an¢_§ghhflp them discover factors that influence

decisions and possible present and future consequences

of given decisions.
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Example Program Qutcomes

As a result of the lesson, sJudent

-

LY

\'-

should:

-

recognize that usually they have to make

cholces about what to do

be abie to
decisions.

be able to
of various

Wy,

identify a process for making

project the possible consequence
options that affect a decision.

Procedures, Methodology ’

The programs offer Lrief dramatized ver;ions of the key concepté,
while the guide shows how the comegpt can be translated into class-
roon activities and related to curriculum areas, especlally language
arts, mathematics, science, and social studié;.

Suggested techniques (adult interviews, on-the-job observatigns,
workers as resource persons, home projeﬁts, etc.) involve community
agﬁ”&chool interaction. Applied 1earningzacc1vic1es are also pre-
sented. / ’

Evaluation -
. The project evaluation was conducted by the Educational Testing
Service at Princeton, New Jersey, under the direction of Dr. Saul

Rockman of the Agency for Instructional Television. In 1975 a

LY

utilization research survey was conducted in Santa Clara County in

California. Bread and Butter{}ies was used as an in-service train-

ing activity for teachers.
[ ]

. Lsy
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from 15 to 30 minutes. H1% oﬁ the teachers said they have the

o e
guide, and a series <f 16 one-hour broadcasts of in-service PP°3t7FB a
; for teachers. - ‘
Goals and Objectives ’

1

h

= J%'/\'ﬂ‘“‘//

e SN :
Most teachers view Bread amd Butterflies as a s;hgle class’ . e
activity (81%) and 94% indicated that they either always (4425 or

often (50%) follow Breed amd Butterflies with a discussion or . A

1 . s

further abtivity. The reinforcement activities related to Bread - v

and Butterflies usually last less than 15 minutes, but sometimes

f .
teacher's manual for Bread and Bg££g$flies, and almost all of the -

! .
manual users found it helpful for using the series.

e

Contact ~ -

Agency for Instructional Televisien .
_ Box A - .

Bloomington, Indiana 47401 . Bt

- - -
Career Education and Satellitér‘l‘échnolqﬁy]-Demonstraqibn1 1974
The Federation of Rocky Mountain States) Denver, Coloradg///" )

Overview
This is a federally funded project to dFmonstrate the feasibility
and acéGptability of a satellite-based.media?distrihution system using
i
a variety of program materials in career ed#cation. 'Fifty-sixljunior

high schools in éight states’participgted. ;The przﬁ;ﬁm consists of 71

video broadcasts (35 minutes each), séudent bocklets, a tegéher's . ;

The overall purpose of the program is '"to provide the student

Pl
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+ with the skillg.needed tg make Po'g“t.ive fur;d 1‘0% qecisions. abo»
his or her education and career based on golid self—ggowledée and"
information about;the world of work." Each of the 71 htudent broad-

casts has a goél stgféaénglgnd a serles of activities designed to

achieve the goal. Twenty-eight .Student objectives are also liited.

Following is a sample of 15;

Educational Goals of STD Programming

1. Student recognition and acquisition of decision-making
skills: collecting information; considering alternatives;
considering outcomes, risk-taking and probabilities,
strategles.

2. Student recognition of how assessment affects alternatives.

3." Student recoggit:;?/af many reasons why people work.

4, Student jdentifigation of some of her/his aptiﬁudes S

as part of self-assessment.

5. Student identification of some of her/his temperaments
as part of self-assessment. .

6. Student exploration of many careers and some aptitudes,
interests, and temperaments needed for specific occupa-
tignal examples from the following Dictionary of Occupa-
ticﬁel Titles (DOT) categories:

- Farming, Fishery, and Forestry Occupationa
- Structural Trades ’
Technical, Managerial, and Professional Gccupations
- Machine Trades /
- Servide Occupations
Clerical and Sales Occupations
- Processing Occupations
- Bench Trades
- Miscellaneoua Occupationus

g

7. Student exploration of how life styl
affect career alternativea.

3 132
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8. Student exploration of how training and/or education
rwe . fan affect career ?Lte al:i;reﬁs:_ , .
- ¢ - * tl. LA L) e &

9, Stquht recognition of the concepts of occupationsl
mo¥T1ity and specializatiom.

10. Stuﬂént recognition of interests as defined by the DOT
and interests needed in specific occupations.

11. Student exploration of the physical demands and working
conditions associated with a variety of occupstions.

12, Student recognition of the history of unions and how
they work today.

13. Student recognit that social and cultural changes
affect employment. '
14, Stuqeﬁi exploration of self-employment possibilities,

15. Stujent exploration of the skills required to be a
knowledgeable consumer,

Procedures, Methodology

Programs are broadcast every day to receiving classrooms via

satellite. Following the teacher's guide and utilizing the student

booklets, teachers follow up with activities, discussions, and

L]

assignments. Regular classXoom teachers participate and may use

as little or as much sddi%ional time as desired. The community is //
. i
involvéd to the extent that teachers follow the community-based

activities ‘'suggested. ) ;
Topics of the program include self-aesessment, vslues and
. . -
strategﬁés %n decision making, information about occupations in the

4
DOT, béw acology/enviroment impact'on csreers, unions, job security,

leisure, effeits of social and cultural changes on the wo:ld of work.

+




X / / /

Evaluation

write to the Person Yisted below. {f '

y E
Contact/ ;
_——1 R - !

] e . !

Dr. Al MéWilliams /
Content Coordinator /
Satellite Technology Demonstration /
Federation of Rocky Mountain States /
Suite 300 B

2480 West 26th Avenue
Denver, Colorado 80211

Deci_‘aions" ggc_l“gu teomes , 1973 4

Colleége Entrance Bxamination Board, New York
T R = - T T L2 —_—y K T v -

Overview

This is a program designed to teach senior high and college age
students the skills of decision making. It 1s packaged in the form
of a student booklet with a leader's guide.‘ﬁﬂhis version i; a
follow-up.publication to Deciding, a similiar program for junior
high students.

Goals and Objectives‘

The content of the program is divided into three major units

or puUrposes: .

N
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J 1. The examination and recognig%qy\of P sopal_va{g - ¢
5 ‘ ; '_ é.~° K;owledge and use of adequate, relidhle 1nform;;10n;
g .3. Knowledge ?nd use of an effective sgiategy for action.
Each unit 1s a series of exercise activifiqéland discussions
with its own purpose or objective. Some examples:follcms
- definitiof of what makes décis ns'important
- distinction between a good defision and a good outcome
- racognition of the importance of values in the
decision Process
- recognition of the relgﬁéon between values and
, behavior
~  precision in w /pﬁing p‘[ject@
- underitanﬁing of risk~taking in decision making E
P - - 1nformat40n-collecting skills
- utilizing experience as 1nformation
- predicting possible outcomes ,
. Procedures, Methodolqﬁz !
This program is designed, as .a curriculum be taught.in group
; guldance or cIassroqp,sessioﬂ% from shortﬂ@iniénourset td full semester -
courses. A leader skilled in group ;eéderghiiyis required,i Training
, ;;ssions for leaders are{provided by the College Entrance Examination
. Board, -
The procedures 1nﬁolve\gimu1;tions, role-playing, group exercises _
and discussions. Individual activities are suggested an& other gources
e W
135 o
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‘ 4
of group activities are cited. Iye student workbook is not inteﬁded
W — M v ) - N -, .
B N # . . o -
to be a lock~step curriculum but a guide to.student activitids. The .
. :
Leader's Guide provides precise directions {or each exercise as well
as suggestions for adaptations.
Evaluation g
. -
* "Feed back” activities, both formal and informal, are SUggested
in the Leader's Guide as a kind of evaluation for leaders. Other,
more precise, evaluation measures would come from assessment of the
degree to which leader’'s objectives were attained. However, instru-
ﬁents are included in the Guide for process evaluation,” middle and
early course evaluation and end~of-course evaluation, v
Decisfons and Outcomes is bui}tfupon the success of Deciding £
which was published and evaluated earlier. For a‘report'of an evalu-
ation conducted with student users see "Students Evaluate Deciding"
by Gordon P. Miller, in College Board Review No., 86, 1972, .
Contact
Mr. Gordon Miller H < )
. Program Service Officer ‘ .
1} - College Entrange EXamination Board - - ‘ . Nt
: 888 Seventh Avénug ' . - T
b > New York, New York. ‘f10019 . ] :
. * ! v 1.
El . )
.
\"H‘“‘-L
’ / ‘
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| Career Guidamce, C ciigg;gn Placement Quide _
' and Career ﬁéycation ¢ axd Processes, 1974

<
»
-y T

] The Curatora of the Univereity.of Miesouri
] ’ ) Columble, Hiseouri

\—"‘—F"W"!-'-"‘-'_'—""!"F'—

Overview

Elements of an Illuetrative Progran-Gutdé is a systematic col-
———-—-—v—-—h:-""'—\ﬂo-\ LRI = WA E——— -,

q-!'\ F}

lection of suggestioms to assist 1e¥ders to develop ahd i=p lement
g !

L ot

career guldance, counseling and placement ‘togrmy
Concepts, grals and objectives and procedurés for achieving then

"G are discussed and outlined for grades Kel2. Chapters-1 and £1 pro-

vide a raticnale and a model for program development., Two gppendices

. contain examples of govals, objectiveg, sample activities and\ selected

resources, ‘

———

Methods and Processes 1is a companion set of materials comsisting

of two major components--a methods and processes gulde and a system-
atically organizéd series of teaching modules for grades K-12.

Goalg and Objectives

"

. The Illustrative Pregram Guide speaks to the Sequential rela-

tionships that exist between concepts, goals, objectives and acti-—q

vities. These activities become the prﬁcesses through which geals

and objectives are pattained. Object}ves and activities are broken M
down into age or grade levels:  K-3, 4-6, 7-9, 10*12.I An example

of one concept 1s provided in the feollowing jllustration:

-
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Domain:

Self

A

Conceptt

members of soclety people iaterrelate.

- Goal 1.3¢

For individuals to be able to
communicate openly with others.

P

—

Dev. Goal 1.3:

For individuals
to undersgand
the value of ex-

pressing'their tablish relation- ication plays in compunication.
feelings inm a ships with interpersonal red !
socially accep- others. lationships, 4
tablg manner.- i
l L
y }

i
Dev. Goal 1,3t

For individuals
to understand
the need to es-

Dev, Goal 1.3:

Fgr individuals
to understand
the role commun-

Dev, Goal 1.3:

For individuals
o understand
the value of open

Cbjective 1,31;
g K=3

Individuals will
identify thelr
feelings in a

Objective 1.32:
4=5

Individuals will
identify ways in
which others are

Objective 1.33:
7-9

Individuals will
describe how they
react to the

Ob?ecéive 1.34:
10-12

Individuals will
deqcribe how open
communication

variety of sit~ able to help them, verbal communi- facilitates
uvations, [ t§ cation of others. interpersonal
| understanding.
W '_!', _—.—/
b
]
{
!
Activity: JActivicy: Activicy: Activity:
Focus Kit w'rking Together Interpersonal Peer Counseling
Stage One: f Commranicatlion
. Awareness j Skills ,/’;/
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Ihe following 1s an example of objectives and learnat(activities

found 1in one module from the~Career Bducation Hethods a‘g Processes.

Ll B e o B
- P o

The module is entitled "Yout Who, Where, When" and is for develop-

mental level 4=6. e T T d

-

ggfgnins~sﬁﬁﬁga;e number threes

A, *nébjectives
The learner will differentiate between natural and crisis
events. The learner will describe himself or herself in
terms of "happenings" and how he or she hss changed through~

out Mfe.

B, Sequence Overview

The term "events" when used to designate an element of one's

carger includes both natural eveats that make up the stages
. .

of & life span and‘gpenfgfthat mey be considered crisis or
once-1in-a-1ifetime happenings, Within thie module, atten-

Ntion is focused on awareness of time and chsnge. The learner

—_

will better understand the meaning of an event, or occurrenge, ~

by looking at the ensuing effects--time, growth, change,

deve lopment,

- "

C. Learner Activities

A record of our year ~-- a classrgom scrapbook-diary

Pdtterns —-- rhythmic moveubnt, role playlng, oral expression
4

What 1s a8 time line? -- 1nterv1ew1ng to dev;lgp a person 's

time line of life 7
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My own time line =~ develop time line of my entire life
!

Procedures, Methodology eud Bveluation }

Because the Illustration Program Guide 1s a collection Oﬁ’Sug-

P
gested student activities designed to meet certain objectives, the

procedures and methodology depend on which activities are chosen.

P |

Activities range from teacher~led discussions to using the DOT, to
role play, peer counae&iﬁh, community interviewing and post-secondary
. e
placement procedures,
Evaluation procedures involved the revision of the Guide
through review by expert consultants from May 1973 to the present <
publication. o

The Career Education Methods aLd Procespes student modules in-

clude developmental learning activiLies based on the Career Education

Model described earlier. Methods ihclude such activities and exer~

cises as infusing values clarification, creating and facilitating

!
classroom c¢limate, discussien 3roupP, role playing, and world of work

exploration. Since most of the modules are in the initial stages
\

of development, no evaluation data Lre cur#ently available on them.
Contact . .
Cr<. Norman Gys_bers‘ and Earl Moore, Editors
Ome Hill Hall

University of Missouri:
Columbia, Missouri 65201
L 3
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Baltimore Placement and Follow-ug Program

Case Studies in Practical Career Guidance, Number 1,
» June 1973, Americag_inigitutes for ﬁeaearaﬁ

LT B o

b

Overview
\\Ihis program pra;ides placement and follow-up services to all o
graduates and drop outs in the citz}s public secondary schools. Cen-
tral office coordinators offer the service and make avéilable a
variety of occupational.guidance materials to students., About one ’

half (4,000) of the tes and drop cuts take advantage of these

4

senices'aad'ﬁaterials.

rk-gtudy programs are an additional service.

a-—

Goals and Objectives .

-~ ey

The érogram lists 38 a\ms and objectives, phrased in terms of

what thé coordinators will dow For example:

1. To make Students aware of the free service placement.

2, To assist students in vocational and occupational

information. ~

b~ . 3, To assist students to make adjustments during their

_initial job entry.

—

The student outcome e;BEET€d~15_Lhat each participant will find

1--—_._, -

——
employment commensurate with his/her abilities and intereats. '““--=~“ﬁ___h‘_‘h

—

Procedures, Methodology

Thrity-five placement coordinators are employed in the secondary
schools and education centers and by tkg central office. The central

staff 1s led by the Deéartment Head of Placement who 1s superyised by
h

S 14

(A
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the Supervisor of Job-Oriented Programs and Placement, The central

office staff alsa includes coordinators of 1) distributive educa-
o

tion and food services, 2) apprenticeship programs, and 3) health

careers. Placement hdé bean an objective of the guidance division

in Baltimore since 1928.

Students are acquainted with services through assemblies and
closed meetings.z/mmny students also participate in job readiness
sessions taught by coordinators. Coordinators contact and work with

employers and develop close cooperation with civic and community

s

organizations, /7

Evaluation @
- i
Yearly program evaluatioh reveals that approximately 75% of

students seeking full-time plarement are placed, In 1971-72 there ‘ .

W\

were 3,626 full-time placements as a result of the program. In

addition, 2,417 part-time placements and 2,526 temporary and summer
- .
placements brought the total number of placements that year to

4

8,569‘- J."
) 4 . 1
* Every student is contacted at intervals of three months, six
' e .
months, and one year after placement, Follow-up with employers is ! L.

alag conducted.

For more information,
.+ found in Educatiogal Resourceé
(ED 076 927).

entire case sfudy report can be
ormation Center (EBRIC)
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or write tot . \\\\\

Department Head . ™
Placement and Follow-up Progrem. ... N

Baltimore Public Schools . ° . !
Baltimyre, Maryland 21218 . ! '

/ '

Job Development Program = Cleveland Public_Schools,’

Case Studies in Practical Career Guidance, Number 9 °
June 19734_A@erigggr;ngpitutes of Regearch

Overview

This 1is an alternative program offering guildance and placement P

i

assigtance to students seeking employment on completion of high school. /’ ///
.. ) g
These students are non~college bound seniors from the five inner city, e

v
high schools. The program emphasizes:’ /////
{

-
P

1. - Guiding students ta make decisions Bbout their

/
career goals. _ e /////

-

-~
R Assisting students to develop and maintain basic

skillé needed for tﬁeir career choices.

'//~‘/ o3, Finding lobs for'all graduates at the Job-entry
Y_ ‘7 Ir-
level. /
r
Goals and Objectives .
o ’

The overall goal L§ to assist inner city high school students
in finding 'gaiﬁful, full-time employment after graduation

The program provides:

14
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P

: /
i
L [

ll
¢

/
1. Job development and placement serviced
2. instruction in seeking and getting a‘job
3. orientation ta\the world of work

4, yocational counselih& ; s

5. referral to education;l\gnd traﬁning opportunities‘

6. interviews with businesses 4

-

Coungelors help students become!? ) tr
1. less fearful in job interviews

2. more aware of their own strengths and weaknesseq
|

-

3. more informed on job seeking ‘techniques . t

+

4. more knowledgeable about the obligations and I

responsibilities of employment '
5. Dbetter acquainted with,the‘world of work
6. more positiﬁe in attitude toward employment

Procedures, Methodologz -

i

L

The Job Development Program ploys five fully ci‘edentialed
!l ;

counselors. These full~time counselors spend 352 of ‘their time An '
individual cﬂunseling, gT oup counseling takes up about IZZ’of their
time. -An additional 35% of their time is devoted to such tasks as
consulting with other educatfgnal personnel, serving in communiﬂy
liaison roles, planning and evaluating program activities, and ahM1n-
istrativeadutiesf The‘remaining 20% of the counselors’ time is E
devoted to identifying students' eligibility for job placem?nto;!,n
-, . ‘ y iy I|-'

LY ' |
h i

X TS . o
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FPive paraprofessionals ar® also employed, Approximately half of

their time is spent in'cuhmunity 1iaison roles and another large part
fir working directly with students.

Fa&ilities and materials are located in each of the five high

Q\Si:s and at the Board of Education building. These locations
)are

own as the "Job Placement Center,"
Evéluation

Evaluation data collection has focused on the number of students

+

4
placed.

Placement over th’Past six years has besn in clerical occupa-

tions, service occupationa, skilled and manual occupatipns, and sales
s

“occupations. Only 18% of the graduating seniors placed six years

L] -\/
ago were no longer employed. 95% of the June, 1972, graduates Barti—a

cipating in the program were.placed.
- ’
Contact 4
Dr. Donald Haalas ;
Director .
Tbchnical-Vocational Division N

Cleyeland Public Schools
1380+East Sixth Street
Cleveland, Ohio 44114
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Annotated Liﬂ.\of St\rategx Sources

TTET LT . v % ¥

The following are listings of materials or activities for

potential career guidance strategies,

Regource Book of. low Cost.Materdals, American Institutes
for Research, 1974, P,D. Box ifiﬁ Palo Alto, California
94302,

A review of teacher handbooks and guides; career exploration,
curricula and stddent texts; student guidance materials; and
multimedia resources. Also includes annotations of other '
bibliographies, journals, etc.; a survey of children 's liter~
ature on career educatiéni and brief notes of re ently funded
federal projects.

Resource Book of Sample Units, American Institutes for
Regearch, ‘1974, P.0. Box 1113, Palo Alto, California. 94302,

This resource contains 15 lesson units that teachers might
‘uge in the Introduction of career education #nto their class-
roows. The units cover .grades K«% and are intended to serve
as examples of units teachers might develop themselves,

Review of Career Education in Secondary Education, College

Entrance Examination Bogrd,ﬁi§73.

888 Seventh Street, Rew

York, N.Y. 10019,

A systematic review of development 1n secondary guidance in
career education. This volume contains a description of
trends and of exemplary guidance materials, projects and
programs now in use or development.

Career Guidance:
Company, 1973.

A Handbook of Methods, Merrill Publishing
Columbus, Ohio 43216.

Career Educarion Resource Guide, Genqral Learning Corpora<
tion, 1972, 2450 Embarcadero Road, Palo Alto, California
94305

ks
.

This guide 192 not intended to be a éomprehensivé career
. education program. -It is & collection of activitries that

dag o




! can be initiated and carried out by teachers, K~adult.
\ The activities are salf-contained curriculum elements,

selected and adapted s provocative ‘classroom models.
Materials and activities are organized according to per- s
formance objectives,

Career Gp}dgnpe1 Counsern and Placement Elements of an -
Illustratibe'P:ggram_buiae by Norman Gysbers and Earl Moore

(Eds.), 1974, Untversity of Missouri, Columbia, Missouri.

’ f Chapter 3 liats career guidance goals, objectives and
i strategies for achieving them by grade level. Appendix
! B presents sample guidance strategies for goals and ob-
J jectives in each of four basic domains: Self Domain;
! Life Roles, Settings and Events Domain; Life Career Plan-
! nil.z Lomain; and Basic Studieﬂ and Occupational Prepara-

J tiou Comain. L i

Case Studies in PracticalfCareer Guidance, American
Institutes for Research, 1973. P.0. Box 1113, Palo Alto,
California 94302

This is a series of 13 cese studies which were written as
! part of USOE contract: Practical Career Guidarite, Counsel-
i ing and Placemght for_| the\Noncolleggéﬁound Students. Other
, i products incléde & review of the literature and final re-’
port which outlines a planning-evaluation model for develop-
' i ing local career guidance programs. All these products can

f be obtained through ERIC. Their respective ERIC numbers
J are listed beliow.

; 1. Jtimore Placement and Follew-up Program
; ltimore City Public Schools )
! Baltimore, Maryland (ED 076 927)
."/ 2. reer Development Center
i oy High School .

! Fullerton, California QED 076 928)
. ! i
3 ; 3. Career and Educational Planning Program
’ Pioneer Senior High School
San Jose, California (ED 078 332)
{ 4. Career Guidance Program

' Hood River Valley High.School
Hood River, Oregon (ED 078 333)

l d'f . : f"
Qo . ‘ ) ' r..
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- (ED 080 919)

5. Computerlzed Vocational Information System
Willowbrook High School
Villa Park, Illinois (ED 078 334)

6. Coordinated Vocational and Academic Education
North Gwinnett High School
Suwanee, Georgia (ED 078 335) :

7. Developmental Career Guidance Project
Detroit Public Schools
Detroit, Michigan (ED 078 336)°

8. Employability Development Team
Cleveland Public Schools ,
Cleveland, Ohlo (ED" 078 337)

9. Job Development Program v
Cleveland Public Schools
Clevelahd, Ohio (ED 078 338) v

10.  Kimberly Guidance Program
: Kimberly High School
Kimberly, Idaho (ED 078 339)

11. Lenawee Vocational-Technlcal Center and
Placement Program
Adrdian, Michigan (ED 078 340)

12, - Occupational Learning Center
Syracuse City School District
Syracuse, New York (ED 078 341)

13. Youth Career Action Program
\ Sdn Jose Unified School District
San Jose, California {(ED 080 078)

Practical Career Guldance; Counselingi_and Placement for
the Noncollege~Bound Student: A Review of the Literature

e L

Planningl_Structuring, and Evaluating Practical Career

Guidance Bor Inbe§‘ation y_| Nqncollggg—Bound Youth (Final
Report) t%ﬁ 082 b "

I
i
t




Therapgg§$g§$g§§%iq3§§f\~Worki Models for the Helping *
Prof essional, ell, A, M. % Johnson, G, D,, California
Personnel and Guidance Agsociation, 1973, 632 E, Commori-
wealth Avenue, Fullerton, California 92631.

This entire book of 16 chapters describes intervention tech-~
niques which can be, thought of as broad counseling strate-
gles for guldance purposes. Successful working models are .
described for helping individuals achleve a reasonably
positive self-concept, a sense of agency, and decision~
naking abilities,

In addition, for those who want to do more in~depth réading
related to the topics of this chapter, the following may
prove useful! ’

Campbell, R. E,, Walz, G, R., Miller, J. Vi, Kriger, S, F,,
Career Guidance: A.ﬁandbook of Methods, Columbus, Ohio:

Charles E. Merrill Publishing Company, 1973.

Chapter #4, Types of Career Guidance ‘Methods. This
chapter lists eight types of career guldance methods and
discussed factors affecting the selection of methods.
The eight types are:

a) _behavioral approaches
b) computer assisted counseling
c) educational media

- d) group procédures

e) information systems
f) simulation gaming

8} vocaticnally relevant curriculum

1

h) work experience programs .

Chapter #5, Designing Career Guidance Apprdaches. This}
chapter is written to provide a\framewurk for translating
the needs of students into guidance goals and for designing
tailored career guidance approaches which can help imple-

§ ment these guidance goals, The chapter focuses- on:

/

a) presenting specific successful guidﬁnce approaches

b) helping the reader determine if the approach would
meet student needs of his district

¢) providing basic principles which govern the mse of
the approach .

» -
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'F) providing concrete steps needed to design, implement,

.
>

evaluate and revise an application of the approach

Chaptef #6, Guidelines for. Career Guidance Program Develop-

ment. This chapter deald with total guidance programs
rather than-individual career guidance methods, It in~
clpdes discussion of the following concepts which are re-
levant to this module's topic!

§) specif1c§tion of alternativé strategies
[:3] program mission and accountability

¢) procedural parsimony

d) maximizing resources

Jones, G, B., Ganschow, L, H,, Helliwell C. B., Wolff,
J. M., Dayton, C, W, A Manual for'Develqp_ng_Career,
Guldance Programs. Irvine, California. Educatfonal
Properties, Inc., 1974

E a
- £
[}

This manual 13 designed to-teach the gkills ofprogram
development. Chapter Three, Structuring and Implementing
Programs, has content relevant to selecting guidance
strategles.

Herr, E, L., & Cramer Stanley H. Vocational Guidance
and Career Develo 1t in the Schoolst Toward a Systems:
AggroacQ "Palo Alto "TCalifornia: Hougﬁkon Mifflin Co.,
1972,

Although the entire book is relevant to developing a ‘com-
prehensive career guidance program, Chapter 9, Helping
Strategies in Vocational Guidangs, is of particular inter-
est, The author .divides strategles into individual,
group, and edviromental treatment. . Each of these types

of helping strategies is discussed in terms of thelr
relevancy for career guldance in the schools,

b=l

Stufflebeam, D, L.; et al, Phi Delta Kappa National study
Committee on Evaluation, Educational Evaluation and cision

11111

-
Chapter 3, Educatioqal Decision Making; and Chapter ag
Criteria, are.partigularly relévant to selecting stra egtes.
A technical, detailqd but ueeful discussion of the proceSS) “

l w’ 4

1 -

"
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of choosing and the criteria for choice is included. These
chap ters would be helpful to an advanced.student looking for

a?:ch more intellectugl discussion of the topics,

Miller, J. R,

’

New York:

Profeseional Decieion Making.
Praeger Publighers, New York, 1970.

The subtitle of this book is "A Procedure for Evaluating

Complex Alternatives."

It is written for tomplex business

decisions but has application to this topic.

It is highly

technical, of interest only to an advanced stugent.

Kelley, Marjorie L,

Planning and Design:

‘The Censideration

of Alternatives, Module 2.

San Framcisco, California:

Far West Laboratory for Educational Research and Bevelopment,
1971.

This is one module in a sequence of modules written for
the educational developer. It outlines a patterm of
operation to follow when considering alternative ways of
reaching educational b jectives. Good examples are pro-
vided and practice exercises are given to apply the skills
learneg.

£

1.,
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Chapter V
S Summary and Conclusion
We have covered a good deal of ground in this discussion. Per-
haps a brilef recap would be in order.

Chapter I, '"The Need for More Systematic Program Planning and
Evaltation,” began by surveying some of the pressing problems facing
human services programs today. These include the funding crisis in
soclal and educational institutions, the crisis counseling syndrome,

and the demand for accosntability accompanied by human services per-

sonnel prilderment in the face of this demand. All of these factors

‘- v

become serious problems for human services programs. While a varlety

.of possible answers exists, ope particularly hopeful resclution rests

in 3 ?ystqmatic planning and evaluation apprqach. AIR has been work=
ing over the past two ye;rs to develop a campet;ncy-based staff
development program to pro%idegghose working 1; human services.with,
the knowledge and skills needed §o plan, develop, implement, and
evaiuate qomprehensive_prggrams of gnidancé, counseiing, placegént,
and %bllow;through. This aﬁproach has a number of advantages and
disa&vant;ges, and 1s presently belng researched to éetermine whether

1t will fulfill its promise.-

Cﬁapter II, "An Approach to Effective Program Planning and

* kvaluatien,” detailed «hils planning and evaluastion approach, par-

152
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ticularly its planning phase. Conducting desired outcomes sssess-.
ments, performing current status assessments; establishing proéram

goals, and developing client performance objectives vere all delved

E . -

into in some depth. Examples of activities and products involved

in each of these tasks were presented. The remaining activities in
the overall model for program development were then briefly summa-
rized. These include:
- Selecting Alterp;&tv; Program Strategies
e
- Specifylng Process ©Objectives
- Developing Program Staff
- Trying Out Activities and Honitoring Early
’ Implementation Efforts
\ . .
- Conducting}Summative Evaldations (Cost-Impact Studies)
- Compunicating Evaluation Results
: »

Chapter 111, 'Developing Staff Skills for thig Planning-

Evaluation Model and Process,” described the program of staff develop-

ment that has been develeped at AIR to help these workiog in-human

‘gservices to acquire the knowledge and skills needed to' carry out such

progfaﬁ improvement. Included was a’disCussion of some of the phila-
sophical underpinnings for such staff development. The chapter then

detatled the nature and focus of the program, and related this to

general counseling skills. The format of the modules was presented,

-

fach module 1s structured around precise objectives: and includes all

the following: an introductory section that sutlines the module and

-
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1ndiéates how it fites into the overalllmdael; a glossary; text;
discussion questions; pract;ce activities; a postassessment; a per-
sonal applicagion,activity; and an sppendix containing possible
additional readings, an optional gimulatfon description, and a bib-
liography of additional resources related to the topic of that
particular module. Finally, the outcomes to be achieved by all
the modules were presented.
Chapter IV, ."Using Competency-Based Client Strategies and
T~ Materials," surveyed some of the programs now exiétiug and described
how these could fit into treatment strategies designed around tﬁe
—_— Pianning and evaluation approach detalled above. The following

éiifijiiﬂjfzizkgjefly described: )
- The Life Career Development System _ )

J N ——

- Bread add Butterflies
v - Career Bducation and Satellite Technology Demonstration

- Decislons and Outcomes\

- -"'. (Career Guidance, Counseling, and Placement Guide
and Career Education Methods and Processes

- Baltimore Placement and Followup Program
- Job Development Program--Cleveland Public Schools
Finally, an annotated list of resources was presented, summarizing

many additional wellsprings of information and ideas for client treat-

- JENS
AN ment strategles and materials useful with any well-planmed and //////// .

,.f‘" L
' /
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T
evaluated program.

One additional related AIR effort should be mentioned here.
This is a catalog of competency—pased staff development programs
existing throughout the United States, As part of the projeft that
developed the education program described in this doéument, a
natiodnal search was conducted to learn what other approdghea existed
thgt would be useful in developing l;uman services staff skills.
While the results of this search wére not overwhelming, 34 other
programsbuere described, many atateﬁents ;f desirable competencies
for those working in this field were abstracted, and a catalog
summarizing this informati;n was produced. AIR plans to continue
this search for another year, adding to its current discoveries

and compiling a comprehensiVe resource useful for anyone interested

*

in furthering the knowledge and skills of those working in guidance, .

counseling, placement, and follow-through.

' Let us ci;s;hwith a hopeful thought. The possibilities to
which human services programs can look, given imaginative‘leader—
'ship and hard work, are boundless. The services they can provide
are invaluable. At no time in thg paét ha;e the challenges been
gleater or the potentiél more limitless, The aﬁprolch described
in this document Tepresents one attempPt to-help meet those chal-

lenges and experience the fulfillment of that potentlal. To those

Anterested, we offer 1t as a tool in that effort. If it can help

W

[
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even a few people engaged in tﬁe endeavor of imprOVing

1l

services, our work will be we#l rewarded,

e




RefeXences

\

4
The work of generating both the planning-evaluation model and

the staff development program discgssed in this document has of
course involved the use of innumerable sources of information and
ideas. We included'fhosé that gseemed particularly relevant to
Chapter IV with that chapter, because they related so closely to the
topic discussed (using client materials and aﬁproaches). In this
bibliography we list additional sources we have found particularly

helpful for the other topics we have discussed. These are structured

P

&»
into six areas:
- Human Services Personnel Development
- Career Development Theory
- Desired Outcomes Assessment
- Current Status Assessment
- Establishing Program Goals
- Specifying Learner PeTformance Objective; ¢

Human Services Pereonnel Development
»
Brammer,-L. M., & Springer, H. C. A radical change {n counselor edu-
cation and certification. Pq;epppe} ?“ﬁ‘ﬁ?}ﬁFRCF Jouigai, 1971,
49, 803-808.

Campbell, R. E. Applications of the systems approach to career
guldance programs, Focus on Guidence, 1972, 4, 1-11.
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Carkhuff, R. R. A nontraditional assessment of graduate. education

in the helping professions, Counselor pducation andeupervision,
1968,°7,252-261 - - AR

Cash, W. L., Jr. Hassage to tﬁe assoeiation.‘ Gouﬁeebor\ﬂducatioq
and Supervisien, 1972, 11, 161, DR

Engelkes, J, R., & Roberts, R. B, Rehabilitation counsSelor's level
of training and Job performance. Joursial of. Counseling
?szcholggx, 19?0.»lz, 322 526,

. Ganschow, L. H., Hamilton, J. A., Helliw€ll, C, B,, Jones, G. B.,

& Tiedeman, D. V. Pra Qd counseling , and
placement for_ the rlor.lccr‘;ik 1‘0\‘ Y m‘%ﬁ veview of the
literature. Palo Alto, Cali? ¢ Ameritﬁn‘lnstltutes for Re-
search, 1973.
t! .
Horan, .J. J. Behavioral goals in systematic counselor educatiom’.
. Counselor Educatiq& and_§ypervision, 1972, ll, }62-170.

Island, D. An alternative for counselor educatiof. Pergopnel qu
Guidance Journal, 1972, 50, 762-766,

Joslin, T. ¢. Knowledge and counselor competence. Pergonnel and
Guidance Journal, 1965,\§§, 790-~795,

The Guidance and Counseling Task Force. A plan for the improvement
of guidance services in Califormia. Sacramento, California:
California State Department “of EHucation, 1973.

- Carger Development Theory }

1f yowwould like to know more about counseling theory, try any
one of the fellowing basic references;

i Beck, C. E. Philosgphical foundations of guidance. Englewood Cliffs,
' New Jerseyt Prentice Ha ii 1963 .

McGowan, J., & Schmidth L. Counseling: Readinge in theory and .
practice. New York: Holr, Rinehart; & Winston, 1962. o
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Patterson, C. H, 2. of seling, aod, ho'ther (Zné ed.). -
New York: Ha‘?p}\g‘m@%ﬁ \&&c“_‘\“"@g .
C e NG N : : : i-
Steffler, B, ‘I‘heor':l.‘eg‘gs‘\_é:o&g‘seliq&, New York: MecGraw-Hill, 1965. -

For an overview of the various theories of career. dévelopmeqt

or more information on the process of career choice, aee the foilwing:

Boyow, H. Career guidahce-fo;“é new age, Bostonm: Houghton Mifflin,
19?30 . M -

Crites, J. Q. Vocational psychology . New,jfork: McGraw-Hill, 1969.

Herr, E. L. 'chg:t_i?&.al&im ance apd ¢ “\'ﬁgye‘l_p_gg_e'nt in_the
schools: Towat;d&amwg\mécﬂ. Boston: Houghton.

Mifflin » 1972,

Osipow, S. H. Theories of _é‘ag.e,e‘rﬁdevel . at. New York: Appleton-
Contury-Crofte. 1968, & i '

Shaw, M., C. The functiom of theory ip guidence programs: Guidance
Monograph Series 1. New York: Houghton Mifflin, 1968.

Super, D. E:, & Bohn, M..J. Occug_gtimeg_ sz' chology. Belmone,
Calif.: Wadsworth Publishing Co., 19%11. - |

Tolbert, E;: L. .Counseling for career deyelopment . Boston:
Houghtgn Hiffii’n, 1554. AR ‘

Walz, G. R., Smith, R. C., & Benjamin, L. (Eds.). A comprehensive
view of career development. Washington, D.C.: American
Personnel and Guidance Esociatioq, 1974.

Zaccaria, J. ’Iheq}'_\ies of occupational choice and vocational develop~
ments Guidance HonograBE.Eeries iV. Boaton: Houghton Mifflin,
1970. ) i : L.

L

These :are good sources for more in-depth information on parti-~

cular theories: | o .

Duncan, 0, 15., Feaéhn_erman, D.L., & Duncan, B, Sdci,oecmomiq background
and achievement. New York: Seminar Press, 1372, -
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'Ginﬁberg, E, Toward a theory of occupat;onal choicet A restatement.
Vocatiomal Guildance uartggézJ 1972, 20(3), 169-176, .
W T T YT

AN

-

Holland, J. L. aking catiouel chﬁtcesl A ~of careers.
mnglewood CHE?ES, New Jerseys: ?fEnYl‘ ﬁa& S 1973, .
Rog, A., & Siegelman, M, The 6rigin of Interests, APGA In uiy
. Studies, No. 1. Washington, D.C,¢ American Personnel and
Guidance Association, 196&. " }

Schultz, T..W., The economic value of education, ~New Yorkgf'
. - Columbia University Press, 1963. : Lo

Super, ﬁ. E. Vocational .development theoryt Persons, pbsi}idns,
and processes. The Counseliung Psychologiet, 1969, 1, 2-9,

. ‘ ;1
Tiedeman, D. V., & D’Hara, R, P, Career development{ . Choice

and adjustmenty New York: College. Entrance Exhminatiof Board, 1963, .

For more information on methods and approaches in career
guidance, -see the following:

Bottoms, G., & O'Kelley, G. L, Vocational education as a develop~
-mental process. American Vocational Journal, 1971, March, 21-24&.

Campbell, R, E., Walz, G. R., Miiler, J. V., & Kriger, S. F., Career
guidance: A handbook of methods. Columbus, Ohio: Charles E.
Merrill, 1973. ' _ .

Gysbers, N, C., Drier, H N., & Moore, E, J. (eds.). (Career -guidance:
Practice. and perspectives. Worthington Ohios Charles A. Jones,
1973,

Hansen, L. S. Caree guidance_practicee in _school and community.
washing:on D.C.: National | Vocatfonal Guidance Assoclation, 1970.

Hoyt, K. B., Pinson, W. M., Laramore, ‘D., & Mangum, G, L, Career ’

educatio d the~e1 gg%g oob\beacher. Salt Lake Ei
YT"PUS Pu Eiigﬁl P

Tuckman, B. W. An agecgraded model for career development education.
) Journal of Vocational Behavior, 1974, &, 193-212.

-
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Willingham, W, W,, Ferrip, R, I,, & Beglé, E, P, Career e
in. secondary education., New Torkj; College Entratice Examination
Board, 'iﬁ'ig.‘ ' o )

v
v

Angd for genéral,intereét:
Panel on Youth of the P:Qsident s Sclence Advisory Committee. "Youth

transitiou to adulthood. Washington, D.C.: Office of Science

and Teehnology, Exécutive Office of the President, June 1973.

Terkel, S. Working: _People ta about what tgpz ¢ all day and how
they feel about what t do. " YNew York: ~Pantheon Books, 1974.

-
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Desired Qutcomes Assessment
T =TT TP, TN T T
If you want more general information on -assessment, check:

Borg, W., & Gall, M. Educatiomal research: #An introduction (2nd ed.
New York: David McKay) 1971, T

Fitzgerald, P. Assessing the pexceived educational needs of
: students. Education, 1972, 92(3), 13-14,

Fox, D. J. The research process in education. New York: Holt,

Rinehart 1555 :

Issac, S., & Michael, W, B, Handbook in research and evaluation
San Diego: Robert R. KnZpp, Publisher, 1371% "

Kaufman, R., & Harsh, J. Determining educational needs: An -
overview. Washington, 5.C.t 1.5, OLTice oI Education, 1969.
(ERIC Document Reproduction Service No. ED 039 631) ;

;i )

Popham, W. J. Educational needs assessment in the cognitive,
affective, and p3ychomotor.domain, Los Angeles, Calil.:
Center for the Study of Evaluation, University of California
at Los Angeles, 1969,

Rummel, J. F. An introﬁuction to regearch_prqpedgfes io education
{2nd ed.). . New Ybork: "Harper™ and Row, 196%.

Wardrop, J. Towards a broader copcept of educational assessment,
(ERIC Documerit Reproduction Service No. ¥ 2
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- L
If you would Llike more infprmatian

. . f
approaches; try the followings/

+

on particular assessment

e

Cramer, 3.

The opinion\&gfggx ﬁg a research technique, 1In Research

uidelines for high school.counselors,
" Entrance Examinatlon Board, 19563

- Flanagan, J, C. The critical incident technique, - Egzghological

Bulletin, 1954, 51, 325-358.

Hansen, J. C,, & Herr, E, L,
. - guidelines for high school "couneelors,

Entrance' Examination Board, .

The follow-up study,

ﬂé\m__

New York: College

*

In Research

New York:  College

Jaccbs, J. R, Effe
Clinic, 1970,

§

tive follow—ug‘study procedures.
ctober, 1=3,

3
The Guidance

L

Jung, S. M, Evaluaéiv& uses of unconventional measurement tech-
niques. California E@Esppgpggl_gpsearch Journal, 1971, 22,
48-57. E LT

Lee, D. L. Neéds assessment mqﬁglvjéyﬂggggﬁnce in North Dakota.
Bismark, North Dakota: North Dakota Department of Publi:
Instruction, Guidance and Counseling Sectioen,, 1973,

-

Current Status AsSessmant
For addltional general information on .assessment, See the
following: o

Best, J. W. Research in education. Englewood Cliffs, New Jersey:
Prentice-Hall, Inc., 1970,

If you would like more informatdion om pafticular assessment

techniques, see the followingt

A .

Buchheimer, A.,, & Weiner, M. Studying student attitudes. In Re-
gearch guidelines for Qigh_gcboolxcounselors. New York:

College Entrance Examinatioﬁhhsa;Hl\iggb. ' ’

L
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Smith,-T., & Johnson, C, D, Thevggiorigx counseling survey, high
school; -Form B. Los Angelegt ucatorvwissistance Institute,
1971. :

The following focuses on usé of iteins rather than cdhsﬁruction,

andlit includes helpful eiamples of open~form questionnaires for

administrators and community members,

Hoyt, K., B, Career education: What it ie @nd how to do it. Salt
Lake City, Utah: Olympus Publishlng Company, 1972,

If yqu want to know wmore about the concept and measurement of - .

career maturity/development, see the following:
P
Cramer, S. H,, & Herr, E. L. Vocational guidelines and career develop-

ment in the school: Toward a systems approach. Boston; Houghton
Mifflin Company, 1972. )

Super, D. E. Computers in support of wocational developmeﬁt and
counseling. In H: Borow (Ed.), Career guidance for a new
age. Boston: Houghton Mifflin Company, 1973.

If you would like information about new career guidance'prgsrams,

see:
Hansen, L. S,, & Borow, H. Toward effective practice: Emerging
models and programs. In H, Borow (Ed,), Career guidamce for

a new age, Boston: Houghton Mifflip.ngﬁﬁﬁ?,‘IQTBI““'"‘

/ i
. EstabliZLiqg=Prbg;am Goals ' )

While a great deal h&;'ﬁéen written about behavioral objectives,
surprigingly little 15 easily available on the topic of establishing

goals. James Popham and Eva Baker, teachers in the instructiocnal ob-

jectives field, hdve published Estaﬁlishigg Instructional Goals
o - ! ' N
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(Engléwood Cliffs, New Jersey: PrenticeiHall, 1970), but it deals
with objectives far more than goals, Robert Mager, another expert

in developing objectiveS, also has a book on goals, Goal Analysis ~

(Belmont, Calif.: Fearon Publishers, '1972), which is somewhat more
directed at goals, but still largely focust on objectives. Th?
works of Benjamin, Bloom and otﬁers are hef%ful. They are taxonomies
of educational objectives, one in the cognit?#e énd oﬁe in the af-
fective realm. They are referenced in the-gkxt section of this
bibliography, as 1is” the Fork Frank Wellman ﬁés produced on a similar
taxonomy for guidancé-felat?ﬂ objectives, .

General reference works may provide some assistance; for exémple,'

books such as Stephen Isaac's gggﬁhgékpjguggsearcﬁ;and'Evaluation

(San Diego: Robert Knapp, 1971). Finally, the series of California o
monographs published by xﬁe California Parsonnel and Guidance As-

sociation often touches on g;als. These six monpgraphs are:

No. 1 -- Stating the goals of counseling (1966) by.
John D. Krumboltz.

No. 2 ~- Evaluatingvprgjl personnel programs (1971) by

Robert W. O'Hare and Barbara Lasser.

No. 3 ~-< Accountability in_pqpil_personnel services: A ‘\\\'
process guide for the_development of objectives
(19?1) edited by Howard J. Sullivan and Robert .
W. O'Hare.

No, 4 +~ A master plan fog_pqgii_gervices (1972) edited
. by Anita M. 'Mitchell and James A. Saum.

.'.(ij.
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. %o. 5 -- Carggz_ggyelogment- A California model for career
idence curricu 1um, keadult (1972) edited by Joe
E Ea. Darryi Laramore. Bruce Lowrey, Anita Mitchell,
Thomas Smith, and Dale Woolley.

“o. 6 -- Result systema management: The human side of
accounta 11151 ry (1972 By David Keirsey and Marilyn
Bates.

)
Honographs are available from California Personnel and Guidance

Assoclation, 654 East Commonwealth Avenue, Fullerton, Calfornia 92631,

—

Specifving lLearner Performance Obiectj
i v —T >
A very good overall text on the subject of writing learner per-

formance cbjectives* is:

Kibler, R, J., Baker, L. L., & Miles, D. T. (Eds.). Behavioral
objectives and instruction. Boston: Allyn and Bacon, Inc.,
1970, .

-

For information on the types of objectives, try reading:

Bloom, B, S. (Ed.). Taxonomy of educational Q_igCtiveS Handbook I:
The cqﬁpitive domain. New York v Longmans, Green and Company,

19546,

Krathwohl, D. R., Bloom, B, S., & Masia, B. B, (Eds.). Taxondmy of
educational objectives. Handbook II: Affective domain. New

York: David McKay Company, Inc., 196(.. ,
P0pham, W. J., et al. Instructional ogjgpgigps American Educational
.. ’ Research Asgoclation Mon_gyagp Serieng en Curriculum Evaluation.

Chicago: Rand McNally and Company 969

For dispussions on the purpose of writing objectives and thelr
correct fosd, see:
Krumboltz. J. D. Stfating the goals of counseling, Monmograph No. 1.

Fullerton, California~ CaliforniahPersonnel and Guidance As- ™§
soclation, 1966.
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Lindvall, C. M. (Ed.). Defining\educatlonal objectives: A report
of the Regional Cormmigéion o Educational Coordination and the
Learning Research and—bevelopﬁent Tenter, Pittsburgh: Uni- )
versity of Pittsburgh Press, 1964.

Mager, R, F, Preparing instructional objectives. Palo Alto,

Calif.: Fearon Publishers, 1962.

The following contain many examples of objectives:

bunn, J. A., et al. (Career educacion: A curriculum design and
1n5truct10nal obleccives cgtalog Palo Alto, Calif, American
Institutes for Research, 1974,

National Assessment of Education Progress. Objectives for career

andag occugacional_ﬁgyelgzgent. Denver: Author, 1971,

wellman, F, E. A canceptual framework for the derivation of
guldance objectives and outcome criteria: Preliminary state-
ment. In J. Whiteley (Ed.), Research in counseling. Columbus,
Ohio: Charles E. Merrill, 1967. N

"The réferences below have more general information, bur they
contain parts which are relevant to the writing of learner performance
objectives,

Briggs, L. J. Handbook of rocedures for the design of instructiom,
Pittsburgh: American nscitutes for Research 1970.

Crawford, J. (Ed.). CORD national research training manual (2nd ed.).
Eugene, Oregon: Teaching Research Division, Oregon State
System of Higher Education, 972,

Far West Laboratory for Educational Research and Development. The
specification of expected outcomes. San Francisco: Author, 1971.

Herr. E. L., & Cramer, S. H., Vocatignal guidance and career develop-
ment in the schools: Toward a systems _approach. Boston:

-—-—..-—...._..__.;,

Houghton Mifflin Company, 1972,

Jomes, G. B., Wolff, J. M., et al. SEecifying product and process
objectives, ﬁgﬁulg‘g. Palo Alto, Callf.: American Institutes
for Research, iﬁig.
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Popham, W., & Baker, E. L, Systematic instruction. Englewood Cliffs,
New Jersey: Preatice«Hall, Inc., 1970,

Shaw, M. €. School guidance programs., Objectives, functions,
evaluation, and change. Boston: Houghton Mifflin, 1973,
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