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2 Currem? educiational literature is filled with statements that are:
@) exposmg existing problems that are now facmg educatlon, (2) recog-
- nizing the importance of J.mproved changes in the f1eld of educatiom, (3)
supportlng career educatlon as a p0551b1e solution, and (4) pmmlsmg an’
increase of local, gtate, and federal emphasis for the approach. Consid- .
ermg that traditibnal methods of eyaluation for inmovative educatlonal
programs.- such as career educatlon have in the past failed in their attempts
to tru.ly assess program effectlveness (Guba, 1973. pp. 1 and 2), increased
efforts need to be directed toward the development of an"ﬁvaluatlon system

to measure the effectlveness of school based career educatlom programs.

The major purpose of- this smay 1s to develop an evaluatlon design

to measure the effectlveness of school-based career educa,tlon programs.
_G)Jectlves of the study mclude the identificatipn of tasks and con51d-
erations mvolved in developmg and admlnlsterlng the evaluatlon de51gn,
e.g., 1dent1f1catlon of variables, methods and instruménts for collectmg ‘
mformatlon, sources of methods to analyze and treat data, and criteria
for assessmg the effectlveness of the evaluatlon design. , .
The ;nltral act1v1t1es undertaken 1n the‘study consisted of an exten-
sive rev1ew of avallable 11tera’cure pertammg to career educatlon and
, evaluatlon. The I;rocedures utlllzed in developing the evaluatlon design
and in, 1dent1fy1ng the tasks and considerations mvolved in adm1n15ter1ng
it cor151sted primarily of the processes of modlflcatlon, mtegrz}tlon, and .

‘o ? :
synthesis of models and methodologies that were currently being used by

evaluation specialists in the field of education. These integrated models .
¥ v "‘: W
I-1 \ _ )

'
-
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t
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‘their adaptab111ty to the fou1 stages of program 1mprovement for career

and methodologles were compoS1ted with special con51deratlon glven to

.education that wege "identified by the researcher. .An adV1sory commlttee "

H

was establlshed early in the study and was ut1112ed throughout its

development. I .

" The final results of this study consist,of; (1) an .expli¢it defini-

tion of evaluation, (2) an intégrated evaluatién design correlating four
< ' . - ~ ' '

—

stages of .evaluation with the four stages of pfogram imurovement identi-
AN

fied for career educatlon, (3) suggested variables of.information Wthh

may be needed for the four stages of eva1u1tlon, (4) suggested research -

designs, types of measurEment devices and ¢riterion measures, (5) suggested

I3

data collection methods and € hn1ques, (6) suggested commercial and non-
commercial instruments for collectlng 1nformatlon, (@] suggested sources —
of methods which may be useful in ana1y21ng and treating 1nfonmat10n,

(8) ~suggested procedures and formats whlch may be used to functionally

feedback the results ot evaluation, and (9),suggested criteria for assess—

»
=4

ing the adequacy of the evaluation design.

The evaluation system is intended for the use of assisting 1oca1

L]

agencies in evaluatlng the effectiveness of their school-based career

.
PO - Y . )

" education programs ) .

2 N . .
A z

- ; - Statement of the Problem I }

The céntral problems of this study are to: (1) develop an evalua-

‘tlon system to measure the effectlveness of school based career educatlon

‘

programs and (2) report the evaluation system in a functional form that

s

will be useful in assistiﬁg local agencies in evaluating the effectivéness

“ -

of their school-based career education programs.

. x I1-2¢ ' . f
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Objectives for the Study '

The following objectives have been identified as the research goals

-
4 ) . r

for the study:
: . . ] .o
.1, Identify and.define the nature of ‘evaluation. ? ’
2. Design an evaluation system'for school-based career education
programs -t P

3. Identlfy “tasks and considerations involved in developlng ‘and
admlntsterlng the evaluation de51gn. .

3.1 Identlfy and develop vaflables which may serve as sueqeﬁ-
tions of 1nformat10n~needed in evaluating career educ.-tion

W programs

. ‘

3.2 Identlfy metnods and 1nstruments which may be useful in ‘
collecting data related to the variablés of 1nformat10n
needed . .

3.3 Identify sources and methods which may serve as references
- and suggestions to analyze and treat data 5

3.4 Identlfy procedures &4nd formats which may serve as sug-
‘gestions to feedback the results of evaluatloniln a .
functlonal form.

3/5 Identify cr1ter1a for assessing the adequagy of the eva1- Ve -
uation system. /
. e
4. Anply the evaluation system to a selected career educatlon pro-
gram and report the results. .

_ This report deals with the second major goal of a research project
formerly progosed for the Center for'Vocatlonal Technical and Adult Edu-

catlon at the Unlver51ty of Wisconsin-Stout by Dr. Orville Nelsoqa Co-
2
Director. The two major problems of concern to Dr. Nelson's original ~

€

. ' - 3 - -
proposal were: (1) to determine the status of career education in Wis-

consin schools and (2) to develop an evaluation system for career ediica-

¥ -

tion programs The.first major goal has already been rese'rc%ed and

reported by Dr. L%har Arora, research director, in a separate issue titled

by
"An Assessment of the Status of Career Educatlon in hlsconsan," dated

" Septembér 30, 1973. . . /

“
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Rationale for the Study

As will be ernphasized. in greate;dietail throughout this report,

evaluation must be considered as a discipline whose structure and content

.is highly dependent upon the spec1f1c *ure of the program which it is

to assess. For the present time, however, it should suffice to say that
the focus of the evaluation design to be presented in this repont is

especially geared toward assessing K-12 school-based career eduoa-tion

»

programs ‘ ! . ’ . .

Before one can fully recognize the need to develop effective evalu-
ation for school-based career education-nrograms,r the following major
factors should first be acknowledgec: I ‘

1. There exists nation-wide dlssatlsfactlon with present tradltlonal
’ foms of educational systems.

2. It is feasible to believe that much of that dissatisfaction can
be attributed to a lack of educational emphasis in providing
course relevancy in temms of self-discoveTy and -career orient-
ation, planning,and development. .

3. The nature of the career education approach is to provide course
relevancy in terms of self-discovery and career orientation,
planning, and development. .

4. There already exists nation-wide commitment and support for
career education as a potential solution to present educational
ills. There also is a promising increase of local, state, and
federal emphas1s for the approach.

¢ 5. "Tradltlonal methods of evaluation for innovative programs such

as career education have in the past failed in their attempts
tortruly assess program effectiveness. )

6. Career education is an mnovatlve approach which has yet been
left unproven. ) ) .

7. In order to help determine the real ut111ty and promise that
career education programs may have to offer, increased effort
néeds to be directed toward the development of a more effective
evaluation de51gn

/

3
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The seven major factors listed above provide the basic logic and

b

"foundation upon which the remaining portion of the rationale wiil be
presented. For a moqe detailed outline of the rationale; refer to the

«
one given in the table of contents.

M Dissatisfaction with Present Traditional Forms of Educational Syé%ems

%

""Education has lorg been given credit for much of the greainess of .
our nation, and is now increasingly under attack for existing ills,"
(Korizek, 1971, p. 21). :ﬁ review of literature reveals that a great
deal of dissatigfaction exists on the part ofithe American society to-
ward the inabilities of present educapioﬁal systems in meeting the grow-
ing needs of large numbers of American youth. Such dissatisfaction seems

* ’

quite peculiar for a "natlon whose economy has produced wealth beyond the

imagination of any people in history" (Hoyt et al, 1972, pp. 17 and 18).°

Educational and social i11s have been so frequently remarked upon by
. ’ A
‘authorities that it "is no (longer a) secret that growing rumbers have
2 become disenchanted with tdday's schools" (Meyer, 1972, a, p. \31)
"Students, parents, teachers; bu51ness ‘and civic groups are call-
- 1ng for new ways of applying resources to eductional needs . . .
" in altering obsolete roles . . . within school systems in direc-
tions that will facilitate more creative and effective resolution
of - educational probiems'" (Holstein, 1971, p. 5).

Existing Problems Now Facing Education. Current educational literature

* is éilled'With statements exposinggéhe existing problems that are now

éfecing traditional fomms of education.J In typical schools across the 2
ﬁation, too many students are ''tuning out' because they‘re being "turned

off'" by educational curriculums that are "dull and irrelevant" (Meyer,

1972 a, p. 31; Herr, 1972, p. 63; Holstein; 1971, p. 63 Richardson, 1972,
. R . ‘

b




y . ‘\* .
> ) - ‘ .
e . ) ) . ) ) i
{ (p.-1),i.e ". . . too many while still trying to play the game feel lost . !
ancflac}: identity" (Meyer, 1972 a, p. 31). For the stu&en‘e, there seems

to exist little or no apparent relationship between what they are asked
. . : P

*. to learni in the schg#l and its application to the real world that exists

& 4

.outs.ide the walls of the classroom (Holstein, 1971, p. 6;_ Tyler, 1970,
“pp. 794-795; Bottoms, et al, 1972, p. 3; Keller, 1972, pp, 2 and 3).

The follow‘ing comments by Bottoms (no date 1istéd, p. 4) express this
. quite well: ‘ ) | ] 1

"For large numbers of American youth, the public school system |
represents a maze of meaningless activity leading nowhere. " They

fail to see the reiationship between their current school exper-

iences and some identifiable next step.- 'What has algebra to do

with me?' they ask, 'Why should I try to remenber the chief bat<

tles of the Revolutiopary War?': Even the high school science

laboratory appears to be a place for -following directions of the

laboratory manual to see if they can obtain results reported in

the textbook' (Tyler, 1970, pp. 794-795).
The foliowing words -by Marland (1972 c, p. 5) seem appropriate at this

(4

i

point: 'We fail our’ young people when we do not at ‘least alert them to

the potentialities for the training they have acquired in thé academy.”
& . !
t

Magnitude and Ramifications of Fducational Problems, Findings that il-

lustrate the fnagnitude and ramifications of the problems just mentioned

can also be readily documented. For example, the U. S. Office of Educa- - ,
tion publi;hed a stuciy bi"G‘rant (1965, baqk.cover) which (indicate,s thaf .
out of every ,tén pupils in the fifth gradepin 1957-58, 9.4 entgr;,d the } !
. ninth grade in 1961-62; 8.1 entered the eleventh grade in 1963-64; 7.1

/6
gr/(duéted from high school in 1965; 3.8 were anticipated to enroll in

. college in the"fall of f965; 1.9 would have probably earned baccalaureate,
degrees in 1969. According to these statistics, about 30 percent of all

youth in the U~$. fail to ieave high school with a diploma. Consequently,

’ -
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" the kind of learning requlred" (Tyler, 1970, pp. 794 and 795). /

A}

they too often enter what Eaddy (1971, p. 3) called "the category of th
educa;ionally disadvantaged." The statistics for Grant's stuay included
students with.average and above average intelligence.' Therefore, one ,
might Suspect thﬁt the failure to educate 30 percent of all high school
students in the U. S. "ig not due primarily to the 1nadequac1es of the
students, but to the 1nappropr1ateness of the program to supply them Mlth
The speech entitled "Education and Business--A Nécessary'Mbrggr"

given by Sidney P. Marland (1971 b, pp. ZQ and 21), U. S. CommlsS}éner

/
of Education, is another source illustrating the magnitude of the dilemma
. . f

»

» - - .~ - 'l/
education is now facing. Aecordlng to Marland, education repregents ur
8 ’

Nation's largest expenditure, costing $85 billion a year. It éven exceeds

defense costs by $9 million. With so much ﬁoney going into eéﬁcation, it
- - . - ’»/

would seem appropriate for taxpayers to be able to assume thidt education

is providing almost all young people(kdth career skills thif would at

" 18ast enable them to be economically independent when they;decide to leave

. o . f
school. - . ) j
/

Accordlng to Marland, however, the S -
"statlstlcs do not support this assumption. Of 3.7 million young
people leaving formal education in 1970-71, nearly/Z 5 million
lacked skills adequate to enter the labor fbrce at/a level com-

mensurate with their academic and intellectual prqmlse. hbny
left with no marketable skill whatsoever."

Out of these 2 5 million students, 850,000 dropped out of elementary
or secondary school, 750,000 graduated from the general high school cur-

riculum,and 850,000 entered college'but dropped out without a degree or

completion of an orgaﬁized career program. In considering the costs in-

volved in getting these three groups of students as far up the educational
. ) g -

’ - si’

1-7 .

/




N

k o ! Tyt
ladder as they got tefore leaving school, Marland estimated a combined
outlay of almost $28 billion which, .in essence, represents approximately ' .

one-third of the entire funds'expended or, education duging the 1970-71

. 4
school year. Thanks to Marland, the nature of ®ducation's dilemma is now

. - clearer! 'We spend billions to prepare 2. 5 mllllon young people for poten-

tial dlsenchanUment a1mlessness and fa11ure, year after year, after year'"

\In 11ght of an appropr1atlon such as thls rt is not surprising to find Jf
throughout the nation, w1despread reluctance on the part of taxpayers to

approve educatlonal budgets (Korizek, ‘1971, p. 21). | P ~'§ -

Even more distressing, however, are the non-monetary losses--the A
‘ ’i‘

uncalculated whStes of, personal and social investments incurred through

the insufficient utilization and development of human resources. The loss

o

~

of such intangibles ae self-identity, self-esteem, prestige, and confidence , .
and the feelings of alienation and'non-fulfillment that are accompanied ’
with truancy and mlsunderstandlng are all 1rretr1evab1e foffeitures that
cannot be estimated in terms of money alone. The dlsmal consequences of
educat10nal by-products such aéﬁkhese are, of course, the potentlal pred-
ecessors of such social ills as unemployment, crime, and drug addiction
which, in turn, create the needjfor remedial, correctional, and welfare
programs_hhich, in essence, represent an extra burden upon our resources.
In other words; the’ shortcomings of education have created a cycle of a
degenerative nature which in effect, is wasting human potential at the
.- added expense of the taxpayer. "The costs, the blighted 11ves, the dls-
content the VIolence and the threat of revolution, are needless, Schools
can prepare young people to realize their potentigl'' (National Advisory

Council o;n Yocational Education, 1969).

-

I-8




What doec the future promise if prefent trend? continue? Unless
improvement occurs in our educational system now, the diaenéhantment and
waste that now erists will only perpetuate itself. In 1975, it is expected
that the unskilled will account for less than 5 percent of the total labor '
force,.howeveri the Bureau of Labor Statlstlcs ant1c1pates "that we w111
;11 have more than 3.5 m1111bn young people with no salaple skills try-
1ng to squeeze.themselvés into this sad 5 percent category', (Marland, 1972
- .ay p. 45).  In addition, the National Center for Education (Keller, 1972,
pp. 4" and 5) predicts that “by 1980, approximately 15 million more pecple,
most of whom will be young, will want to enter the labor force at a time
when 1OO.m.tllJon Amerlcans w11] be seek1ng work " For these persons. .‘.
"there will be 11tera11y no room at the bottom. This tragic situation
clearly 1rd1cates that\Amerlca 's educatlonal efforts are failing, or at

least ‘they are not attuned to the rea11t1es of our times" (Marland, 197Z

a, p. 45). o - ‘ o

_ Possible Causes for Existing Ills ' , N

hY

Societal Emphasis on College Preparation. The heart of the problem under

lying education'§ failing efforts‘oan be found in the "false societal
attitude that_worships a college‘degree:as the best and surest Toute to,
'occupat;onal su;éess"r(Hoyt, et al, 1972,’p. 29).- Traditionally, school
systems, especiallu the secondar& schools of the‘natioh, have placed pri-
mary.eupbasis on college preparatiou (Drier, 1972 a, p. 3; Korizek; 1971, .
ﬁ. 21; Jenkins, "1971, p.’ 8; Keller, 1972, pp. 1 and 2). As Hoyt (et al,
1972, p. 29) and Keller (1972, pp. 1-3) reveal, this traditional emphasis

is founded on the principle that the more education a person has, the




o | |
" better off he is. The only problem with education's application of ‘this

7 ~

principle, according to Hoyt and Kellér, is that some of its basic limita-
tions and assumptions have been dangé;ously misconstrued. Some of the

distinctions that education has failed to take into full considerition

-

are: _ ' , , .

1. 'The optimm educational preparation réquired for successful
~ job performance differs from one occupatlon to anothér, i,e.,
+ ot all cccupations require a minimm of a college education-
for a maximm development of successful job performance skills.

2. The opLimu;\educational preparation for, su;cessful job per-
formance differs from one person to another within an occupa-
tion -- depending upen the particular person’s predisposition
to success for his chosen -occupation.

3. The amount of formal educatloéal preparation requlred for v
successful. job entry is not in itself valid criteria for
judging the worth of an occtuppation -- such criteria is more
properly established within tha}contexts of both an indivi-
dual and societal frame of reference, i.e., the value of an .
oceupation is more appropriately ascertained by its cont;lﬁu- '
tion to both the indivdual worker and the society that is to
be ‘served.

4. Differing degrees of expertise and job satisfaction, ranging
from optimm job competency development to development of - -
minimm job entry skills, can be attained in any’of the pro-
fessions and should be fully acknowledged, regardless of
whether it required twelve years of formal education as a
prerequisite to develop or twenty years.

5. Whatever occupation is suitably selected to keep a person's
_vocational needs satisfied, these same vocational needs will
still be satisfied, egardlesé of how much formal education
was required to prepare him for successful performance within

that particular occupation.

6. Preference of how much educational preparation one ciooses
depends largely upon the individual's particular perception

of work and self-concept which, in turn, has < direct bear-
ing on the unique vocational needs and aspirations which differ
widely from person to person. .

} 1-10
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Units of Formal

paration in Years
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N

v

Many persons, for reasons of their'own: may be willing

and completely satisfied to discontinue their formal
educational preparation before reaching.optimm job
competency development, e.g., the point on the contin-
wm , (note Figure I) where only minimum-job entry skills ' -~
are. develgped; while still others may seek more formal -
>; - education within the same occupation.
The ultimate degree of job competency development also
depends a great degl upon ‘the restriction popularly re-
ferred to as reaching cne's own ''level of incompetence'
which is governed by the "Peter Principle" (Peter, 1969) .

Contimunm Depicting a Lifetime

“Pigure I

'Op:imumlbob

* Educational Pre- R . Cotipetency
Developaent
0 - 6} 9 12 R
C = ' -
v Y v v
Elementa Jr. Sr. Post-Secondary
, High High : ' .

-

Not all jobs are easily marketed -- no matter how much formal

educational preparation a person has, his chances of finding
satisfactory employment within his chosen field are slim if
there no longer .exists any marketable demand

tiopal services.

for his occupa-
Y .

«

The faiiure to see clearly and account for these seven distinctions
points to the roots of the problems that are now facing education. The
inappropriate application of the principle regarding education's relation-

ship to work preparation has resulted in a false societal attitude that

has over-emphasized a coiiege education and.neglected the virtue of its
many other alternatives. Such over-emphasis has beénucarried ?d% to
"the extent that those youths who do nof ﬁursue it (a‘college educatipn)

are often considered 'second class'' (Hoyt, et al, 1972, p. 30). Keller

(1972, p. 3) alsq agrees with this idea as indicated by the following

-
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their baccalaureate degree,

surely wrong w1th American education' (Bot toms, et al, 1972, p 3.

¢
comments: 'These attitudes tend tci stigmatize both individuals and pro-

grams that have goals related to the world of ‘work, with the exception ‘
of those occupations cl‘asslfied as the professmns.'.' In addition to ’ .

-
™~

th.s, the

"inordinate empha51s on college preparatory programs, when com- )
bined with parentdl obsession to see that their children receive *'° .
a college education, has created a substantial 1mbalance in the . Lo

*iabor force of ou;r Nation” (Jenkins, 1971 . 8). ) Yao v

Marland (1972 a, p. 45) states that by the time students receive -

»

»

"1t may well be a surplus{ item. We*have an ekcess of such de- .
grees now in -the aerospace industry and im certain parts of the
teaching profession, and the National Planning Association pre-
dicts an.eventual excess of bachelor's degrees in every field -
except the health professions. The Department of Labor indicates ,
that in the near future, .80 percent of all jobs will be within

" the range >"of thé high schoo¥ diploma.' '

Yet as Bottoms (et ‘al, 1972, p. 3) observed, "at the secondary level \ .

ox'rer 80 percent of students are enrolled in either the college prepara'

-

/

tory or general education curriculum de51gned to ready them for college

attendanoe " The mplications for°our present forms of educational sys-

tems are clear "i{hen over 80 percent of the students are getting ready . - .

to do what oyer 80 percent will not,sin fact, actually do, something is .

K

’Ihere sedis to be no doubt in Hoyt's (et al, 1972, p. 30) mind where much

of the responsibility rests, for the societal attitude which over-emphasu:es

college preparation: "

"The Americari system of formal education has, in its basic struc-
ture, philosophy, and methodology, been a major contributor to

this societdl attitude and must accept d major share of the blame
for the unfavorable personal and social impacts. If American edu-
.cation can and will change, it can become a major contributer
toward the goal cf eradicating this attitude in our society.’:

L4
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“As Hoyt (et al, 1972, p:.30) points'out, changes such as these, that
. .are d1rected toward educat1onal systems, are not 1ntended to.lower the
values of a college educat1on for those persons who have selected a col-‘

) lege program as a pert1nent goal in their l1fe, as Jenkins (1971, p. 8).
asserts, "the're w1ll always be soc1eta](den‘ands for colleg'e graduates."’
For such‘persons~as these, however, it is necessary that théy ook upon
their college educatlon as contributing to some relevant and personal
goal,  In addition, it %s not the intention of such charges to 1mply
that the only objective of formal e@ucat1on is Job;preparat1on alone.
Raéher,'it "is a plea for acceptance of a greater‘yarlety in life styles
and in types of career preparation.'” It also represents the belief that if

formal education would have more meanlng if it were not completely con-

sidered an end in it%eIf, 1 e, somethlng that, for sorie vague reason,

k * has to be done and f1n1shed as soon as possible. :
. . g . .

Education's Fmphasis: Preparation for Living vs, Preparation fbrilhking

%

a Livlng. According to Hoyt (et al, 1972; p. 30) and Bottoms:(et al,
| 1972, pp. 2 and 3), the two basic purposes of eduCation have historically‘ ..
and philosophically been: (1) preparing people for living and (2) pre- .
paring people for mahing a 1iving. They also assert that educat1on has ’
been pr1mar1ly emphas121ng pr»parat1on for l1v1ng rather than preparatlon "
for making a living. This empha¢1s could very possibly be the inherent o
consequence of educat1on s response to the societal attitude earlier men-

tioned (Keller, 1972, pp. 1-3). As Hoyt (1972, p.\35) states, "The. schools :

have done quite well what we\have told them to do. .," it's just thatf

we have not insisted they do a number of thifigs which are important to

H

’
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society.* In the process of plac1ng major emphasis on preparation for

11V1ng, education can, 1n.effect become an end in 1tself Hoyt and w

3

*Bottoms both have stated 51m1larly that "in pract1ce, educat1on s prlme

purpose has seemed to be _education,' as though it were the sole purpose
4

.of the typ1cal classroom teacher to prepare his students for ascendlng
to the next grade level in order that even bigger doses of education.
could be adm1n1stered Hoyt appropr1ate1y referred to thlS emphasis in’ .
Amerlcan educat1on as '"'school for schooling's sake." Goldhammer and
Taylor,(1972, p- 21) expressed it this way: "The schoéls”are*steeped .
1n the academlc traditions uhlch emphas1ze scholarsh1p, not effectlve—

ness, in performlng one' s roles." According to their 1nterpretat1on,

traditional curr1culum ”rela}es ta the structure of knowledge, not to

¢

the  Tife needs of students."

.

Defieiencies in Career Planning and‘Development. Due to technological

'/ progress and its accompanying spec1al1zat10n, there. have evolved more
oy

edugat1onal and occupat1onal opportunities than have ever ex1sted before.
Consequently, there now exists "unprecedented pressures. . . for 1nd1v1—'
duals togdefine uh%jthey are and what, goals they value" (Dr1er, 1972 a,
. p- 3). Hoyt (1972 P 182) seems, to agree with th1s, as the following
‘ romments clearly 1nd1cate: "The needs of th1s society, both youth's and
dult S, in these times for 1ndlv1du;l1zed and cont1nu1ng assistance in
caréer preparation and development are great and are becom1ng greater."
In addition to the understandlng that students need to def1ne themselves

~and thelr goals in terms of available career opportun1t1es, studies show,

that there exists a Very h1gh level ofastudent interest in the areas of

1-14 e




’

choice-making aid careet development from the very early agés throughout
the life-process of maturity (Sloccum and Bowles, 1967; Campbell, 1968).

bespite this need for student career development activities'and a

s

hlgh‘level‘of student interest in these areas, there exists evidence ' . s .
;w1th1n these same studles that!also indicates that students are not ge¥t1ng
- the educational assistance they need in order-to develop the career,plan—
niné skills and the'personal and social clarifications that are essentlal
for career ’de\{elopment:‘ " Similar studies by Shill (1968 a, 1968 b, 1968 ¢)
and Boykin (19685, hot only support this i%eahhut further suggest that

students éet'mOre career information outside the school settlné than £rom
w1th1n In ad&itlon, McMinn (1971, p. 11) asserts that "Tfaaitlonal.curtie- \
ulums have not assisted 1nd1V1duals to percelve work as “having personal '

T,

‘relevance, ds being cr1t1cal to oné's determ1n1ng his own life style, or

as be1ng a medns that contrlbutes to self- fulflllment.ﬁ Consequently, -
many’youth are not only isolating thenselﬁés from any meanlngful partic-
ipatien in.the academics of school because of boredom tas earllet debicteg
in‘the'section of the tationale‘titled "Existing Problems Now Faciné‘Edu-
cation'), bnt they are also finding themselves unable to take advantage
of the gast amount of infornatibn abeut eéreeg oppdrtunities that are nhw
available (Drier, 1972 a, p. 3; McMinn, 1971.p 1Z; Holstein, 1971;'9 6)-
Such sfadents as these find themselves becoming that portlon of our edu~‘
catlonal system which is not "prepared to meet the challenges which will
face them once they leave the protective walls of the school” (Jenkins,
1971, p. 8) They are the students who will eventually ""tune out' be-
cause of b§1ng "turned off" by currlculums which they find to be "dull

and irrelevant." The sum total of such educational outcomes will eventually

‘ > ’ L

I-15 C e




be evidenced in the increasing number of students who uill someday drop
" out or graduate from formal education without hguing acquired any salable
skill to meet growing needs of the job market orhwithout'having orgenized
. ahy plans for further. tralnlng (Meyer, 1972 a, p. 31 Holstein, 1971, p.
\ « 4 6; Rlchardson, 1972, p. 1; Korlzek 1971, p. 21; Goldhamner and Taylor,
..1972, p..3). Unfortunately, these are the students who will ultlmately
account for the Nation's ever 1norea51ng unemployment, welfare, and crime’
rates that. were alluded to earlier. Rhodes (1969, p. 8) offers some con-

;)clusive remarks that seem to sumnarize much of what has been presentéd

thus far: .
Rﬂnually, our educatlonal system turns out mtlllons of un-
skilled and untrained graduates.and dropouts into a work force-
that has no place for them. For most of our youth the sec- .,
ondary school is their last chance for full-time education; ,
consequently, their preparation for 'a job.must come during .
high school. Education must be made relevant, with deép con-
cern from the total® student body; it must prepare each youth
to graduate with a diploma in one hand and a job in the other.
R The alternative is clear, we e1ther provide him with a job or
g ‘ fight him in the-street.” - , N

What are the p0551b1e causes for ex1st1ng educatlonal and social i11s?
Hoyt (et al, 1972, pp. 182 and 183) offers the follow1ng conc1u51ve remarks:
In addition to an over:emph351s on college preparation, 'Much of the cur-
: . Tent societal unrest exists because of a lack of emphasis on career edu-
&ation‘for all. ... It is time thet career education needs of all our

. , citizens be recognized and provided for."

Need for Educat1ona1 Change ' . ’ | .

3

"Soméhow, and in some way, school must be made to make sense to stu-

‘denits. . ." (Bottoms, 1972, p. 3). The logical change that is needed,

™,

accoraing to Hoyt (et al, 1972, p. 30) and Bottoms (et al, 1972,.p. 3),
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is that the insufficient emphasis on the educational goal of preparing
" for making a iiviﬁg be restered by re-integrating the objective of suc- ‘
cessful preparatlon for work into currlculum§ ‘

Hoyt (et al, 1972, pp. 3 and 7) maintains that up to the present,
", . . our schools have seemed to operate as though only vocational educa- N\\\\\\

tion personnel are charged with responsibility for helping students ready

themselves for employment . This of course, is patently ridiculous. . .'

He further asserts ;hét teachers can make all types of curriculum rele-

El

vant to student vocational interegt: -

."In these times of increasingly rapid social and .technological
change, there is no more basically important way of he1p1ng stu-~
dents become ready to work than through the sound acqulsltlon of
the basic skills of reading, mathematics, communlcatlon, the *
social sc:ences, and the natural sciences. .-. Career implica-
tions are in every learning experlence, from pre-school to grad-
uate school and beyond.'

As earlier implied, in order to be congruent to the diverse needs

~of all students, curriculum content will have to be pertinent to all

varieties of life styles and levels of career preparation that exist.

This is not suggestiﬁg that the educational goal of preparation for making
(’i; liring'replace the goal of preparation for living. Rather, it is a
conviction that equilibrgﬁm among the two gyrposesAof_edocafion should

’

and can be'restored as a viable solution for coping with the educational
and social ills that now oxisi._ -
As mao; sources will verlfy, qof all problems that‘confronr society
" are solely caused by educatlon, nor can they be.completely overcome by
the school syotems alone; by the same token, however, there seems to be

widespread‘agreement that education can be a much mgre strategic force

. than it has been in implementing possible solutions (NAM, 1971, p. 1Z;
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Richardson, 1972, p. 1; Hoyt, et al, 1972, pp. 18 and 26; Peterson, et al,
1971, p. 3; Goldhammer and Taylor, 1972, p. 4).

""The 50,000,000 American families for whom work is necessary,

but college inappropriate, ‘demand alternatives that will offer

them status, security, satisfaction, and success. They should
not wait much longer" (Hoyt, et al, 1972, p. 29).

In hearty response to the societal demands for increased responsi-
bility in contributing a greater share of educational improvements for
these 50,000,000 American families, much of education's attempts have

' t

‘/ - - - ’ -
been nationally exerted in the direction of a popular new curriculum

emphasis called, ''career education.'

Defining the Nature and Scope of Career Education - Six Approaches

[ 4

Earlier in-the introductory paragraph of the rationale, it was men-
tioned that the orientation of an evaluation design is highly depe'r}dent
upon the particular type of ptogram being assessed. This suggests that
in order for an evaluation design to be effactive,, it‘must be custczm
tailored with close consideration given to the particular nature of the
program it 145 to assess. Therefore, before proposing any evalvuatibnrde-‘
sign, it would first seem a;;ential that the ’speci;ficf nature and acope
of cateer education be defined rather ,gg"l’icitl‘z. - > ,

Ever since Commissioner 'S‘itiaey P. Marland introduced the emphasis of
~ career education as a ﬁlajor goal of the U. S~ Office of Education, there .
has been deliberate refusal on hlS part to expllgltly define, in specific
terms, ex'ac'tly what he had meant by the temm "career educatlon" (Bottoms,
et ‘al, 1972, P- 5) "In fact, the strategy is to leave the matter of
definition open to as much d1alogue and interaction as p0551b1e" (Gold-

hanmer and Taylor, 1972, Iép 5 and 6). The assumptlon of th.'lS strategy

I-18
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pre-supposes that leaving the specifics of the definition open to inter-
'pretation will inevitgbly bring rise to healthy controversy and debate
which, in turn, will lead to creative development of the concept by edu-
cational leaders. Consequently, 'the most accurate and honest statement

to be made at this time is that career education remains to be precisely
defined" (Goldhammer and Taylor, 1972, p. 5). The general consensus for
many authcrities then, foliows that not only will the task of operationally

defining the term career educdtion remain a d1ff1cult venture, but also

L3 1

‘that the career educatlon concept itself will continue to exist as a move-

ment gulded by a non-universally accepted definition for quite sometime
to come‘(Miller, 1972 a, p. 16; Hoyt, et al, 1972, p. 1; Bottoms, et al,
1972, p. 5; Goldhammer and Taylor,'1972{,ﬁ. 5. . l .

Swanson (1972 a, p. 3) sums it up thi§ way:

"Career educatlon is almost 1mposs;ble to define and its imple-
. mentation is subject to many interpretations and numercus com-
" promises. It has been subjected to endless combinations of -
pressures and‘preferences to reflect the alternative views of '
' 1ts advocates and its 51de11ne observers.
As an added insight to the present non-universal definitional state
oﬁ,career education, Bottoms (et al, 1972, p. 5) adds, in a somewhat
‘ humorous vein, the following "words of wisdom'': "After all, why should
'career education' be different -from any other educational concept’"
In an attempt to arrlve at the spec1f1c nature and scope of career

,eaucatlon, and yet accotmt for the var1at10ns of 1nterpretat10n and em-

phasis that exist among dlfferent deflners and implementers of the con-
r ( . cept, the researcher has elected to take the advice of Swanson (1972 a,
p.'lil) who states that,'No single approach to the description or defini- .

tion of career education is complete or adequate.' What he feels is
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needed in ordef to properly define career education is a mmber of ap-
proaches which5are "mutually reinforcing.”" As.a résult, I Have selected

to use the types of approaches that were suggested by Swan;pn (1972 a,

pp. 109-111) and added one of my own (i.e., thé conciseé auéhoritative
definitions approach) in hopes that a valid and yet currently representa-
tive description of career education could be attained. - It should, per-
haps, be emphasized at this point that thesé approaéhes are not mutually
exclusive, i.e., some overlap inevitably exists, however, as Swanson ‘
earlier ﬁreferred, these approaches will have the end effect of being
mutually reinforcihg in the direction!of a specific description of ca- .

reer education. The approaches will be presented in the following order:

{1) concise authoritative definitions, (2) essential features and compo-

nents, (3) goals, elements,and outcomes, (4) educational leve{s, (5) ed-

ucational delivery systems, and (6) philosophical assumptions and commit-

ments.

Concise Authoritative Pefinitions. The concise authoritative definitions

approach is an effort to define the nature and scope of caréer education -
by offering examples of definitions by aﬁtho}ities who have attempfed to
conveniently define career education in one<or two tidy and concise para-
graphs. 'Six examples of such attempts wefe selected in order té illus-
trate and accountvfor thé fact that for every definer of career education,
there exists a somewH;t differing definition for it, e.g., H?yt's definir
tion emphasizes thgﬂcareer aspect of career education while Evan's defini-

tion of. the same concept emphasizes the educational ‘aspect of the approach
4

(Hoyt, et al, 1972, p. 1). The six selected examples are as follows:




To Hoyt, “career education is defined as the total effort

of public education and the commmity aimed at helping all
individuals to become familiar with the values of a work-
oriented society, to integrate these values inito their

lives in such a way that work becomes possible, meaningful, -
and satisfying to each individual" (Hoyt, et al, 1972, p. 1).

To Evans, 'career education is the total effort of the com-
mmity to develop a personally satisfying succession of
opportunities for service through work, paid or umpaid, ex-
tending throughout Tg%:" (Hoyt, et al, 1972, p. 1).

- A
To Meyer (career education coondinator,Ahﬁsconsin DPI; 1972
b, mimeographed handout), "Career eéducation is a program to
facilitate the lifelong process of career development. It
is a motivational approach to education for people of all
ages, at all grade levels, and in all subject areas. It is
designed to maximize career development by prov1d1ng guldance
and counseling services, by providing experlenceﬂéﬁg in-
crease self-awareness, by relating learning to ation, -~
by utilizing community resources, by blending ademlc and
vocational education, by providing exploratory work expex-
ience, and by preparing for and placing them in an appro-

. priate 'next step' in their career development, each time

they exit from formal education:' - -

Td Marland (U.S. Commissioner of Education; 1971 e, inter-
view), ". . . the tem 'career education'. . . is basically

a point of view, a concept - a concept that says three tliings:

Flrst, that career education will be part of the curriculums
for all students, not just some., Second, that it will con-
tinue throughout a youngster's stay in school, from first
grade through senior high and beyond, if he so selects. And
third, that every student leaving school will possess the
skllls necessary to give him a start in making a livelihood
for himself and his family, even if he leavessbefore com-
pleting high school.” . . e

To Pierce (Deputy Commissioner for Occupational and Adult
Education, U.S.0.E. 1973, p.,51), "Career education is . . .
an attitude, an educational philosophy; if you will, that
must, to be totally effectlve, permeate the thinking of
every teacher, counselor, administrator, board member, and
parent of this country.

‘ H
It is simply a comnitment to do everything possible, begin-
ning with pre-school programs, and continuing through grad-
uate school to see to it that the educational system prepares
all children, youth, and adults, who do not suffer from an
insurmountable physical, mental or emotional impairﬁfnt, to

~

4
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function at the maximm of their ability when they enter
the labor market. . . . Career education, therefore, per-
vades all of education, and everything we do is done, not ’
for-the sake of education, but for the sake of the student's
career preparation.' -

6. To Goldhammer and Taylor (1972, p. 6), '"Career education
considers curriculum to be Systematic - an integratéd and
cumulatiye series of experiences designed to help each stu-
dent achieve: (1) increased power to make relevant decisions

: about his life, and (2) 1ncreased skill in the performance -

) of his 1ife roles. _

Spec1f1cally, career educatlon is designed to capacitate
individuals for their several life roles: economic, com-
munity, home, avocational, religious and aesthetic. It
recognizes the centrality of careers in shaping our lives
by determining or limiting .where we work, where we live,
our associates, and other dimensions tha+ are significant
in defining our %1ife style. Designed for all students, ca-
reer education should be viewed as lifelong arid pervasive,
permeating the entire school program and ‘even extending
beyond it." ~

In utilizing an eclectic approach, the researcher has developed a
concise ihtegrgted definitioniﬁf the nature and scepe of career educa-
tion. This definition reflects seltcted bits and pieces of the defini-
tions just mentioned. Like other definitions of career education, this
one is also suﬂiect to the persoﬁal interpretive reasoning of its author
and is: by no means, offered as a universally accepted definition.

_Career education is the lifelong pervasive process which systemat-

1cally and sequentlally prov1des, through tie total combined efforts and

resources of the system of public education, the commmity, and the indi-

vidual student, the following: -

1. A cumlative and dynamic series of experiences offering flex-
. ible insight into the current nature and complexities of our
i work-oriented society (e.g., its values, reeds, opportumities,
problems and promise) for those persons who must function

within that soc:1ety ’

Ve

2. A suecession of opportunities to relate learning to all the
variety of educatiocnal opportunities, career options and

v
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consequent life styles that are available - a blending of
the academic and theoretical world of the classroom with
exposure to the realities of the world of work.

3. Educational assistance required for developing the career
planning and decision-making skills and the personal clar-
ifications (obtained through self-awareness) that are essen-
tial for defining and determining life styles.

P

It is the ultimate purpdse of career education to provide these‘ \ ] ///’
opportunitieé in a functional way that will facilitate all individuals, .
" of all ages, to identify, develop,and perform personally relevant life
roles (e.g., home,commmity, religious, work, fiﬁanciél) in the capacity
they choose to define such roles. Through objective acknowledgement and
acceptance of a greater variety of life styles and alternatives for ca-

reer preparation, the process of career education is designed to enable .

a greater variety of peopte to ;ive a more meaningful and’ satisfying life

within the positive contexts of both an individual and societal frame of

reference,

Essential Features aﬁd'Cbmponents. This second approach helps to pro-

vide some specifics for the generalities that were offered in the con-

cise authoritative definitions approach. The following 1ist represents

Ji integrated composite 6§ features and components that are considered

by a variety qf authoritiesfto be egsentiél in the proper functioning

of careereeducation programs (Swaﬁson, 1972 b, pp. 4 and 5 and 1972 a,

p. 110; Miller, 1972 b, speech; Hoyt, et al,‘}972, PP S-lO;CKeller,

1972, pp. 3 and 12; McIntyre, 1972, pp. 1-4; Goldhammer and Taylor, 1972,

pp. 5 and 6; Richardson,/1972, pp. 3-7; Arizona State Advisory Board for
Vocational Education, 1972, p. 12): ) 3

1. Career education is for all individuals of all ages; it is
not an exclusive approach just for non-college bound youth.

I-23 : ' .
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- reality in our soc1ety

-

Career education 1> an intéegral part-of the tctal school

curriculun sequentially 1nvolv1ng a11 grade Ievgls and all

course subjects beginning in early childhood an ‘contimuing

throughout life; it is not a discreet entity to be added to

present curriculum as a separate independent block, nor can

it be obtained merely through the establishment of a single ,

area vocational center. , 2

Career education requires utilization of the resources, as
well as the active cooperation and participation of all school
and commmity members - 1nc1ud1ng the student; career educa-
tion unites students, parents, schools,and communlty enter-
prises in a common cause. :

Career education utilizes the motivating force of career
interest in'relating the importance and contribution of
instructional curriculum to the real life career implica-
tions®f the world of work.

Career education exposes individuals ‘to the wide range of '
educational ‘and occupational opportunities that are avail-

able and orients them to the nature of the society in which

they must someday fumction in some chosen capacity; famil-

iarity with the world of werk creates insight into the work

attitudes, opportun1t1es, promise,and problems that are a

Career education focuses on the development of rational
decision-making skills in order that individuals may choose
wisely among the various educatlonal and vocat10na1 options
that are available to them.

Career education facilitates the development of self-awareness
and clarifies the relationship between different types of work
and their resulting life styles; this assumes that greater self-
understanding will lead to the satisfactory selection of an in-
dividually desired style of life and ‘the identification of an
appropriate career which compliments that life style.

Career education does not force or limit students at an early
age to make particular decisions pertaining to the selection
of a specific,vocation or life style; career education is a
sequential process that encourages and enables students to
explore, alternative careers and life styles upon which tenta-
tive decisions can be made and modified; career education
acknowledges the fact that career development is a life-long
process and may 1nvolze several succe551ve occupational choices.

Career education enriches tradltlonal school disciplines by
extending beyond the sterile boundaries of the classroom into
the realistic Tealms:of the world of work; career education

.
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permits individuals to exit school and utilize the home and» .
the commnity environments as sources for observation, work -
study, and work experience in selected occupations; after .
such experiences, the individual may elect to r&turn to”schooli,
for further formal education (assuming the person's freedom
“to return to formal school education is governed within the
limitations of compulsory education).

o »

'10. Career education provides vocational skill competency devel-
opment up to at least job entry levels in selected occupations
that are flexible with the changing needs of.a Wwork-oriented +
society; these minimum skills are considered necessary prior’ (\«
B to any lengthy or final exit from formdl education in order”
to permit a successful transition from. schbol to. work.
11. Career education features 100 percent placement, whether
the student is placed in a full-time ‘career of his choice,
or is just temporarily placed in an educational or training
program which is preparatory in nature; student follow-up
~ With successive placements and re-education, if desired, .pro-
.vides a source for career education's accountability. - . T

£, ¥
s »

J ' 12. Career education is neither "anti-college" nor '"pro-trade -
skills;" it provides equal emphasis and acceptance for all E
dimensions of the "occupational hierarchy" including the R
various modes of career preparatioh end the differing life

styles which accommodate them; such objectivity fully pro- ., - ‘

vides the security and protection of individual freedom of : '

choice. : . ‘ : / "

13 Career education is not synonymous with the temrm vocational B
or technical education, however, vocational -education is an
esSential component of career education; @ﬁgthe same token, . )

» career education ‘is not in itself occupational #raining, ° ) -
éven though occupational training.is a necessary ingredfent :
of career education. v . .

<

-

- 14. Career education in no way conflicts with other educational
objectives; it is rather an approach to restore equilibrium

among the polar objectives of education: preparation for , .
«  livihg vs., preparation for making a living. . - C y

bd ~

Goals, Elements and Outcomes. This third approach describes career edu- .

<

: cation in temms of desired pre-determined performance outcomes and char-

el

acteristics that individuals should cumulatively acquire after exposure

te program treatment. Through detailed examination of/a variety of ca-

reer education handbooks, guides and instructional units, Keller (1972,

-

. , “ “ (,
4 , . . , % ‘\(\‘
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PDP- f6-27) has developed a synopsis of selected'career education goals

for schools. This_synopsié may be referred to in Appendix A of this

report. . T - . : h X
- The Arizona State AﬂVisorvaoardgfor Wocational Education (1972,‘p.

10) summarizeé the goals 6f career education into the folibwing three
- general goals: ’ ' |

Learplng to Live: This means developing a self-awareness of

® one's capab111t195 and developing the ability to deal with
leisure time and society in general. .

Learning to Learn: This involves motivating students so that
they want to learn the basic educational subjects. This can
be done by making the subjects meanlngfu1 and by relating them
to- the real world of work. .

Learning to hhke a Living: This means prepéring students so
that they have the capability to support themselves economically
and to become productive members of the commumnity. .

After acknowledging the fact that ''there may be many sgts of ele-
ments which identify or describe career education,' the staff at Ohio

State's Center for Vocational and Technical Education have identified & |

eighi elements along with eight respective desited outcomes for use in
their Comprehensive Career Education Model (CéEwD project Gﬂiller; 1972 a,

~ PP- 20-23).‘ These, elements and outcomes may be referred to in Appeqdii
B of this reﬁort.

. ¢

Educational Levels. The %ourth appr9é€ﬁ‘%o defining career education

*

focuses -on the sequential and cumulgkive process of implementing career .
education along educat;onal levelsy startlng with early childhood and | .
proceeding through adult and cOntlnulng educatlon Each level of thlS -
cumulative proceqs has spe01f1c obJectlves that are geared toward the

level® of comprehen51on that can be expected of the individuals for their
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respective grade level. In reviewing a variety of proposed models which

utilized educational levels in defining schﬁbl-based career education, it
was discovered that a mumber of features seemed to be common to them all.
Figure IT (p. I-28) illustrates these coymon features in a single chart

which is based on an integration of the’features and key terms of several

EEV 2y

models (Keller, 1972, pp. 9-13; Holstein, 1971, p. 6; Arizona State Ad-
© . visory Bqard for Vocational Education, 1972, p. 11; McIntyre, 1972, p. 2;
Richardson, 1972, R. 5; Bailey, 1971, pp. 15i27). ~?hg format for the |
chart is ﬁatte}ned‘after Figure I‘(Continuum Depicting a Lifetime, p.
1-11) which was developed earlier in the rationale. o

~ In order to give an example of some of the sequential and cumilative
processes that occur along the various educational levels of the continum
illustrated in Figure II (p. I-28), a chart depiéting a "carger selection
pattern" developed by Goldhammer and Taylor (1972, p. 139) is presented
in Figure III (p. 1:28). :

The Wisconsin Carger Development Scope and- Sequence Model (Drier,

1972 b, p. 13) along with its career development coPcepts, é; shown in
Figure IV (p. I-29), is another useful example which illustrates the
educational levels approach. This state guidejdepicts, not only the
sequential order in which* the Vgrious career.devélopment concepts could

be implemented, but also indicates the relative emphasis that each of

the concepts might be stressed.

Educationai Delivery Systems. The delivery systems approach to defiﬂing

career education focuses in differing amounts (depending on the differing
peculiarities ,of various programs), upon the resources that are available

to the educative function (including such things as student time and effort,
p .

s - ”

j
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T Figure II ‘ ' N
.* ~ Contimum Describing thé Process .of X
Career Education According to Educationdl Levels | ( :
* : - Job Entry Optimim Job )
’ . Level Skills . Competency =
. . : A . , 4 Development .
s N S
' o Career Careér ‘Career ‘Continuing Education =
§ | Awareness | Explor- Prepar- 'Spécialized Training .
Units of ation ation - 1) Junior Colleges and
Formal Educa- Technical Institutes .
tional Prepara- 2) Colleges and Univer-. .
tion in Years ’ : : ,sities - ' s
L——»o : els ’ l9 1’2 . ] oo
. I W l N W L Y
Ele\.‘tgg{ltary ' Jr. ‘Sr. Pdst:—Seconda
AR - Hi h ¢ ‘ry
o g High - P
. .
1 ' $ h
N : / .
Figure III ° )
; Career Selection Pattern .
< B , N -
Elementary Middle Grades & Jr. High ' Senior High ,Post High
Exploration of what the ) Exploration of various career |  Narrowing the choice of a) ‘Basic
world and the society in possibilities consistent with ,career to a few limited possi- occupational
which one lives hds to the potentialities of the bilities. Studying backgtound rilled
or skille

offer -,

¥ >
Learning basic skills and

what individuals do to
" become workers in

various fields J

‘life and

individual child ~ actual in.
volvement in activities
performed in certain careers
and learning some ‘basic skills
needed for success in these
areas. Studying the styles of
conditions under
which people engaged in

various careers live and work.
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. . Career Development Concepts

. i

1. An understanding and acceptance of self is important throughout 1ife.

2. Persons need to be recognized as hawving dignity and worth.

Occupations exist for a purpose.

4, There is a wide variety of careers.which may be classified in several ways.
Work means different things to different people. .4l
6. Education and work are interrelated. 4 ‘ .
7. 1Individuals differ in’their interests, abilities, attitudes and values.

8. Occupational supply and demand has an impact on career planning.

-

9, Job specializatlon creates interdependency. - .
10. Environment and individual potential interact to influence career development.
s L 11, Occhpations and 1ife style$ are interrelated. - v
Y. 12. Individuals can learn to perform adequately in a variety of occupations.

13. Career development requires a continugus and sequential series of choices.,
14. " Various groups and institutions influence the hature and structure of’ work,
15. Individuals are responsible for their career planfiing.

16. gob charanteristics and individuals must be flexible in a changing society.

Va4

.

. . 1-29 ‘

7/




*

faculty time and effort, curriculum, materials.and equlpment and space)

It also spec111es how these resources ‘nlgh’c be mplemented in the d1rec-

tion of»program. goals. As Swanson (1972 a, p 110) states: ’ "The dellvery
sysfem for careereducation is the motion elemgnt of thg p_rpgram ‘as ylewed
"in i’és day-.to--day operation." L
Tb'e CCEM staff ‘at O}Eio State @iiller, 1972 a, pp. 25‘ and 26) have

developed "both a standardized fpmmat and guidelines for curriculum unit

R . y - - - i . . .
revision or development” for use in designing delivery systéms for their
career education project. The éuideline?andfomat are as fo‘lll,uivs:

L4

Y 1. A teacher's guide which_ specifies: )

1

A. The ratlonale for the unit.

B. Intended use of the unit by suggested grale 1eve1 subject
area(s), time, groupln'r,and speciall con51derat{ona.

€. Goals and performance objectives. -
L2 ;I’each'ing. prbc;edurés:‘ ' : .
A 'lLearn'ing activities.
- B: Resources., .
C. Performance evaluation. T i
3. Teaching materials, |
4, Evaltiaitic;r procedures.
5. Specificatio?{s for in-service training of the teacher or
implementing. the unit. ‘
Antther e;(amplg wh,ich illustrates ho.w' resources m(ight be i:nplémented
into action is offered by Hoyt (et al, 1972, p..150). His delivery sys-

tem which includes ten action steps for implementing career education are

2

&

shown in Table I as foilows:

+

I-30 ‘




Table I -

Ten Action Steps for Implementing Career Educatipn e

*~

Phase I -

11. Organlze the appropriate interactive network of interested. 1nd1v1~
duals and groups.

2. Gain an understandlng of the concepts of career education and
establish appropriate educational objectives. . d

Phase II. <

3. _Study the current educational system to determine the changes
..necessary to turn it into a true career education system.

-

4, Invenﬁg;y and marshal all available resources. g . .

v v S. Begln planning the career education system most approprlate
“for your commmity.

Phase III .

6. Seek the cooperation of all necessary organlzatlons, in-
stitutions, and 1nd1V1duals.

7. Implement the system (note p. III-15).

8. Put the evaluative process in operation to determine how
. well the system is working. . :

’ 'Phase v

<~ h " 9. Create a feedback system to use evaluatlon findings
AN . . to adapt and improve career e&ucatlon programs.

10. Make provision for a2 program of maintenance to cus-
. . tain the vital parts of the system and the initiative,
and tie these activities into the interactive network.

)
) - - 3 O

Philosophical:Assumptions and Gommitments

’

Premises and Propositions Underlying Career Education. {Inﬁordef to

" . better understand the total nature and scope of career education, the

S\

ph11050ph1ca1 assumptions and commltmants from which it has emerged must
\

be considered. Most conceptual deflnltlons of career educatlon are actually

a product of a work-oriented soc1ety.agﬂ, “therefore, represgnts some pretty

L]
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strong convictions pertaining to the’ ethical nature of people, society,
and economics. The one basic premise which seeméﬂto'underlie the whole
concept of career education, as stated by Hoyt (et 51, 1972, p. 1 ?nd 2),
is: ’ |

"that the society is and should be achlevement oriented, with the
development of the individual as its primary objective, but with
the development best accomplished and measured through service to
others and to the whole. That conviction allows for, and, in fact,
demands, that man be viewed as more than a working machine -- that
he is what he believes, what he treasures. But above all, it con-
cludes that the best measure of what he is, is what he achieves in
the development of his talents and in his service to himself and
to his fellow man.

That conviction gives primacy to the employment role because .

the average adult male spends more time <in pursuit of his working S
career than any other single activity. . ." ‘ ’
In elaboration of this basic premise, Hoyt was careful in emphasiziqg%j

*

that "achievement is not limited to the labor market,” but rather extends

into all sectors of an individgal's life, including his personal leisure .

time; ”Theréfbre, career education is preparation of all ﬁéé?}ﬁgfui and - .
productive activity. . ." ’
The following four propositions by Hoyt (et al, 1972,/ pp. 66 and 67)

are offered at this point in order to provide an idea of [some of the

y

assumptions upon which definitions of career education %eem comdnly based:

‘ 1. Given equal natural resources and ingenuity among 1tdxﬁ/ople,

the expected productivity per wnit of populatlonsasz ated {

* with any society bears a direct relat1ons p to. tha tion's g
commitiient to the work ethic.

2, The classical version of the Protestant work ethic in *American
scciety is currently being eroded by a variety of forces and
is no longer a viable conicept for many members of our SOC1ety

3. No grﬂat civilization in hlstory has continued to prosper
after it abandoned its basic commitment to a work ethic (as v
Bottoms, et al, 1972, p. 2, explains within the same context:
""This was true of such nations as Persia, Egypt, Greece, Rome,
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- Spain, *Portugal, France and Fngland"). There is no reason to
believe the United States is exempt from the historical pattern.

4. The basic goal of ‘career educatlon is the restoration of various
forms of the worlethic adapted to reflect new social and ece-

nomic realities as a strong and viable force throughout our
society.

o To further clarify just exactly what might be referred to as the
~— 'classical work ethics,'" Hoyt (et al, 1972, p. 67) provﬁdes the following

- " exanfples:, ,’

‘ 1. -A1l1 honest work possesses innate dignity and worth.

‘ ] 2{‘/Excellence can be attained and is rewarded in any occupation.

’ 3.> One should strive to do his best in whatévér work he does.-

4. The worker who is satisfied with doing less than his best is,
to some extent, dlssatlsfled with himself.

5. The contrlbutlons one can make to soc1ety stem, to a large
extent, from the work one does.
- 1 .
6. Work is ééen as posse551ng personal, as well as financial re- i
) wards for the worker and the phrase, "A task well done is its
j . own reward" has real meaning,

7. Persons to whom the work ethic is meaningful want to work,
prepare themselves for work and actively seek to work; they
are, most of the time happier wbep they are working than

* when they are not.

1 8. A significant portion of the pride individuals have in them-
selves is found through accomplishment of their work.

9. Hard work is seen as the best and surest route to the highest
level of occupat10nal success possible for the individual.-

The various concepts pertalnlng to the classic... work ethic are
applicable to some individuls uhlle others strongly oppose them“(Hoyt,
a et al, 1972, p. 69). There seems to be a new breed of worker entering
the labor market that does not completely égree on all the aspects of
the clessical work ethics, e.g., this new breed of worker appearé to be

. . -
less satisfied by pay and more interested in the meaningfulness of work

4
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fHoyt, et al, 1972, pp. 23, 24 and 40; Keller, 1972, p. 5). Our educa-
tional system needs to account for the variety of differing amounts of
acceptance that now exists among different persons for the conceptual
assumptioﬁs of the classical work ethics. Career education is dedicated
to this Féuse in its efforts to help individuals acquire a truly personal
meaning of Qork that isnuniggely valid for them.

'Where the work etgic can be used as a basis for such meaning,

it should be fully utilized. Where the work ethic, in its

classic form, cannot be applied, then alternative ways of brirng-

ing meaning to work must be developed and used" (Hoyt, et al,
1972,.p. 69).

Controversy Concerning the Teaching of Values and Work Ethics in

School. This brings the rationale to the issue which presently appears
"to be the most controversial aspect of the career education concept -
feaching values in public education with the major source of criticism
being the consideration of the work ethic and the émphasis it places on
the quality of work and the ''good" worker gharacteristics (Hoyt, et al,
1972, p. 39). One example which seems fo illustrate this controversial
aspect of career education quite well was written in a recent article of .
the Phi Delta Kappan by Nash and Agne (1973, pp. 372-377). In this art-
icle, they made an analysis of the ideological premises underlying career

"

education proposals and indicated that there are many positive and humane
aspecfg of career education while at the same time 'a number of key assump-
tions have been left unexamined,' e.g., according to them, such assumptions
as hunan behavior is achievement-motivated and the continued existence of

a corporate social order which values the classical work ethics as being

'"good" have been left unchallenged. In general, this group felt that
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'"because of the excessive claims and the absence of significant self-

criticism, we believe that the career education prospectives must undergo

s

careful, constructive examination."
. Perhaps in some cases the perspectives of career education have been .
left unexamined. By the same token, however, much thouéht has been in-

. vested toward \éonsideration of what might happen if the eroding work ethic

! we(re left unattended to. For example, authorities (Bottoms, et al, 1972,

p- 2; Keller, 1972, p. 5; Goldhammer, 1972, p. 4) have pointed out that oo
the erosion of the work ethic over the last thirty years has now come
to the point where the United State's position of leadership in the world i “.

has been jeopardized. As Bottoms (et al, 1972, p. 2) asserts:

"The relative loss of the work ethic in our country, coupled
with the relative gain of the work ethic in such countries as
Russia and the Peoples Republic of China, is seern|, by many

- people, as a basic reason why such countries appear to be
' catching up with the United States as leading world powers.
o It is a very serious thing indeed."

’ The goals of education, whatever they may be, are a product of the
- society from which they evolved. Thereforg, they tend ‘to’ reflect Very' -
closely the values and influences of the prevailing cultural .and eco-
\~ -'nomic factors of that society. The concept of woi'k, along with the pre-
A vailing values and ethics which accommodate it, are a reality of our
society; the average adult male spends most of his waking hours in an ) -
activity called "work." ". . . if work is a reality of our society, then

should it not be an integral part of our total educational system?" (Keller,

Y

1972, p. 1).




Skepticism’ Concerning the Originality of Career Education. Due to

3 <&

growing skepticism concerping sloganizing, caréer educatio'n has been
known to be,att_acked by*critics who question its originality. Actually,
"career education concepts are not new," they "have been ynder experiment
and“ development for many years" (Hoyt, et al, 1972, p. 13). No one has

recognized this fact more than Commissioner Marland who, among many others,

-

. . [
made contributions to the concept during his early professional life as
a local school superintendent. Therefore, even though, it may have been
the policy of various types of administrations in the past to Claim W

originality of newly adopted policies, it doe&mt seem to be the p'oli,f:y.
' /

“of the Commissioner's stand on career education. As Hoyt (et<al, 1972,

-
v

p. 13) states, 'fNo one appears more conscious than CommissionFr Marland

. . . . e
of the need to emphasize the continuity of career education's development."

Therefore, ds long as the precursors of career education have not éttempted p
1:% claim originality of the concept, it seems only reasonable that the

“issue of originalit‘y not be considered a legitimate source of c;'iticism.

M;at can be recognized as being qriginal abou‘t.the career education con-

cep-t, however, is the relativel& new emphésis and coherence that it has

attained because, of nation-wide support.,

-

Support for Career Education as a Possible Solution

"Nothing in the world is so powerful as an idea whose time has come"

”

(Victor Hugo). ’

"Among the reasons for believing that career education is a con-
cept whose time hasycome are that: (a) it Bas emerged at a moment
when dissatisfaction with educational practices and outcomes are

at a peak, and (b) it promises to attack and improve some of the
apparent sources of }:hat dissatisfaction' (Hoyt, et al, 1972, p. 17).

‘4'6
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Throughout the nation, civic, industrial and legislative groups at
he local, state and federal levels have given wholehearted endorsement
and support to career edu‘cation (Swanson, 1972 a, p- 107; Goldhémnei‘ and
Taylor, 1972, pp. 4 and 5; Marland, 1972 c, p.’ 10). ‘A nationwide field ’

survey of past and present care;:ar educatic;n efforts conducted by Palo
Alto Educational Systéms, Inc. (1972, p. 60) reyeéls as a "'single n;)st
significant conclusion. . . that there is an unusually high level of
intefest in career education within public schools and. state depart- ' ) \

ments of education ‘throughout the country."

In his State of thé Union message, January 20, 1972, former President

Nixon stated that cdreer educa.t:ion would be an 'area of major emphasis. He
also said that schools neeq to direct more effort in providing people with
broader exposure to and preparati¢n for gainful employment in the world of
work. In an effort to give more emphasis to career education, he revealed
irftentions of propo\sijﬁg intensified suﬁ:ort lfor devel’pping and testing
career education models. (Keller, 1972, foreword)

The following comments by Hoyt (et al, 1972, foreword) further indi-
‘ca‘t.e that career education is an idea whose time has come:

"Career education is''in' in American education this year. The
Natidnal Education Association’has endorsed it and also the
National Association of Chief State School Officers, the American

" Vocational Association, and the National Advisory Council on Vo-
cational Education. The Associatfon of Secondary School Prin-
cipals has acclaimed it, and the concept is attractivé to the
National Congress of Parent-Teacher Association. The American
Association of School Administrators is holding cunferences on
career education through its National Academy of Schoel Executives.
The American Association of Junior Colleges has joined the favor- .
able chorus. Outside education, the response from organized labor,
the U. S. Chamber of Commerce and similar groups have been equally
approving. Nowhere does one find organized opposition."

AN
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Much of the natlonal acclaim for career educatlon can be attributed
to the efforts of the Commissioner of the U. S. Offlce of Education (USOE),

Sidney P. Marland, Jr., who "has made career education the password of his
¥

administration''; Marland has not only verbally promoted career education,

but has also "allocated much of the discretionary money available to him

“ .
through various educational appropriations to implementing the concept' Y/
(Hoyt, et al, 1972, foreward). The following comments by the (}onunissioner

<

(Marland, 1971 d, speec};) exemplifies the kind of Jbacking he has been

giving the career education approach ever since its first conception:
e 3
"all education is career education, or should be. And all -our
efforts as educators must be bent on preparing students either
to ‘become properly, usefully employed immediately upon gradua- .
tion from high school or to go on to further formal education.
Xnythlng else is dangerous nonsense.”™ -

The followmg comments by Margules { Tucxmnﬁ no date listed, p. 2)

kY
depicts a ‘rather positive general public reaction to Marland’s '‘commit -

. ment to a national effort ,Il'/l Career Education" and also provides impli-

cations of mcreasmg emphasis and promise for the /new approach
"The wave of enthusiasm which confronted Commissioner Sidney
Marland's commitment to a national effort in 'Career Education'
is gaining momentum at all levels of education. The concept has
caught the imagination of educators across the country who have :
been searching for a viable response to the hue and cry of tax- X
payers, parents and students alike, for a more relevant educa-
tional process. Despite the fact that career education has been
sporadically implemented in innovative schcol districts, these
efforts‘will surely increase as educational leaders begin to
recognize the far-reaching implications of career development."

The resulting evolution of a natiunal interest in the career educa-

tion concept is not really tco surprising when one considers the formu-

lating forces from which it originated, i.e, existing educational ills

coupled with the additional impetus of federal money eammarked for this .

*




purpose ahd a promising increase of local, state hnq federal emphasis for’
the approacﬁ. Hoyt (et al, 1972, p. 183) brings to point the following

closing reminder:
¢

"“Finally, it is important to note that in asking for career edu-
cation, we base our requésts on the needs of the 83 percent of
our citizens - both young.and adults, -in school and out of school -
who will never attain a four-year college degree. It is time
that?educatlon serve best this ‘Teal majority of our C1t12ers "

A . -

. = i
"~ Summdry and Conclusions -

]

’ Current educational literature is filled with statements fhit are:
(1) exposing exiétiné problems‘that are now facing education, (2) con- \
vincing, that there is é need for educationa;'change; and (3) illustrating
that mgny significant individuals and groups at thévlocai, state, and
federal levels nationalix'support and promote career edﬁéation as a poss-
ible solution to the ills ‘of éducation. Career education has been
nationally 1mp1emented in many innovative séhools throughout the country,

and, as was earlier documented, this approach seems to be.much more than

just a passing fad.

#

Need for Effective Evaluation of Career Education Programél Each year,

Ehﬁge amounts of federal and local tax fumds are being spent on the pur-
pose of public education. ;hth of these funds\ha;e been earmarked sbe~
cificai?& for the purpose of ?mplémenting career education. Both Congress
and ‘the general public are beéin?ing to wonder how their money is being
spent. Locél commmity members are saying: "'If we a}e to gntfust'to you
educa?ors our resources and our kidg, we want some objeétive meésurg'of

whetheTl or not you did:" (Maryland State Board of Education, 1972, p. 29).

In addition, teachers and administrators are anxious to find out how some
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of the new programs they are inv&\ved in are coming along. They need to

"Jearn the strengths and weaknesses of the programs and how these pro-

§

grams might be improved" (Ovens, 1973, p. 73)«

Even with the tmdersta.ndlng that large suins of money are being spent
in the educational enterp*'lse, one might st111 leoltlmately ask the ques-
tion: '"Why is evaluation 1tse1f important in educatlon'f“' In answer to
t}us question, Finn (1973, p. 11) offers the followmg five reasons:

1. To add to the substantive knowledge of educational processes-
. 2. I‘o provide information in order to adJust, discard or other-

wise change the application of an ongoing educational process.,
t’) " g

3. To provide Justlflcatlon ‘for a political-social-economic action
relating to-education.

. .
"4, To create a productlon (usually paper) which can move through
' ediicational bureaucratic systems and thus keep these systems
' operatlve ’ .

~

5. To promde instruments which may be used to carry information
.on success of the process .to the educational commmity.

There seems to be a lot of agreement among educators on the need for
" educational evaluation. For example, Tyler (1969, p. 240) states that
"This iS a period of great potential for progress in Americank_hEducation.

Such progress can only be achieved if evaluation methods are rigorousiy

used in the development of educat.unal programs." Wysong (1971, p. 199),

,
R
.

Coster and Morgan (1969, p. 23) similarly agree on the Jmportance of
educatlonal evaluation in the following two statements @) Wysong -
"Evaluatlon is an important part aﬁ\any program betause it cam contribute
to the improvement of the program and can provide information useful in
commmicating program accomplishments and needs to 'various publics,' and
(2) Coster and Morgan - ". . . evaluation is not merely essential, but

absolutely mandatory as a key element in progress and goal realization."
1-40 o
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Failure of Traditional Methods of Evaluatlon Despite the need for eval’

vation, traditional methods of evaluation for innovative educational pro-
grams, such as carcer education, have in the past fagggd in their attempts
to truLy assess'program effectiveness (Guba, 1973, pp. 1 and 2). Ever
since the passage of the Elementary and Secondary Education Act of 1965,
schools rece1v1ng funding under its provisions were required to provide
an evaluation of program efforts. It was af‘this time that it '"became
clear that very little was known about public school evaluation" (Ott,
1973, p. 112), and accordlng to Cuba (1973 pp. 1-9), there still seems,

to be much. room for continuing research and 1mprqvement in educatlonal
evaluation: '. . . evaluation as we know'it has failed. . . the world of

,&

evaluation does indeed require reshaping" (Guba, 1973,.p. 2).
- . :

"The American edﬁcational establishment is currently making a mass-
gve effort at self-improvement" (Guba, 1973, p. 1). Consequently, much
time, effort,and mongy have been expended on innovative program;“Such as
career.education. However, due to deficiencies in the traditional methods

of evaluation, these promising programs have been left "unbroved" (Guba,

1973, pp. 1 and 2).

Need for Increased Efforts Directed Toward Deyeloping an Evaluation Design

for Career Education Programs..- Since: (1) the importance of improved

éhaﬂges(in the field of educétionihgs been recognized,,(Z) career educa-
*tion has been offeredzas a possible SOIQtign, (3) there is qurom;sing in-
' crease of 1oéa1,;state and federal'émphasis'%or the approach, and (4)-tra3
ditional methods of evaluation for'ipnovétive programs such as career
educa££on have in the past failed, increased efforts need go be directed

toward the development of an evaluation system to measure the effectivene§i

‘ , e S
L L .
51 | ,
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of school-based career education programs It is interesting to note
"that the dissatisfactions which produced the demand for career educa-
tion were the ‘same as those umderlylng other demanded educational re-
forms. All 1nvolved the demand for accountability" (Hoyt, et al, 1972,

T

pp. 45 and 46). X

In an effort to help in determining the real dtility and promise
that career educaticn programs have.to offer, the evaluation design,
which follows in thlS Teport, was developed It is hoped that the sug-
gested design will ultimately a551st local agencies in determinlng the

effectiveness that their school based career education program had in

contributing to the educational goals they've established —

%

Definition of Terms and Limitations

Limitations of the Study ,

I. It should be acknowleaged that the evaluation design developed in
this, pro;ect is an adaptation of the Stufflebeam Guba, (Stufflebeam,
et al, 1971) CIPP model. The career education evaluation design
developed in this report utilizes the four classifications of eval-'
uation (called context, input, process and product) that were ident-
ified in the CIPP model, in describing the fbnr‘stages of enaluation
for career education. Just as the four stages of,evaluation are used
in the CIPP model for yielding information pertaining to different

’ classes of decision- making, so are they used in the career education
evaluation de51gn for evaluating the four stages of progiam 1mprove-

ment for career education‘that were 1dent1f1ed in this project. *

II. Worthen (1973, pp. 30 %ﬁd.Sl) suggests as a minimal first step‘in

the development of an "idgal" educational evaluation model, that

”

o
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i
four kinds of'evaluatlon whlch ﬁere 1dent1f1ed in the preceding

evaluation tasks be structured i fn Juxtap051tlon against Stufflebeam's

) R
paragraph (note Flgure V, p. 1-44). Lf onedwere to successfully take .

Lo

on‘such an enormous task, the end product would probably result in
as near an "1deal" evaluatlon design as is humanly possible. Such

an 1dea1 model would then reéplt i an infinitely complex "taxonomy

-

) >t
* of evaluatlon de51gns."

‘As Worthen (1973 Pp- *?8 and 30) further suggests, however, a

project such as this is a most "laborlous" and palnstaklng process.
""Given the staggerlng complexlty of evaluation design processes,
.when viewed in their entlrety, it would seem that attematlng
to create a taxo~omy of évaluation designs would be both.naive .
and inappropriate at- thlS*pOIHt " ‘ . R

Due to the fact that the evaluatlon de51gn presented in thls re-

a
f 53

Tt

port was conducted within limited time and resource 11m1tatlons, the

ideal evaluation model just *scussed can presently be considered be-
2 a “

yond the mission\of this project.

/

B

All career educatlon programs are unlque in that each school
system. dlffers in such aspects as 1nterpretatlon of educational
needs, accumilation and ayallablllty of rgsources and methods of
'implemenfation.’ in order for an evaluation”oesign to be applicable
to such a wide variety of programs, it must bé somewhat standardiaed.
The more standargized an evaluation design is)expected to be, the
less detail it can usually afford to stipulate. The evaluation de>\
sign developed in this prolect is therefore intended to compromise - .
the’followinéatwo major criteria: (1) to be general enough té be,‘ ;

relevant to a variety of different career education programs and )
l/ /‘Q "" } - ’ A <
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[y H
{)’ Figure V
¢ ' A Proposed 'Clagsificatdion Structure For An

Ideal Educational Evaluation Model* - ‘

- . - .
. - M 1

TYPES OF EVALUATION
PROCESS EVAL.

EVALUATION TASXS INBUT EVAL.

CONTEXT EVAL. PRODUCT FVAL. .

e

Developing a climate ’ . .

among educators that is” . ;

supportive of evalu- ©

ation. . .

A. Assessing educator'sj - ) . \
. existing attitudes -
toward evaluation. ' ;on
Establlshlng rap- : s ]
poﬁt with partici- % -
‘pants. . : .

etq. ‘ . )
Planning and rocusxng y . ) : .
an evaluation. ‘ o ' .
A. Establishing pre- . _ .s ' , »
; . mises which will - . .
I guide the evalu- . k4 ,
ation. ’ ‘
Determining what is .
to be eValuated and
in’what\sequeqfe. . ’ . _ ‘

IT.

.etc. ¢
Selecting or construc-
ting instruments. ° ' ) \

III.

° ¢

. \ - e

etc.

3
.C\

.

i

Adapted from wOrthen (1973, p. 31) by placing qtufrleheam s {et al., 1971) four types
73-79) suggested tasks and roles
of evaluation specialists in education (note Appendices E and F for the, remaining roles

of evaluation®in juxtaposition against Owen's (1973, pp.

and tasks suggested by Owens and Stufflebeam).

1
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iyet, (2) be specific enough to be functionally useful, i.e., offer ~

» ‘enough details so that educators.do not have to develop their own

~ . i':’
' caregr education evaluation programs de novo.

/ ‘ In}suTmary, it may be asserted that, ". . . the design and
f agalysis of educational.evaluation is a most complex and diffi-
cult unde}taking" (Stufflebeam, 1973, p. 27); ". . . the process
of désigning_evaluation is much more complex than it appears to
be cn the surface' (Wbrtheﬁ,’1973,,p. 30). While it is doubtléssly
rece .ized that many sectibns of the career education evaluation

-design, developed in this report, could ideally be explicated in i

greater detail and complexity, it is in the interest of applica-

bility and‘praéticality fhat the design is presented in the format
as will be later illustrated in Chapter IIL .
‘III. Ironically, the evéluation design illustrated in Chapter III, with _

all of its flow'cﬁarts, input§3 processes and outputs, almost looks
too mechanical and impersonal to be deséfibi;g an approich which is, f
by nature, as personal as, career education seeks to be.' This seems
especially true when one is forced to label and, therefore, picture

. students and staff as in?utg,;processes and outputs. Despite what-
ever implied impersonalization may be inherent in the format of the
evaluation design presented in Chapter III, career education may
still be distincély differentiated as a very potential and relevant
approach for personalizing and indiviaualizing instruction. ’ o :;

IV. At first glance, thé/;ationalé éf this report may appear to have over-

emphasized;educational ills to the extent that education is viewed

as: (1) an institution which has contribued nearly nothing to society
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s
and (2) a primary cause of social 11ls. These two viewpoints, how-
ever, are neither the expressed intent of the rationale nor are they
necessarily a valid assumption. The follewing list of statements by
Hoyt (1972, p. 17) illustrate why:
reality, frustyation with social ills for which schools bear

little fault dnd to the solution of which they have been able
to make only modest contributions.

- 1. Most of the d:zzatisfaction directed toward education is, in

2. Many of American education's problems are the consequences of
success and its strengths outweigh its weakness.

3. The atmosphere is permeated with demands for educational re-
form, and career education must be viewed in its relatlonsh;p
to these demands.

»

Along this same vein, the ultimate goal of evaluation should not

be considered that of labeling a program as either being "good" or
"bad " Even though at times such labels may result as un- untlcxpated
and unavoidable by-products of evaluation, they should not necessarily
be considered evaluation's prime objective. The following comment by
Stofflebeaﬁ (etAal, 1971; cover page) will attest to this: "Thé pur- >
pose of evaluation is to improve not to prove.”
V. Objective four for this study was to '"Apply the evaluation system to
a selected career education‘program and report the rebults.” Once

4

the design for. the evaluation system was completed, it was soon dis-
; ~,

N,
covered that a complete and\comprehensive application of the career

educatlon evaluation de51gn, 1nc1ud1ng all the necessary phases from

context evaiuatlon, through product evaluatlon, would require a long-
) itudinal‘study involving anywhere from at least one to five years for
final completion. Therefore, in due consideration of the project's

time limitations, it was determined by thg}project participants that
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‘gram being assessed by the third party evaluation team was an exemplary

- D
-) | ' ’ | ~ {

’ . E5

the application, as stated in objective four, be considered beyond

the present scope of this study. - ' : .
As a more practical alternative :to objective four, the researcher -

(along with Dr. Orville Nelson, Professor and Research and Evaluation

Specialist, Center for VTAE, Uﬁ-S’cou’c and I?r Harold Halfin, Professor

and Director of the Center for VTAE, UN-Sout) participated in a‘third

party career education evaluation that was conducted under the team

directorship of Dr. Carlyle W. Gilbertson, Professor and Chairman,

Department of Counseling and Personnel Services, UW-Stout. The pro-

project in vocational education, titled "Articulation of Occupational

Orie}ltation, Education and Placement in Private and Public Elementary,
Secondary gnd Post-Secondary Schools." The major purpose of the exem-
plary project was to provide a comprehensive career education to a
variety of persons ranging in all ages and grade levels.

Using the experimental and control group approach, the research
design employed by the third party evaluation team closely parallels
the final two stages of this réport,’s career educationevaluation
design called process and producfc ‘eval_gatic‘m. The primary focus of
the process evaluation was on the ongoing procedures and activities,
whereas the primary focus of the product evaluation was on the e;ctent
to which objectives and outcomes were attained. . For further details

concerning: (1) objectives of the evaluation, (2) evaltation activ-

jties, (3) methods and procedures, (4) research design, (5) instru-

ments developed, (6) data collection and analysis procedures, (7) var-
iables measured,and (8) formats used for this third party evaluation,

refer to Appendix M. ’ 5 v \
¥
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Definition of Terms

Appendix L consists of definitions of vocabulary words that are fg-
lated to the fields of evaluation and career education. The process of
evaluation, which involves such a high degree of information exchange,

” _is highly dependent upon a mutual uﬁderstandir.g of terminology used be-
tween evaluators and decision-mk;a_rs. The vocabulary 1list has, therefore,
<been developed and included in this repbrf for the following two reasons:
(1) to provid;a a basis upon which 2 mutual understanding of the terms
used in this rc;port can be interpreted and (2) to offer a somewhat stan3'_
dardized basis which evaluators and decision-makers may use as a form of
reference in commmicating mean'ing.
" More of the terms included in Appendix L pertain to the field of
career educa;tion than th/ey do to the field of evaluation. The source
of each temm is credited after each definition within the Appendix.
For a more complete Voca;ulary list of terms pertaining to the field
of evaluation, refer tc; some of the apprecpriate sources listed in

o

Appendix I.

/(//‘ -

N
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eva}uation, )] developing~the evaluation design, and (3) identifying the

‘ : CHAPTER II : , \
N _ A
¥ETHODS USED IN THE STUDY - , \\\

The initial method of study used in: (1) identifying the nature of

tasks and conside}rations involved in administering it consisted of an -
exténsive review of available literature pertéin'i::g to career education
and evaluation. Sources of reviéw were primarily made from current ,v
periodgcals, books and ERIC-materials.

. In developing the roi.lgfl draft of ‘the evaluation design, the researcher
modified and integrated models and methodologies that were currently being

s

" used by evaluation specialists in the field of education. These integrated

models and methodologies were synthesized with special consideration given
to their adaptability to the four stages of program improvement for career

education that were identified by the researcher. Similar methods of A

' synthesis were used in compositing variables, data collection and énaly’sis

methods, feedback procedures . fmd formats, and criteria for the assessment
.of the evalqatyion design. Compos:‘ites such as these were structured into
the .portion of the research report concemning tasks ‘and considéfations
involved in developing and administering the eVaiﬁation c}esign. The two
synopses of evaluation instruments located in Appendixes C and D were
extracted and co;nposited from a variety of mjor}test publishers and from
current career education han.dbooks, guides, and project freports.

An advisory committee was identified at the beginning of this study.
Consultation with the ncommittee was made throughout the entire study wuntil
thé final draft was completed.

59 /

. ’ - I1-1




CHAPTER I11
RESULTS '

Definition of Evaluation

A review of literature has revealed the attempts of many authorities

k}déaccurately define the term evaluation (Stufflebeam, 1973; Alkin, 1970;
Coster and Morgan, 1969; Stufflebeam, et al, 1971 "yler, 1969; Cutlip, .
1971 Kincaid, 1968; Wysong, 1971; Nelson, 1973; Maryland State Department
of Education, 1972; Drier, et al, 1972 a; to mention a few). In combining
a number of key terms and ghrases utilized by such authoritieé, the'fbllow-
ing composite definitign has been constructed:

Evaluation is the systematic process of: (1) ascertaining what in-
formation is needed, (2) objectively collecting and analyzing through
formal means (e.g., measurement, criterion,and statistics) the empir-
'ical and logical data related to the information needed, and (3) re-
porting the information in a functional form which will enhance the
judgment of dec%51on-makers in selecting among decision alternatives.

The above Féneral definition contains nine key phrases which require
further definition. These nine key phrases and their definitions are as

follows: o ’ .
1. Systematic Process. Evaluation involves coordination of contin-
uous and recurring or cyclical activity. It is an orderly and
sequential set of mumerous methods and technijques. (Stufflebeam,
et al, 1971, p. 40; Wysong, 1971, p. 48; Maryland State Department
of Educatlon, 1972, p. 91; Tyler, 1969, p. 245)

2, Ascertalnggg Needed Information. One of the first steps involved
1n the evaluatign process 1is, the identification of required and
useful inforpation. Delineation of such information must be made
in consideration of the altérnative decisions that have to be made

T and the values or criteria which will be applied to them. Confir-
mation and identification of appropriate information requires
interaction with the client. Both the evaluator and the client
are equally responsible foT the identification of needed informa-
tion. While the decision-maker (client) determines the nature of
the domain to be evaluated, it is the task of the evaluator to
"paint out inconsistencies, difficulties,or additional data that
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might modify the decision-maker's view's on the relevance of cer-
’ tain outcomes” (Alkin, 1970, p. 1). The evalwmation in essence
| "critiques the client's fopmilations and proposes alternative
versions'" (Stufflebeam, et al, 4971, p..42). It is important,
however, that the evaluator be careful not to off-balance his
respunsibility to. the exclusion of the decision-maker's opinion.
This would result in a valuable loss of objectirity. (Stufflebean,

} . et al, 1971, pp. 41 and 42; Alkin,'1970, p. 1) §

’ 3. Objectively Collecting and Analyzing Information. These are
processes which make information available through such forral
reans, as measurement, criteria, and statistics. These are the

. technical aspects of evaluation which must take into accont

such criteria as internal and external validity, relizbility,
objectivity, and efficiency (these terws will be defined in the
latter part of this chapter). Through careful analysis, col-

" lected data can be broken down into\forms in which the nature,

significance, and relationship of attizined variables can be de-
termined. The term "objectivity” implies that the variables to
be treated are handled iIn a menner independent of personal re-
flections or feelings. {(Stufflebeam, et al, 1971, p. 42)

4. Formal Means, e.g., '"Measurement, Criteriom, Statistics. Measure-

. ment 1s the assignment of mumerals to entitiés according #0 rules,
and such rules usually include the specification of sample ele-
ments, measuring devices and conditions for administering and
scoring the measuring devices. A criterion is a rule by which
values are assigned to altematives and, optimally, such a rule

*includes the specification -of variables for measurement and stan-

' dards for use in judging that which is measured. Statistics is
the science of analyzing and interpreting sets of measurenents.’’
(Stufflebeam,’ 1973, p. 21) . \ .

5. Empirical and Logical Data, i.e., Information. Informatiom helps
to reduce -the uncertainty that decision-makers have-when selecting
among.altermnatives. Information consists of "descriptive and in-
terpretive .data about entities and their relationships, in terms
of some purpose" (Stufflebeam, et al, 1971, p. 41). It can orig-
.inate factually through experimental encaumnter or ke induced intu-

- itively in harmony with sound reasoning. (Sufflebeam, et al, 1971,
p. 41; Wysong, 1971, pp. 48 and 50). .

. 6. Reporting the Infqrmation. One of the final steps in evaluation
involves giving the collected informetiom to the decision-maker.
This involves fitting the information together into a format that
"best serves the purposes of the evaluation."(Stufflebeam, et al,

1971, p. 42)

7. Functional Form. Unless the information is reported in a forsat
with functional form, the decision-maker will not be able to make
optimum use of the evaluation. In oxder to be functional, eval-
uation findings must be reported in a form which is not only
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readable and understandable to the evaluator and decision-maker,
but 3lso related to- the values ard criteria which were, identi-
fied and mutually agreed upon by both the decision-maker and

the evaluator. 1In addition to the considerations just mentioned,
Stufflebeam (et al, 1971, pp. 42 and 43) further points out that,

" in order to be.functional, infermation '"must satisfy three classes

of criteria: scientific (internal validity, external validity,
reliability,and objectivity), practical (reevance, importance,
scope, credibility, timeliness,ahd. pervasiveness), and’prudential
(efficiency)." These classes of criteria will be discussed in
‘more detail in the latter part of this chapter.

\ *

Enhance Judgment of Decision>Makers. '"Datd cannot make the
decisions for people} . ,evaluation still requires people to
make judgments and decisions' (Wysong, 1972, p. 48). The ulti-
mate purpose of evaluation is to provide a rational basis tlggt y
will increase the Value or worth'of the judgment of evaluatais™
and decision-makers. Stufflebeam (1973, p. 21) defines judg-
ment as ''the assessment of values to alternatives." He also
defines judging as "the act of choosing among. . .decision alter-
natives, hence the act of decision-making:''(Stufflebeam, et al, .
1971, p. 334) - :

v -

There seems to be some\controversy concerning the evaluator's
role in judging. Some feel that participation on the evaluator's
part in judging "destroys his objectivity and, hence, his utility,"
while others feel that the act of judging is_a valid part of his
role.(Stufflebeam, et al, 1971, p. 43) \ '

. In the case of evaluations involving contracts, the role of
the evaluator in the act of judging depends largely upon the terms
of agreement between the evaluator and the decision-maker.

.Wysong (1971, p. 48) has one more consideration concerning
judgment which seems to merit mention at this point: 'Evalua-
tion is'not d Mmeans of merely labeling a program as being 'good’

“or 'bad.' Such a label is usually not helpful in promoting pro-

gram development and improvement and degcision-maling. It gives .
no direction for future change." N (

* ' -
Selecting Among Decision Alternativés. Once the necessary informa-
tion is functionally provided, decision-makers are then better

" equipped to make preferences among two or more ovtional courses,

of action. Among such courses of action, there is usually at
least one choice requiring some form of altered action. From
the standpoint of education, altered action can especially be
an important consequence of evaluation, considering the fact *
that "educational improvement occurs only as a result of some
altered action ."(Stufflebeam, et al, 1971, p. 40) !
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Figure VI contains a chart aesigned by Nelson (1973, taken from speech)

which illustrates four important concepts that decision-makers might want

%

to consider in selecting among optional courses of action. The concepts,

as depicted in Figure VI are a§3follows:

t 1. The selection of one course of action has a tendency to limit
4the decision-maker from the many other plausible alternative ‘
, . “courses of action that are available. N
. - i

2. Some choices 1imit future courses of action more than others.

3. No -one choice presents an absolute answer to the problem or
opportunity. And/or, e

-

4. The probability of success of the alternatives are not fully
known.

N\ ’ ]

Figure VI
. ' ‘Prnﬁess of Decision kaing
N QP>

KEY:
5 Abl-

PROBLEM OR C c\ = CHOICE
" Yy .COURSE OF
] OPPORTUNITY ) = ACToN
e ®ENDOF , g
- COURSE.OF
, ACTION

The process of decision-making with all its optional cour;es of action
can generally be broken down into four basic decision alternatives thét
decision-makers uifimately face when concemned with the future orientation
of their program. As previously suggested in Figure VI, these four ulti-
mate decisions entail prerequisites of an infinite number of sub-decisions

or considerations.
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Figure VII illustrates the four basic alternatives which can be considered

options to choose from by decision-makers. The four alternatives are as follows:

A
“

1. Initiate program efforts and begin generation of necessary “feed-.
back information. ) .

2. Termlnate the program efforts made thus far and, consequently,
ture progran progress as originally 1ntended
i ‘
3. Modify the program in some way, e.g., bY’changlng such things as
processes, inputs, or even the standards for the intended objec-
tives dr outputs.

-

. 4. Accept program outcomes and/or pre<ent progress and continue up- i
. coming proces;es as scheduled.

-In an attempt to briefly sum up wﬁ%t has been presented thus far on rhe
nature and definition of evaluation, the following two simplified definitions
are presented at this poin%: "Evaluation, in short, is.the common sense of
learning from experience. In the final step, we seek, through research, an-

-

swers td such quéstions as 'How did we do; would we have been better off if

we had tried something else'" (Cutiip, 1971, p. 129). In general, '"evalua-

tion may be thought of as the processes that are 1nvolved in measuring the

S— consequences of goal- or1ented action" (Griessman, 1973, p 90). “w o

K A
' Figure VII

Bdsic Dec1saen Alternatlves

,.-. ‘lll!!III'b “"
Feedback
Information.

1 Terminate
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- Four Stages of Program Improvement for Career Education

£
The Integrated Evaluation Design

5

After rev1ewmg several sources (Alkin, 1970, pp. 2 and 3; Stufflebeam,

1973, p. 22 and 1971 pp. 79-84; Caldwell, 1973, pp. 35 and 36; Randall, /
1973, PP- 43-46 Coster and Morgan, 1969, pp. 6-13; Tyler,“1969, pp. 247/~ \
, 259) concernmg educational change and program development, it was dlS'
covered that most educatmnal programs, mcludmg career educatlon, evolve
through definite cyc:les which can be categorized into distinct develop-

mental stages. By integrating a variety of information on .program devel-

opment and decis on areas from the sources just mentioned, together with

a review of i ormatlon on career education programs, the researcher has

1dent1f1ed fpur major stages that many career education programs seem to
follow through in the process of establishing program improvement. These
four states are as follows:, (1) needs assessment, (2) program c‘levelopment,
(3 program jmplementation, and 4 outcomes assessment. These fepr devel-
opmental stages, which actually represent a 'eycle of change or improvement

within educatlonal programs, can be placed upon a contmuum as depicted

N
in Flgure VIII
'
ST Figure VIII

. Cereer Education's Four Major Stages

of Program Improvement ;
Needs Program* - Program Outcomes
Assessment ™ Development | \\"' Implementation [T ™ Assessment

N, 4 T : + 4
Fl ] . . | ]
Within each of the developmental stages, a sequence of events “takes

place. These sequential events which are tommon to each of the stages

ITI-6
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5 : 4 ) .
P . ) . o
are illustrated in Figure IX (p. III-8). As Figure IX shows, each stage

of program imbrovement involves: (1) the captui’e of established inputs

[

which??e derived from the educational domain or environment in which the

. school system is part of, (2) a process which includes all transactions

‘thdt are necessary to complete thé transition from raw input material to
agfyal output, and t3) the actuayl outpu’c~ which is tempora{rily stored and
then eventually circulated into the educafional domain*‘fozr further use.
Figure X (p‘. I11-9} was constructed by plaicing the components of Figure
IX (p. III-§) into the continum of Figure VITI (p. ITI-6). Descriptions
of each of the stage: of program improvement for career education, in-

. .. . . < s . v
cluding appropriate reference to the various inputs, processes,and out-

puts as depicted in Figure X (p. IiI-Q) are as foliows.

o

. T
R

Needs Assessment. During this stage of program improvement, motivation for

progiram change is initiated. (}iefer to the model in Figufesx, i)_.,‘ 111-9) /,./

Inputs. The inppts for this stage of development would gqnelzailyJ

incltide, such things as the involvement of consultants, commmity Juen

bers, parents, educational staff (:'mciuding local, stafe, and federal

levels),é:tudents{money, and the use of school and commmity facilities. = ’
Processes. The major procésses occurring within this stage are:

(1) the definition of the educat;ional domain to be Aser’{red, (2) the

delineation and priority ranking of the needs of the educational do-

main,and (3) the identification of the problem areas needing improvement
e

~ * The term, educational domain, as it is used in this paper, is defined as:
those resources (including people, school,and commmity facilities) .which
have authority or control to govern or influence the decision-making pro-
Cesses upon which educational objectives, policies, criteria,and standards
for a specified educational domain are established.

r
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and the consequent establishment of specific program objectives that
are explicitly stated in temms of observable or measurable behavior.

Outputs. The actual output would be an agreement among needs ¢

assessment participants pertaining to: (1) the de}1n1t1on of the edu-

cational domain to be served, (2) an established p;iOrity ranking of
*its needs,and (3) an identified list of obﬁectlves thatAsomehow need

to be implemented. ‘

The objectives of one program of career education will usually differ

in a variety of ways from the objectives of other programs due to the

tendency of different educafioﬁal domains to delineate ahd rank needs
'dlfferently In order to give the reader some suggestions of possible
educational needs and consequent obJect1ves that could be establ1shed
w1th1n career education programs, a synopsis of selected career education
- goals for schools developed by Keller (1972, pp. 16-27) and a list of
eight elements, along with eight desired outcomes identified by Ohio
§tate's Center fof Vocational and lechnical Eduoation (Miller, 1972 a,
pp. 20-23), are listed in Appendixes A and B, respectively. The synopsis
by Keller was developed through detailed examination of a variety of ca-

Teer educat1on handbooks, guides, and 1nstruct1onal units and tne elements

and outcomes by Ohio State were developed for use in their Comprchens1ve

Career Educat1on(Model‘ (CCEM’) project.

Program Development. This stage, in essence, focuses on the development

of a'means to aohieVe the ends identified in the needs assessment. (Refer. "
g to ‘the model i F’ighre X, p. I11-9).

Inputs. The major inputshused in this stage of improvemenf are:
(l) the pr1or ity ranked list of objectives obtained from the needs

assessment (2) the t1me and effort of consultants, commun1ty

ITI-10
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memBers, parents, students,and educational staff, includiﬁg local,
state,andlfederal levels, (3) money, and ﬂj\§chool and commmity
facilities and mgteria1§. .
Processes. The process consists of designing a program which
can best accomplish the objectives established in the first stage.
. In-process functiéns that ére perfo;med in the program development
5: ) stage include£ (1) staff and‘public orientation to the needs assess-
ment, including in-servicelgraining, curriCulum planning workshops,

etc., (2) development and specification of alternative strategies and \

procedures for quurq implementation, (3)/\evglopment of criteriu to
select the most feasible procedural éIféiiative, (4) specification,
attainment, and preparation of needed resources,and (5) budget alloca-
tion, schbduling, and organizing of all available resources.

Outputs. The general output resulting from the process of pro-
‘gram development is ; set of operating guidelines which include:
(1) a selected procedure that ‘specifies, within the limitations of
availéble rgs;;} es, a plan of action for implementing the identified
objectives and (2) an 6rganized schedule of resources which cqmpli'

- ments the work to be‘pe;formed.

Program Implementation. This is the action stage of programmed improve-

nent where the procedures, strategies,and resources of the programming -
stage are operationalized into activity. (Refer to the model in Figure

4

4 X, p‘ III"Q)»
Inputs. The inputs for this stage include the procedural ap-
" proach selected in the program development stage with all its various

" instructional étrategies andiizg?ined resources.

ITI-11
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Processes. The general process involved during this stage is
the actual placing of the plan of action, as prescribed in the pro-
gram development; stage, into action. ) |
» Outputs. During the implementation stage, the objectives that
were earlier established in the nee&s assessment are finally actual-
ize;d to a eertain‘measurable degree. Therefore, the outputs of im-
plementatioh are dependent upon: (1) the expected student competencies
and outcomes that were delinfaatéd in the first stage and (2) the ‘ﬁ\ CT

initial competiencies of the students enrolled in the first stage. ,

P LOutputs obtaincd in the form of student gain or growth would gener-
t ally fall under the classifications of the cognitive, affective, and T(
psychomotor ,domains’.

Outcomes Assessment. This is the final stage of program improvement where

decision-makers, ask the ‘question, "How did we do, would wg have been bette:
off if we had tr%éd something else?' (Refer to the model in Fiéure %,

<, .

p. I11-9). . ’ . .
R Inputs. The inputs of this stage consist of information concern- .-

ing all the processes and outcomes that de;zeloped during each of the

preceding s{ages. 7 ‘ ’ ‘ o

Processes. The éenei‘al process invol‘ves finding out to w};a‘c ex- \

tent the desired outcomes este}blisped An the ne(;ds assessment stage |

have been achieved.. This is lgasically done by focuSing on how the

actual outcomes of the implementation stage relate to: (1) the in-

tended outcomes that were determined in the needs asscssment stage,

(2) the effectiveness of the ;ia.n of action and the resources that

were selected and attained in the program develppmeflt stage, and

(3) the efficiency in which the plan of action and resources were

;o

‘operationalized in the implementation, stage.

c
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Qutputs. The outcomes ofrzﬁis stage consist primarily of infor-
mation pertaining to the qffectiveness and efficiency of all the
phases of the program's full cycle. These are the products that
can, in essence, perpetuate or re-cyélé_gbé process of program im-‘
provement because they offer the substantial informationvand criteria
that decision-makers ﬁeed in order to select among the three ultimate
decision alternatives of: (1) affecting change in areas that need
imp;ovement, through program modification, (2) acceptiné program out-
comes and progress and continuing processes, as scheduled, og, (3)
terminating program efforts. ‘

In order to summarize the four stages of program improvement énd bring
‘their focus éloser to the perspecfive of career education, the four stages
of program improvement h;&; been inter-related with a slightly modifiea
edition of the ten action steps for implementing career educatioh devel-
oped by Hoyt tet al, 1972, p. 150) as shown in Table'II (p. III-lh). " By
the time actign step seven or the implementation stage for Eareer educa-
tion is reachéz: the ten substeps required for implementation, also devel-

oped by Hoyt (et al, 1972, p. 170), as shown in Table III (p. III-15), should

have been completed.

Four Stages of Evaluation for Caréer Education

Earlief in the previous section cohcerning the stages of program im-
provement for career education, it was mentioned that a full c&cie'of
cﬁange or improvement occurs within career education programs and also,
that this cycle could be placed upon a continuum of éareer education's

improvemeng cycle (Refer to p. III-6). It is recommended, however, that
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; - Table II ¢

/

Stages of Program Improvement for Career Education
Inter-related with the Ten Action Steps for Implementation

Stage I - Needs Assessment: N

-

1. Organize the appropriate interactive network of interested indi-
viduals and groups (e.g., school staff, parents, communlty mem-
bers, and evaluatlon personnel).

2. Put the evaluative process in operation to determine holv well the
system is working. (This process should continue throughout all
four stages.)

3. Gain an understanding of the concepts of career education and *
' establish appropriate educational objectives.

“4. Study the current educational system to determine the changes
necessary to turn it into a true career education system.

5. Create a feedback system to use evaluation findings to adapt and

improve the career education program. (This process should con-
tinue throughout all four stages.)

Stage II - Program Development

6. Inventory and marshal all available resources.

7. Begin planning the career education éystem most appropriate for
your commumity.

8. Seek the cooperation of all necessary organizations, institutions,
.and individuals. .

Stage II1 - Program Implemeniation

Y. Implement the system (note Table III, p. III-15).

_ Stage IV - Outcomes Assessment ﬁ\

10. Make provision for a program of maintenance to sustain the vital
parts of the system and the initiative, and tie these activities
into the interactive network (i.e., (1) determlne the effective-
ness and efficiency of all phases of the program's full cycle,
(2) maintain and recycle the vital aspects,and (3) modify or
exclude the inefficient and ineffective aspects).

4
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1.

4.’

5.

10.

~

¢

Table IIT
Ten Substeps Required for Implementation

Contact will have been made with state edatational agencies and
available guidelines and state policy endorsed by local education
authorities.

¥

A compendiun of educational objectives wiil have been established
at every level where career education is to be implemented in the
first target year.

¥

The process of career education will have been examined by school
personnel and commmity resource persons and experlmental programs
tried and evaluated on a limited basis. -

An evaluation of existiné school programs and activities has been
initiated, resulting in recommendations for changing specific parts
of the curriculum. ‘

Professional personnel and ccmmmity educational resource persons will
have formulated new strategies and programs and teachers will have re-
ceived whatevér in-service retraining is required.
New programs and activitiés will be ready for implementation. Detailed
descriptions will be available for every new course or learning activ-
1ty concerned with career education. .

Estimates of faculty time and the need for speciai equipment and facil-
ities will have been determined and funds will have been provided.

Detailed budgetary proceéures will have been followed by deteﬁmining
the cost of new programs and activities.

Cost-saving measures will have been recorded, pérticularly from those
courses, programs,and activities that may have been deleted from the
original program of instruction.

Following an analysis of cost and benefits relative to new programs
and activities, alternative strategies will be examined to permit
the phasing of courses, programs,and activities of high priority
info immediate operatlon, while assigning new 1mp1ementat10n dates
to act1v1t1es of lower priority.

-
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Hessluatibn begin as early as possible in program development and continue
‘ throughout all consequent phases in order to keep the career educatiop
prdgram constantly tested for continuous improvement (Maryland State
Department of qucatlon, 1972, p. 91; Tyler, 1969, p. 241,lfysong, 1971,
pp. 48 ‘and 52). _

Stufflebeam (et al, 1971, pp. 215-23?) has identified four gengral
kinds of evaluation that were designed to &ield information pertaining to
four classes of decisions that were established as part of the S fflebeam-

Guba CIPP model. These four types of evaluations could be readily hdapted
to the continuum shown in Figure VIII (p. III-6) by placing them aldng®the

Cycle of program improvement for career education as illustrated in Figure
XI (p. III-17). These four classifications of evaluation, called context,
input, process,and product evaluation will be used in this report to dés-

cribe the four stages of evaluation that Could occur during each of the

3

stages of program improvement for career education.

Notice in Figure XI (p. III-17) that ﬁ(1) the dec151on to 1n1t1ate
program efforts precedes the needs assessment stage, (2) the general pur- )
pose common to each of the four stages of evaluation,is to suppIy decisio?-
makers with feedback iﬁformafion that will aidrthem inbselecting among thé
threelultimate alternatives of either temminating, modifying or continuing
fhe various stages of program imprgvement,and (3) the last stage of pro-
gram improvement is the only stage that allows the option of deciding
whether or not to re-cycle (R.) fhe gggizg_prograﬁ of improvement.,

Figure XIT (p. III-18) shows the typical sé&uence‘of events that takes

Y %
" place within each of the four stages of evaluation. Like the stage of pro-

gram improvement diagrammed in Figure IX (p. III-8), the activities within ,
1 A ’
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each of the four kinds of evaluations involves a relationship between in-
puts, processes,and outputs; In the case of each of the stages of evalu-
ation, however, this relationship involves only the gathering, analyzing}
and reporting of information pertaining to the inputs, processes, and out-.
\ puts, rather than the actual delineation, attaining,and operafionaliiing ,
of these events. ' ’

. Generally speaking, each of the four stages of evaluation consists

of the following sequential activities: (1) information pertaining to

inputs, processes and outpuﬁs is collected, (2) comparisons between actual

outputs and t;é intended output standards (as determined by the educational
. domain) are made,and (3) the results of number one ani two above, are syn-

thesized, analyzed,and then reported functionally in the%form of feedback

N P
o and discrepancy information. Descriptions of each of the stages of eval-

upation for career education are as follows.

. \
Context Evaluation. This ;B\the stage of evaluation whefe criteria is

established. for the developmenf‘of objectives. Its general purposes are:
* 1, To define the boundaries of the educational domain to.be served.
2. To describe the actual conditions of the educational domain.

3. To determine the proposed ideal conditions for the educational
* domain,

4. To identify the unmet needs of the educational domain by deter-
mining discrepancies between actual and ideal conditions.

5. To ascertain barriers causing the needs from being met.

6. To define the values, attitudés,and priorities of the educa-
tional domain-. '

7. To specify objectives which indicate how much change is actually
wanted, —-

II1-19,
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Categories and examples of discrepancy information which may indicate

that career education needs are not being met are:

1.
2.

Academic Motivation - lack of student interest in school subjects.

Instructional Relevancy - lack of student knowledge of the re-
lationship of instruction to the real life implications’ of the
world of work. T :

Pt

Career Awareness - lack of student exposure to the wide range of '
educational opportunities, career options, and consequent 1ife
styles that are available in the world of work.

Orientation to the World of Work - student unfamiliarity with
the nature of our work-oriented society with all of its work
attitudes, promise,and problems. \

Self Awareness - lack of student self-understandings (e.g. of
their own interests, aptitudes, and attitudes) and knowledge of
how the self relates to the different styles of 1ife which accom-
party different types of work. - ! 2

a. Interests - lack of knowledge abéut one's own personal pref-
- erences and concerns, e.g., motivational influences that
affect skill performance. | A
b. %Etitudes - inability to learn the skills involved in various
of work. ' )

14

¥

c. Attitudes - personality charactéristics and value orientations
which tend to indicate an inabjlity to satisfactorily relate
to self, others, situations ana ideas, as evidenced by a lack
of such personality traits as self-identity, self-esteem,

- prestige, and confidence. : o

w " f ) ‘
Career Planning Skills - lack of student knowledge necessary for
employability development, i.e., an inability to perform the /.
skills essential in preparing the/self to successfully relate
to and function within the world of work. ‘

1
1

| A .
Decision-Making Skills - inability to- satisfactorily seléct
(tentativel§ or otherwise) a caréer among several.occupational
alternatives, through the careful and systematic consideration
and integration of such relevant/ factors as self-awareness and

career awareness. {

Job Readiness - lack of job entry-level skills among students
who exit school; a possible consequence of insufficient '"hands-

on'" work experience.




.

9. Demographic - evidence of unusually high rates of such statisti-
cal records as- school drop-outs, absenteeism, unemployment, crime,
drug addiction, and recidivism. . i

. (/v . . : .

10. Barriers - presénce of, factors that restrict or -impede the effec-
tive implementation of career education, e.g., the présence of,
unequal career and educational opportunities among students of

‘ differing-socio-economic, racial,and cultural backgrounds.

" Input Evaluation. The general purposes of input evaluation are: .

-

1.. To provide information pertaining to all the available resources
and alternative strategies that could be used within the educa-
tional domain in order to achieve the objectives stated in the
needs assessment ﬁtage. : - =

[V

2. To provide criteria that will assist decision-makers in selec-
ting the best plan~of action.

(1

Discrepancy information is obtained ‘during input evaluation by com-
o‘}'
paring the alternative procedural designs or plans of action with the

Criteria of anticy dzed requirements demanded by the objectives estab-

;ished in needs asséssment.

Process Evaluation. This stage of evaluation occurs once the selected plan

of action'and the attained resources have been put into operation. The
major purpose of process evaluation is to provide information.which will
assist appyopriate educational staff in the coftinuous process of menitoring,
record-keeping, refining, and controlling of impleﬁentation plans and pro-
cedures, i.e., to detect and'predict present and potential defects in re-
Sources, procedural designs, and methods of implementation. The record-

) keéﬁipg task in procesé’eggluatioﬁ is important, ﬁof only for describing
what is actually taking pla;e during implementation, but also for later
use in interpréting actual process outcomes. - -

. Discrepancy information is obtained during process evaluation, by

comparing differences between.fhe actual procedural performance and the

ITI-21
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" intended procedural de51gn (1 e., by comparing actual events with intended

R

process activities).

N 3

Product Evaluation. This stage of evaluation occurs after all the stages

of program 1mprovement have completed a full cycle. Tﬁ} general porpose
% \

of the product evaantion is to prov1de 1nfbrmat10n which will help deter-
mine to what extent the de51red obJectives established 1n the needs assess-

ment stage have been achieved. According to Stufflebeam (et al, 1971, p.
/s

232) this generally involves tHe folldwing activities: —

1. Devising operational definitions of obJectives.
2. Measuring cr1ter1a associated with the obJectives of the act1V1ty

3. Comparing these measurements with pre-determined absolute or
relative standards. - 7

€
Iy

4. Making rational 1nterpretat10ns “of the outcomes, using the
recorded context, input,and process information.

The end product of this stage of.evaluation results in an interpreta-

re

tion of the overall effectiveness of the entire cycle of program improve-

ment.
The discrepancy information obtained in this stage of evaluation is
[

obtained by comparing 11format10n pertainino to actual program outcomes

against the intended}outcomes determined in needs dssessment.

" The Total Evaluation System _

v

Figure XIII (p. ITI-23) illustrates how a typical section of the total

evaluation system looks when the evaltiation process chart,” the input-
process-output chart, and the basic decision alternatives are all combined.’
The sequence of events or activities that occur within this "typical sec+

tion of the total evaluation system'are as follows: .




. ] - Figure XIII )

Evaluation Process Chaft,:Input-Process-Output Chart ‘
and the Basic Decision Alternatives Combined . , .
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" 1. Information and resources protured from the educational domain )
are stored as actual inputs within the appropriate stage of pro-
gram inprovement.

- 2.° Information pertaining to the actual inpu%s is collected and
stored by the appropriate stage of program evaluation.

3. The actual inputs are processed in-a fashion appropriate to the <,
stage of.program improvement.
Y

4. Information pertaining to the actual process is collected and
stored by the appropriate stage of program evaluation.

5. The actual outpr“s are stored until a decision can be made con- )
cerning their future destiny.- ,

6. Information pertaining:to actual outputs is collected and stored
by the appropriate stage of evaluation.

7. Comparisons and discrepancies between actual output information
and the criteria of the iritended output gtandards are made by
the appropriate stage of evaluation.

8. Information pertainipg to actual inputs, processes,and outputs
are synthesized and analyzed, along with the comparisons be-
tween actual output information and the criteria of intended X /
output-standards by the appropriate stage of evaluation.

" 9. The combined information resulting from the appropriate stage
of evaluation is reported functionally to decision-makers in .
5 the form of feedback and discrepancy information. ' : -
» R

10. An ultimate decision is made to do one of the following:

/

g a. Terminate program efforts. . T A

b.. Improve the actual outputs by re-cycling them and modifying
the inputs and processes that created them.

-

’

~c. Mdify the criteria pertairing to the intended output stan-
dards 'in order that they conform more realistically with ‘
the actual outputs. . : . \

a ™

. Accept program outcomes and present progress and continue
~up-coming processes as scheduled. C .

Figure XIV (p..III-25) represents a model which shows what the total
evaluation system looks 1like when the typical evaluation section shown in .
Figure XIII (p. III-23) is placed along the continuum depicfing the cycle

*
» ! ¢
*’
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| ‘Figure XIV -
THE TOTAL EVALUATION SYSTEM
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of program improvement that was illustrated in Figure XI (p. III-17). There
are four features of the total evaluation system which can now be seen in

the model shown in Figure XIV (p. ITI-25). ’ These four features are as

fbllpws: .

1. The final stage of the fullscycle of program improvement is the

only stage that eventually faces the decision of whether or not

to continue the career education project by re-cycling the entire

program of . improvement.

9

2. The flow of inputs, outputs,and information is not only derived
from the educational domain during each stage of -program improve-
ment, but is also eventually returned to the .educational demain
for further use after each stage of program improvement and
corresponding stage of evaluation is completed. '

*

3. Each stage of program improvement has the decision capabilities
of either: , .
a. riodifying the context criteria of intended output standards,
or

b. modifying actual outputs by re-cyéling them to any of the
stages of program improvement that precedes the re-cycling
decision. )

4. . The process of evaluation begins at the earliest possible time
of program development and persists throughout a11 consequent .
phases to offer continuous opportunities for constant program
improvement of career education. ;

Tasks and Considerations Involved in
Developing and Administering the Evaluation Design

This section of Chapter IIT is devoted to suggesting various tasks and’
considerations that will be neées§ary in further developing the evaluation
system just presented. In order for the evaluation systeh to be operationally
functional, there has to be defined specific ‘tasks and'considerations that
are needed for its implémentation; Different programs require a different
series of tasks and considerations for their evaluatibn for the same reason

that different program§ have different needs and objectives. It is not the

IT1-26
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intent of this section to suggest specific tasks and considerations that
would be uniqqely suitable to all career education programs. Such a ven-
ture is BeyOnd the mission of this paper. However, in an effort to make

the previous evaluation design operational without over-generalizing, the
following sub-géctions are offered: (i) Suggested Variables of Information
Which May be Needed for the Four Stages of Evaluatio;, (2) Suggested Methods
and Instruments Yhich May be Useful in Collecting Information, (3) Suggested

Methods Fhich May be Useful in Analyzing and Treating Information, (4) Sug-

' gested Procedures and Formats Which May be Used to Functionally Feedback

the Results of Evaluation,and (5) Suggested Criteria ﬁhich May be Useful
in Assessing the Adequacy of Evaluation.

As was alluded to earlier, the tasks and considerations listed within "
these sub-sections are only offered as suggestions or altérnééives and

should not be considered either exclusively or inclusively applicaple.for

_the impiementation of all program evaluations. For additional information

pertaining to suggested tasks and considerations in conducting evaluations,
it is recommended that the reader refer to Appendices E and F. Appendix

E contains a detailed,\sequential taxonomy of evaluator tasks and proposes
an equally detailed sequential 1ist of specialist roles in evaluation.
These evaluator tasks.and speEialist’roieS‘were developed by Ow.ias (1973, /
Pp- 73-795. In presenting the taxonomies, Owens was careful to/point out
that his roles and tasks vere ""propased as illustrative types' and that
the appropriate use of fhe roles and tasks will vary from one setting to
another, depending on such factors as size, budéet limitations, caliber

of existing specialist, types of evaluations to be performed,and the organ-

ized structure of the school district.

11-27
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Appendix F contains a ''Table of Contents Based on a Work Breakdown /////

of Evaluation Tasks and Activities." This table of contents, developed

by Stufflebeam (et al, 1971, bp. 203-205), also sequentially lists tasks
and considerations.which may be used in conducting program evaluations.
.Detailed descriptions of these tasks and activities may be found by re-

¥

ferring to pp. 139-213 in Stufﬁlebeam's book, Edbcational Evaluation and v

Decision-Making (refer to 1list of references).

Suggested Variables of Information Which May be Needed for the Four Stages
of Evaluation

To provide information necessary,for decisibn-making, ""the evaluator
needs to work within a framework that offers a wide range of potentially ’
relevant variables" (Stufflebeam, et al, 1971, p. 241). To meet such )

, “specif@cations,“ Srufflebeam (et al, 1971, p. 242) recommends the EPIC
Evaluaéion Model (developed at the EPIC Evaluation Center in Tucson,
Arizona) as a "most useful heuristic device to reveal combinations of
5ariables leading to a more complete description and analysis of the
instructional program." As illustrated in Figure XV (p. TII-29), the
EPIC Evaluation Model consists of three major sets of variables, which
are further divided along three dimensions into'i4 basic sub-sets. ''In
considering the dimensions, analysis of variables is linmited only by the
nature and scope of the program and the desire for simple or complex
analysis" (Stufflebeam, et al, 1971, p. 242). By measuring the results
of interaction among the variables, ”K description of the forces affecting
program results is produéed. . " (Stufflebeam, et al, p. 242). For fur-

ther assistance in the classification of the behavioral dimension, the

taxomonies developed by Bloom (1958}, Krathwohl (et al, 19642;and Simpson

(1967) are recommended,




Figure XV

The EPIC Evaluation Model
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As Stufflebeam (et al, 1971, p. 244) will attest, the evaluation model
designed at the EPIC Center can serve as a useful "starting point" for
variable classification, however, 'it must still be adapted to the needs
of_individual institutions." ‘;qﬁgn attempt to closer adapt the evaluation
system that was earligr presented in the paper to the needs of career edu-
cation‘programs, th following lists of major variables and geﬁeral decision
areas were idﬁptif{ed. These 1lists will be separated and presented accord-

ing to the appropriate state of program improvement for which they are

~,

\A

designed to serve.

I. Needs Assessment Variables. With the help of Stufflebeam (et 2al,
1971, pp. 81, 218-222), the following list of questions were ident-
ified. These quesitions serve as examples of information which may
be needed during the process of context evaluation.

A. VWhat are the bpundaries of the educational domain?
B. Who are the deéision-makers to be served?

'C. What are the actual present condltlons and characteristics of
the educational domain?

D. What are the conditions that are considered ideal for effective
implementation of career education (as determlned by the decision-
makers of the educational domain)?

E. What are the unmet career education needs of the educational do-
main (as determined by identifying discrepancies between actual
and ideal conditions)?*

F. What are the barriers causing the needs from being met?

G. What are the values, attitudes, and priorities of the decision-
makers of the educational domain?

H. Do the decision-makers want the unmet career educatlon needs
to be met?

I. If so, then how many of the unmet career education needs are
the decision-makers willing to meet and to what extent do they
want to meet them?

* Refer to pages I11-20 and IIT-21 for a more detailed list of variables
exemplifying and categorizing types of discrepancy information which
may indicate that career education needs are not being met.

II1-30 -
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II.

1. What are the specific objectives (including their priorities)
of the career education program going to be for the future?

2. What specific behaviors do the decision-makers want students to
exhibit after their exposure to the career education program?

Program Development Variables. Stufflebeam (et al,'1971,_p. 233) sug;

gests areas of information that are needed by providing the following
examples of general questions that could be asked during input evalua-

tion:

A.

How familiar are all staff and commumnity members, who are to
be involved in the program, with the behavioral objectives and
general program as delineated in the needs assessment?

Are the given objectives stated operationally and is their
accomplishment feasible? -

What strategies already exist with potential relevance‘¥or meet-
ing the established objectives?

How can alternative strategies be generated?

What are the potential goals and benefits of each of several
competing strategies?

What are the operating char acteristics and effects of competlng
strategles under pilot conditions?

Is it loglgal to believe that a given strategy can accomplish
the specified objectives?

Has this kind of plan worked in the past?

Is the particular stratqéy based upon valid thepretical princiﬁles?
What are its underlyingiassumptions and can they be met?

Is it legal? = - o ' e
Will it be rgjected on;ﬁoral grounds? —

How much training will the staff require before they can effec-‘
tively implement a givén plan? (Once trained, how effectlve

were the various forms of in-service tra1n1ng7)

Can a given strategy be translated into an efficient procedural
plan? v

What specific procedures will be needed to implement a given
strategy?
!

How can existing staff and fac111t1es best be utilized 1n the
implementation of a new strategy?

1I11-31
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Q. What specific schedule of events, resources,and activities can
best guide the strategy's implementation?

R. What side effects might a particular strategy produce?

S. What are the attitudes of students, parents teachers, etc.,
toward a partlcular strategy and what do they know about it?

T. How should a part1cular strategy be admlnlstered evaluated,~*
and reviewed at various 1evels7

+

U. What process .and product evaluation designs are required for
efficient and effective strategy 1mp1ementat10n7

V. Follow1n° a pilot test, how feasible is étrategy institutional-

1zat10n7 > N
: -

According to Stufflebeam (1973, p. 22), alternative procedural deci-

sions for input evaluation cam be assessed with the fbllowing variables

)
-

in mind: - .

1. Their resource (capablll*y -and. ava11ab111ty in meetlng the .
situation),- time, and budget reqU1rements-

2. Their pofentlal procedural barriers. . A

3. The consequences of not overcomlng these barriers.

.4. The p0551b111t1es and Losts of overcoming them-/

5. Relevance of the de51gns to program obJectlves.

2

- v 6. Overall potentlal of the de51gn to_ meet program goals.

‘ IITI. Program Implementatlon Variables. The following questions,.derived
from Stufflebeam (et al, 1971, pp. 83 and 230), serve as general
suggestions.of 1nformat10n needed’ in process evaluatlon'

A. \lAre the 1nterpersona1 relationships among staff” members and be-
tween staff and students conducive with the program effbrts?

B. Are communlcatlon chahnels among staff members and between
staff and students'conducive‘with the program efforts? '

C. Were there any nisunderstandings of 4n agreement with the in- -
tent of the program by persons involved in and affected by it?

D. Were the resources, physical facilities, staff, and time schedule
' adequate as was calculated? (i.e., How well did they work .in
?rlnglng about the desired outcomes?) .. -

13
[ 4
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v, Outcomes Assessment Varlables. The follow1ng list of questions, ob-

To what extent has the intended plan of actlen been carried eut?

Should the staff be re-trained?

Should new proeedures be instituted?

Shouid additional resources be so%§ht?'

Should respon51b131t1es be reassigned to staff?

Shbuld the schedule be mod1f1ed7

tained directly from Stufflebeam. (etd, 1971, p. 84) suggest the
general decision areas or variable types of 1nformat10n that may be

con51dered during product’ evaluation:

©A
B.

o

cmom g

Are the student's needs being met?

‘Are we solving the problems as ‘intended?
have the desired outcomes been achieved?)*
Is the roject failing?

Was the product.worth the investment?

Has there been a 51gn1f1cant gain in.pupil ach1evemeﬂt7

Have we benefited by u51ng the opportunity that was presented

to us?

Has sufficient progress been ach1eved to warrant cont1nuat10n

of the prOJect7

¢

Is the new progect'qucceeding7'

2

o

-

7

(i.e., To whaf extent

Wete the results from project A better than those from project. B?

How effectlve and efficient were the processes occurring through-

out all previous phase

?
Are there any positivezand/or‘negative bprroddets? e.g;:

1. Has the project resulted in improved teaching competence?

* Again refer to the llst of varlables that may be used to describe un-

met career cducation needs located on p. 1II-20 and I1T-21.
tign concerning these variables can bc used as both pre-test measures
(gathered during context, evaluation) and post-test measures (gathered
during product evaluatlou);,

The 1nfbrma-‘




2. Have school-commmdity relations been improved?y S . %
3. iave students improved their self-concepts? - |
information‘pertaining to, specific criterion measufes for outcomes
assessment may be found by roferrlno to Appendlx Js Mpltiple Criterion -
. bbasures for Evaluation of School Programs, by Metfessel and Michael

(1967, pp. 27, 931-943).

»

- " Suggested Methods and Instruments Which May be Used in Collecting Informati.i..

This portion‘of Chapter III will be divided into two major parts:

(1) Methods of Collecting Information and (2) Instruments for Collecting

. . ‘ _
Information.; T ‘ »

3 , M ' i
1 , Y

; Methods of Collecting Infprmation. This najor;part will be sub-dividéd
and presented in the following order: (1) Suggested Research Designs,
(2) Suggested Typee of Measurement Devices, and (3) Suggested’bata Collec-

" tion hbthods and Techniques (thls third sub-divigién will be presented and

# ‘ separated accordlng to each of the four stages of evaluatlonathat they are

- approprlate for). ;

. Suggested Research Designs. Actord%né to Gilrain (1973, pp. 18 and

19), the three research designs most often used in recent evaluation stud-

.

. N A
/ " ies are: (19 Experimental vs. Control group post-test only, (2) Experi- I
mental vs. Control group, pre- and post test, and (3) Solomon Four G%oup

—
Design (note Appendix G). Out of these three, Gilrain (1973, p. 19) states :

& . . -~ . ;

~
1

that - ,

"The strongest designs for the measurement of vocational maturity .
variables as they arc affected by career education projects are:

. (1) the Experimental vs. Control pre- and post-test employed by

Bovee (1967),.Corcy (1969), *Goodson (1969), CGuerriero (1967),
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e )
Jalkanerrt(1970)‘gSchn1ed1nq and Jensen (1968), Sh1rts'f1966), N )
Stevenson (1971), Williams (1967) and (2) the Solomon Four Group
Design employed by Asbury (1968) and Jackson (1971)."

"In making some distinctions between these two research designs, Gilrain
further agserted that even though the E;p%rimental'vs. Control pre; and
post:test is not as complex as the Solomoﬁ Four Group Design, it should
still suffice most research desigm requirements. One distinct advamtage,
however, that the Solomon Four Group Des1gn has over the Experlmental
vs. Control pre- ahd post-test is that it has the ability to distinguish

*» -

the effect of pre-testing. . .

TN
¥

, The’Experimzntal vs. Control pre- and ypost-test involves the uie of an
experimental grou) (the group which is subjected to special profect.treat-
ment) and a control group (the group which is not subjected to the same
special project tieatment). Before the Experlmental group 1is exposed to
treatment, both groups are administered identical pre-tests, preferably
Pmder identical 51tuat1ons Tien, following the experimental treatment

each group is adm1n1stered the san:e instrument as a pogt test at wh1ch ‘
timé gains analysis is performed to decermine whether o;Tnot any signif-
}_icant change differences in subject grow'h between the two groups.resulted.
o, Accordiné to Giliain (19&3, p. 19), the subjects for such groups'are
not usually random samples, but are rather "hatu*ally assembled collectives,"
such as students of the same elementary class or students of dlfferent
‘ grade levels, such as grade seven through twelve, why are exposed to the

\

same teacher of a spec1f1c subject matter.

' . ’ l‘/“‘
The use of a cqntrol group seems to be a necessary element in the

process of evaluation. Its purpose as a discriminating fdctor in distin-

.

. P . Vo . . : . .
guishing gains due to natural maturation, as opposed to gains attributable

-

S




\, %
to the experimental effect of caréer educatiom increases the Qaliditf

of evaluation results. Gilrain (1973, p. 24) testifies to this concept
s

in the following statement: . -
» "The use of a control group seems nnéeratlve. It is my experience
“that both the control and experimental groups make significant
gains as a-norpial maturation process*and the only way to measure

the effect of the Career Education prOJect is to compare experi- : 4
mental ga;ns to control gains." .

3 v

‘ In support of the research that Gilrain has provided ‘thus far, “Crites ,

(1969, p. 85) offers the following features which he feels are.essential. //'

for "The ideal experimental design for research on the facilitation'of ,
. " - s
vocational attitude maturity: . a Lo Y/
1. Unrestricted range on the dependent varlable RN
2: S's sampled from-the same populatlon or stratified on rele- /
"vant control var1ab1es /
/
3. Soléépn Four Group De51gn‘to/assess effects of pre test1ng; 1? i
4, "Gains" analysls of differences between pre- and post-test
scores. ' . ;
5. A relevant, potent, oper tlonally defined independent var1able /
(career educatfon) to which only the experimental grdpp is K /
exposed. y - ) ]
1’" h /o,
' For more 1nformat10n that (D fudrther descrlbes the research” designs /,

Just presented and (2) descrlbes addltlénal research de51gns that may be
useful in coliectlng 1nformat10n3 refer to ‘Appendix G Appendlx G was
.adopted from Dalen and Meyer {1966) by Isaac and Mighael (1971) and con-
tains the follow1ng eleven examples of research deslgns Q) A ”Poor"
Research Design (No Control): The "One Shot Case Study," (2) Minimal
Control: One-Group Pre- Tesg%Post Test D951gn, (3) Randomized Control -
Group Pre-Test-Post- Test Deslgn}?£4) Randomlzed Solomon Four- Grouﬁ De51gn,
(5) Randomized, Control -Group Pre-Test- Post ;Test Des1gn, (6) Non-Randomized

* ¥II-36-
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Control-Group Pre-Test-Post-Test besign, (7) Counterbalanced Design,
v (8) Qne-Group Time-Seriés Deéigq, (9) Control-Group Time-Series Design,

(10) The 2 x 2 Factorial Dqsign,and (11) Extended Factorial Désigns.
< .
B ” SR /
i Suggested Types of Measurement Devices and Criterion Measures. Accord-

ing to Gilrain (1973,'b. 4 and Weé;brook, 1971), the three most commonly

- used devices and instruments to measure variables of vocational maturity

4 are: . ,/ . . ’ ..

., ':! - ’
3'(1) the partially structured interview used in Super's Career

/ Pattern Study (Super et al, 1960); (2) the completely structured
/- . Interview used in the Career Development Study (Gribbons and
" Lohnes, 1968) to measure Readiness for Vocational Planning (RVP);
. (3) the ffixed aiternative procedure_used by Crites (1966) in his ,

50 tru%- alse questionnaire, entitj%ﬁ Vocational Development In-

ventory (VDI)." -

»
]

R
-;
.
[

non-predetermined question$ and answers. One disadvantage.of this fype of

~

As.implied by tHe name, the partially structured in.e1.riew consists of
- - - [ .

instrument is that the analysis of data is quite complex due to the fact ’/,/
that the interview format is.non-standardized or non-gomparable. The struc-

tured interview, on the other hend, does have pre-determined guestions and

Y

a pre-determined order of pfesentation.S'Therefore, the answers of all sub-

jects can be coémpared to each other and are somewhat easier to analyze.

. The nature of the fixed alternative choice limits ‘the subjects to the

choice of stated alternatives and, consequently, eliminates the possible

e " error of variance caused by score differences in eyaluating responses.

’

In comparing the fixed alternative choice to either of the two types of

interview instruments, it would be safe to say that the fixed alternative

Fs

choice instriment has the advantage of being less difficult and less ex-

pensive to éhalyze than the free responsés of the interview instruments
| | - )

. (Westbrook, 1971,‘p. 10).

b

]
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It should be mentioned, houeVer, that both the partially structured

- " and the structured interviews have the distinct advantage of gathering

free open-ended information and' therefore, offer opportunities for the : ;

exaninee to erpress a wider and, perhaps, more 1nc1us1ve‘§§nge of 1nforma- .

" ot
~

-’ tion which is not aluays available from forced- -choice instruments.
In suming up the three approaches, Westbrook and Cunningham (1970,
>, < pp. 18 and 171-175) have the following comments: . ‘,
"Interview approaches to measuring Vocat1onal matur1ty have, dis-
tinct disadvantages which limit their usefulness and appl1cab1l1ty
Collecting the data is time-consuming and scoring requ1res a gredt -
> deal of time from highly qual1f1ed personnel. Tests and inven-
tories appear to be more appropr1ate for measuring’ the cognitive .
and affective aspects of vocatignal maturity because they are more
objective, more economical, Can be adm1n1stered to large samples
. and yield moresprecise mea rements."

y Based on 2 deta1led rey;ew of l1terature (Cr1tés 1966 Bathory, 1967 ’ ‘ !
Dutt, 1968; Drahozal 1965 Crites, 1969 Harlan, 1964, Holloway, 1967 ’
Asbury, 19687 Cooter,,196@, Maynard 1970 McCrystal 1967 Miller, 1968;

, )
Meyers, 1966; W1lstach 1967; Bovee, 1967; G1ll1land 1966, Goodson, 1969; ’ k

/ )
Guerr1ero 1967; Jackson 1971; Schn1ed1ng and Jensen, 1968 Sh1rts, 1966 -
Stevenson, 1971; Williams, 1967; 'Westbrook and Cunn1ngham, 1970; Norton,?
/ , :

1970; Core?, 1969; Vriend, 1969; Gerstein and Heover, 1969; Isaac, 1969; - y
Jeppeseﬁ/ 1971; tCorm1ck 1969; McSherry arfd O'Hara, 1966; Schlesser,
lQZl Roll1ngs 1967; Sturges, 1969 ouper, et al, 1971 Westbrook 1971; , ¢
hilson, 1969; Zikmund, 1971; Bradly, 1970; Jackson, 1969; Hansen, 1967; ’

//Jalkner, 1970 and others) containing research and analysis of instruménts

- ,
used to measure the appropriate vocational maturity variables earlier men-
tioned, Gilrain (1973, p. lZ)zcame to the following conclusion:

", ., .the instrument most frequently used to measure Vocat1onal .
maturity attitude is Cr1tes' VDI,/tThe 1nstruments most frequently &

¢, .

i
-
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used to measure the acquisition of self- knonledge, occupatlonal
. information, vocational- planning, and decision-making are mult1ple
choice tests Likert scale inventories, JOb list recalL and essay
questions." .
"

* Most of the types of instruments summarized by Gilrain can be machine-

‘scoré% e\cept for the job list andpessay quest1on The job list seems "to

lend itself to Hand-scoring qu1te readll) and is suppooed to d1scr1m1nate

‘well between experimental and control groups, as well as between pre- and

post-testing results hrOne dlsadvantage »s (that the job list is based on

¢

the quest1onable assurpt1on that the acqu1s1tion of knowledge of occupa-

¢
tional 1n§ormat10n can be 1nferred from' a l1st of occupational titles.

’ 3 *

In referring to the ufe of essay’questidns on career planning, ‘Gilrain did
- [ . E]
. ~ - PP : o
not recormend .its use forlxhe reasons that such compositions are.expensive

and difficult to grade. (usnram,} 1973; pp; 12'and 13)

For add1t1onal*informet1on concern1ng measuring dev1ces anu cr1ter1on
/
4
measures, refer- to Appendix J Th1s Appendlx‘cons1sts of a detalled l1st

.

of "Vultlple Criterion Neasures fo% E?aluatlon of Schpol Programs,” as

developed by Metfessel and M1chael (1967, pp. 27, 931-943).  These. mult1ple

cflterlon jreasures are grouped according to the follow1ng f1ve catego11es

(l) ‘indicators of status or change in cogn1t1ve and affect1ve behav1ors of
students in terms of,standardlzed measures and scales, (2) 1nd1cators of

status o%’change in cogn1t1ve and affect1Ve behav1ors of students by in-

formal or semi-formal teacher-made instruments or devices, (3) indicators

of status or change in student, behavior other than those measured by tests,

inventories, and observation scales in relation to the task of, evaluating

”

obJectlves of school _programs, (4) indicators of status or change in cog-

nitive and a fect1ve behaviors of teachers and other School personnél in
\ ,

. I11-39
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relation to the evaluation of school programs,aﬂd (5) indicators, of com-

Dl

munlty behaviors in relatlon to the evaluation .of school programs. s .
U Bt XY

¢ . Coe .. N

"y

Suggested Data CoIlectlon Methods and Technlqucs. Thls sub division

~ con51sts of data collectlon methods and techniques-which’ mav be used spe- Cb
)f -
N c1f1cally for each of the four stages of evaluation earller presented,
J v N - . ’

i.e., the methods and techniques will be presented and éepa?ited according ) .
. . AN ¢ }

" to"each of the fépr stageé of evaluation for which the;\are-‘ppropriate.
- , \,
. . AN

P .
. - P ¢
- 4 \

-
i

A Context Evaluation. . Stuf‘lebeam (et al 1971, p. 221) suggests the

°

follow1ng systems analysis technlques for use in context evaluation in

describing the nature of the educational domain to be served: \\\\
' 1. Program EValuatlon and Review Technlque. . 5\\
. \
2. Action Systems Model (devvsed by Parsq%l 1966} ‘ N

* 3, System of In~truct10na1 Variables (developed by Hammon, 1967

- e" A

- He also recommended the following general types of sources to help

determine major ummet needs and unused opportunities: .

. e

1. Sample survey and opinionnaire techniques.-

2. Experts'and actors' conferences (actors' conferences refer
‘ to conferences of persons who are representative of those who
operate within a defined context, while experts' conferences
refer to conferences of persons who have spec1allzed-knowledge
"of a defined context). - .

-
-
»

3. Standardized tests. o
4. Attitude scales. |
5. Diagnostic. surveys.
6. Schorl profiles.

7. Study visits to other systems.
¢

8. Surveys of research l;térature.

K
.
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9.-:Visitatign by teams of experts. . .

10,, Continuing study of funding opportunities.

Inpht Evaluation. Even tbough "techn1ques for input ‘evaluation gre

[

~ lacklng,“ Stufflebeam (et al, 1071, PP. 228 and 229) suggests the follow- |,

1
1ng methods -and sources of-‘collecting information:

P “ 1. Committee deliberations.

2. Appeals to thé/profe551ona1 literature and employment of con-
- sultants. \

3. Gage's (1963) H%ndbodk of Research on Teaching (réfer to the .
Camp?ell Stanley chapterj tor selecting the experlmeqtdl design.

/

.

4.+ The Rrogram Plannlng and Budgeting System. : -
M ‘ 5. The Qélphl Technique. . ,ﬂ
, 6. The donvergence Teéhniﬁue ’
’ 7 Cost/effectlveness analy51s ' , ) ,
8; The PERT Technlque (as validated fortuse in educatioQ by Cook,
1966) C . o
s . ) Prgcess Eyaltati;n. The, techniques for collecting the neede@ informa-
tion A£for this;stage of érogram eyaluati;n as §dggested by'Stuffiébemn‘(éF~
al, 197i, p. ?31) are: . , 4 . , , ‘ .
. 1.7 Inter§ctioq:aﬁalysish:, o ‘ . :
. (’¢ ‘ 2. Open-gndfqu-of—thé-day reaction sheeté. . | -
. . ’ 3.ﬂ*Inter§iewé. L 1 AN ' v |
, ‘ 4, ’R;ting stales. ' i - ",
, 5. ‘Diaries kept by prbje%t,persbnnel. | S "
U . 6. Semantic differential iné%ruﬁ;nts. " ’ ~’ '
: .;; Records of'sféff meeting;.i ) . . . -
Y ‘, 8. Up-dated PERT netwoixs. ‘ ’ | ~
’ a 9 éuégestion boxes. : IR “ o o -
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, Product Evaluation. According to Stufflebeam (1971, pp. 234 and 235),

L
o d

~a

- "Traditionaily, experimental design has been the recommended strategy

.
-

. ; L . . N . e s
“for conducting product types of evaluation." This method, which utilizes

f

““pre- and post-test measuring devices, is,valid, howegver, only when ample
. + ~< ‘

care is exercised in assigning experimental and control groups randomly.
il B . .
Descriptlcns cf tae experunental *and other research de51gns including

the precautions that are considered necessary for their va11d1ty, were

earlier presented on pages III- 34 td}III 37 of this chapter.

L) . ' [
-

Instruments for Collecting Infbrhmtion. Most of the content for thls sec-

"

tion w111 be presented in-Appendices C, D, H-and I: "

&

Suggested Commertial Tests‘Available from Majbr Test Pub1ishers. Ap-

\ P4

pendlx C conta1ns a descr1pt1ve list of suggested evaluation instruments

(complete with source 1nfbrmat10n) hthh may be useful in collect1ng in-

formation for "school- based career education programs. This 1ist was devel-
. - s AR

S

oped by comp051t1ng commercial tests available from over nine, maJor test

P

publlshers. Appendix C includes only student instruments which are ar-

' /

ranged in chronological order, according to varipus grade leuels. gach

ef the.tests‘have also been classified according to the type of variable’
measured. The format for the ‘Appendix provides columns in which each in-
strument can be fulther c1a551f1ed .by the 1nd1V1dua1 decision-maker, in

terms of the stage of evaluatlon for which they may be approprlate. The

2

", stage for which’ each instrument is approprlate is varlably dependent upon

the spec1f1c nature, needs and limitations of the -program 1n which they are
i ‘

Py

i

P ’

“to be used, e.g., for some programs, many of the tests will be utlllzed as

14

. pre- and post-test,instruments during context.and product evaluations; for
L 3

‘ u
. . . . 4
. t v

<
- . -~

A 104
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othgr programs, many of the instruments will only be used as‘post-test

measures, due to such limitations as shortage.of funds and inappropriate-

Id

» a

ness, in temms of the stage that the progyam was in before evaluation pegan

(some. prograns, do not begin evaltation activities until they have advanced

E]

to the product stage of evaluatlon thdh, consequently, prevents any poss-

1b111t1es for pre- testing) .’ K . .
& . . - R LY ~

Aw

’ ) . - ) »
Suggested Tes{s Extracted from a Variety of'Career Education Handbooks,

Guides'and Project Raportsl Appendlx D contains a list of instruments that

IS, 'o' -

were extracted from ‘a var1ety of Lcareer educat1on handbooks, guldes and

»?

proJect reports. It is 51m11ar to Appendfy C, except that it also 1nc1udes

" instruments which may be used to‘measure varlables pertalnlng to teachers,

) counselors, school psychologlsts, local vocational education coord1nators

v . .

(LVEC), admlnlstrators and pafgnts and communlty,members Informatlon per-

Z’talnlng to such educatlonal facilitators as these becomes especially rele-

vant dprlng the 1rput and process stages of evaluatlop However, due to

tH% interdepandency of the four stages of ewaiuatlon, such lnformatldn is

b s
-

earlier mentloned the stage for which each type of 1nstrument is appro-

[ N

’ priate 1is var1ab1y dependent upon the spec1f1c nature, needs, and 11m1ta- N
tlons of ‘the program in which they are to be used.

Appendlces Hand I, respect1ve1y, contaln. (1) a "Llst of Test Pub-

~

i L /s
on tests mea%urement a.nd data anal}’SIS . P v

€

For more 1nformatlon concerning specific 1nstruments that are most

Pl

commonly used in measuring student ﬁ%owthhas it is affected by career

»

P ~

not exciusi;elz 1mportant to only the 1nput and process stages. As was |

lishers and Distributors" and (2) a list of sources conta1n1no 1nformat10n )

PR

»~
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educat‘ion&’refer to the preceding section of this chzip‘ter, titled "Sﬁg- | ’ .

. gested Types df Measurement DeV1ces and Criterion Measures" (pp I11-37 to .
A . - )

’ III40) ' Jy e , i . o
] " ' : N . hd . .
) Suggested Methods Wthh May be. Useful in Analyzln'r and Treétmg Infonnatlon )
y <07 In. regard to statlstlcal analy51s, Gllra1n (1973, pp 26 and 27) \sug- o )

5
‘ i

gests that the followmg stat15t1ca1 technlques of vocational maturlty a

¥

< !
,  measurement be con51dered. »,. .means, standard dev1atlons, tttest for in-
% ‘ v
dependent groups, t- test for correlated groups, analy51s of varl%.nce, and

-

N analysis of co-variance using pre-test as the co-variant: Gilrain further

- %‘ ."elaborated by 1nd1cat1ng that pre-treatment d1fferences betyieen the experi-
. . 2

mental and control groups may bBe descrlbed by the methqu of means, stan-

dard deviations,and t-test for mdependent groups and overall F. The sta- .

l S

o
Y

tistics of these methods will alsq descrlbe differences between grade level,
2

7

’ t)rack, curriculum or school. In addltlon, he also suggested’ that the use

’

of "the t-test for correlated groups and the analysis of co-variance will
” ’ . < . .

- .
@

R /detern1in‘e°the significance of gain resultiné from the }:reatment" (Gilrain, .
V1973, p. 27). S . e S .
1 rd v ’

'I'hroughout the professmnal 11terature, there exists numerous sources
"that zre more than quallfled to proV1de suggestlons for the treatment and .
analysxs of collected mfomatlon, e.g., 'I‘urne and Robb (1971, pp. 71-104)
e d6"an excellent JOb of presentlng,,ln a rather concise and understandab?e B .
form, methods for analysis and treatment of data. For addltlonal “informa- )
. . tion concerning methods th.c.h my be used in the treatmen‘t and analys‘i's of

- data,, refer to Appendix I, "Sources of,Infomatiori"i;n Tests; Measurementi,

and Data Analysis.",
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: Suggested Procedures and Formats Which May be Used to Functlonally Feed-
back the Results of Evaluation . \ .

-

-
The process of prov1d1ng feedback is concerned thh tak1ng the results

of evaluiation and plac1ng them 1n a functlonal form that w1ll maximjze the

-~ ‘ ~

" efforts of dec1s;on-mékers, evaluators and program 1mplementors in thelr

T attempts at prov1d1ng program 1mprovement

. Not only does every phase of a program have to be evaluated but a-

feedback system also has to be developed for report1ng the. var1ables that

<
.are relevant to the progress and effectlveness of each phase, 1 e., because

evaluation is a continuous ptocess, so is the process cf prov1d1ng feedback
: A . . ° '_‘ . o . - .

‘ informationa-

. >
. '

.
’

The nature of the target aud1ence whlch is to rece1ve feedback reports

mfust be taken. info close consideration when deslgnlng feedback proégaures
L . ¢, ] '

and formats. Selection of such feedback factdrs°as timing, freqﬁency,.lan-

‘guage (jargon), content medla,and format should be dictated by the partic- .

. ular needs and pecullar1t1es of the aud1ence to be reached and 1nformed

Therefore, in order to communrcate 1nformat10n effectively, feedback in-

formation must be reported orn a level of sophistication that is commensurate

4

with the audience's level of understanding. e

There are available, many different styles for reporting information.

v Figure XVI (p *I11- 46) developed by Stufflebeam, 1971, p. 206) 1llustrates

thls by; offerzng suggestlons for u51ng media in report1ng 1nformat10n. F1g-:
ure XVI spec111cally takes ‘into account the relatlonshlp‘between such factors
as: (1) audience, (2)‘organlzatlon;and 3 the.means of communication used -
oral and written., As Stufflebeam (1971, p. 206) suggests, "'The diverse needs

of the audiences and the complexities of the information to be reported will
. . ; -

require the use'of all potentially helpful methods of communication." 1In.
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Figure XVI

v .

Media Suggestions for Use in Reporting.by Relatlonshlp of .the -

Audlehce to the Organlzatlon and Means of Communlcatlon‘ﬁ

Internal ®

External

o

: One-~ to one feeaback

: =T

2

Reports tb comittees

»

*Face-to*face
Telephone
Professional staff meetlngs
‘Television
‘Radio - _ .

N
<

~ Television reports-

Radio répoxts

Newspaper interviews

Speeches
“*Civic groups
‘State Department
‘Professional meetings
"P.T.A;
Reports to the public via
Board-of Education meetings

Requested evaluatlon reports

Ad hoc project evpiuatlon Te-
ports: Interim and final

-Office bulletlns and memoranda

P051t10n papers

+ '3

:Requlred system reports

Press releases

- ——
hhndated Eederal State reports

Public reports
Pupil profile -
School prdfile -

School newslgtters, bulletins

LN
3 .

Occasional papers

Professional publications

Reports for demonstration to.
other local -education agencies

4

3
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- ’ L4 © .
add1t10n, Stufflebeam (1971, .pp. 205 and 206) further suggeSLs that re—

gardless of who the audience 15, "Graphlc presentatlons should be 1ncluded

to facilitate understanding of data and 1nformat10n,:espec1a1}y in public

documents "~
- £ ek

-

For suggestlons perta1n1ng to alternative types of fonmats that may,
A
be used to organlze and’ present the results of evaluatlon, refer to Ap-

.pendlces F and K. Together, these appendlces illustrate ten dlfferent .
tables of content, most Of’\thh were taken from actual third party eval-

uations. The table of conténts illustrated™in Appendlx F, developed vy

3

/ ~

Stufflebeam (1971, pp. 200-205) was based on a work breakdown of evalua-{
tion tasks ang, therefore, does not ailow for a section providing the re-
. sults of the evaluation. " Consequently, StuffleBemh (1971, p. 205) has
suggested thdt the foilowihg type of sections be addeﬁ to the outline:
4. .Eva}uation Results (concerning deci:iohs to be made)

4.1 «Questidn to be answered

’

’
/
¢

" 4.11 Evidence
" 4.2 Interpretation of evidencé by decision 'rules

4.2 Questioh to be answered

® )

§ 4.21 Evidence

B
-

- 4.22 .Interpretation of evidence by decision rules

4.3 0 e

1 "
¢ 6 e o o & e e e

)

LA T e e B

f
|

5. Summary of* Evaluation (based on one Or more of the follow1ng '
questions): ‘ \

5.1 .What are the needs and prioritiessto be met? R

| 1,6’9
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5.2 What are thé alternatives for meeting these needs and
priorities and their relative potential for reducing
:needs?- . : !

? S 3 Was the program which was implemented congruent to the
planned program?
‘. 531 In'what'ways did it differ? . ;
5.32 Why?. Ao ' o @
5.33 What facilitants and restraidts were encountefed?

5.4 How well did the program meet the needs for which'it was
1dent1 sied? « .

- i
.

13

Su gested Cr1ter1a ) 1ch May be Useful in Asse551no the Adequacy of . »
Evaluat;on ‘ - - o

This section is devoted to two questions: (1) how does one evaluate
an eyaluation and (2) to what criteria must an evaluation conform, in order
to be fﬁnctionally effective? One way of evaluating an evaluation is to
assess it in terms of the informatioh it provides. Thls method is based B

on the assumption that an. evaluatlon which pr0V1des effective 1nfonmat10n

is an effective evaluation. ‘ ‘ " . .
. "Using the effectlveness of 1nformat10n as a basis or significant

factor for asse551ng evaluation, Stufflebeam (1971, pp. 27-32j has pro-

posed a v1ab1e answer to question number two Just listed. The criteria

that he feels are approprlate for evaluatlng the evaluatlon are as follows.

LI sy
\

t
Scientific Criteria

Internal Validity
~Internal validity refers to how close the relationship is _between
the collected information and the actuaL phenomena it is supposed to Tep-

resent, (Stuffiebeam, et al, 1971 . 27) 7“ _ - ..

-
-
»
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External Validity ~ . ‘ ‘ .

External validity refers to how representative xhe information is.
It pertalns to whether or not the collected information can be applled

or generallzed to larger groups or populatlons (Stufflebeam, et al 1971
Yo 27-28) ‘ .

L
"

re
7

Reliability
Reliability refers to how consistent the information would be if it

were collected repeatedly, using the same methods and instrumehts.(Stufflé-

beam, et al, 1971, p. 28)

Objectivity ’
Does the evaluation system allow for the handling and treatment of P

K

all variables in a manner which is independent of personal reflections or

\

feelings? (Stufflebeam, et aiﬂ }97fz p. 28 - .

v -~ ‘ -
s’ : .
. -

/ .
Practical. Criteria -

-

. & .
*Relevance ) /

This criterion concerns itseif with "whether or not the purposes are

in fact, served.' (Stufflebeam, g% al, 1971, p.. 28) ~
. ) ‘ !
Inportance ) ‘ . ' _ .

This criterion is somewhat’self-explanatory{ﬂ Because evaluation is

concerned with collecting 1nfbrmat10n, there must be. crlterlon to dec1de,
"l

for the sake of brevity and conciseness, what is to be Spported Importance
“p

is ther used as a criterion to Separate 51gn1f1cant and’ relevant informa-
f .

s
e
-

, tion from thatyyhich is insignificant and irrelevant. (Stufflebeam, et al, o

*

1971, p. 29) . .

.;' . ’ 111 : < . j ..1‘

I11-49




ScoEe'
This pertains to the judgmental criterion of deciding the "range of

information™ which is to be supplied, e.g., the extent in which the var-
L 1

‘.ious types of information are needed. (Stufflebeam, et al, 1971, p. 29)

Credibility,

This '"'relates to the quality of trust or belief'" in the evaluation

3

"design, the evaluation information and the evaluator. (Stufflebeam, et al,
1971, p. 29) ¥

- L34 '>

- . .

Timeliness .

- .

This refers to whether or not the information obtained from the eval-,

vation is réported when it is needed and useful . . . on_time. (Stuffle-
{ beam, et al, 1971,"p. 29) . o .
Pervasiveness ‘ " ’ ,

LY.

This criterion refers to whether or not the findings of the evalua-
' . : [ . )
tion were reported to and used by all persons who need to use and know

about_them-(Stufflebeam,‘et al, 1971, p. 30) : “

Prudential Criterion .

Z

" Efficiency

Efficiency refers to the extent to which all evaluative operations

r

-

were carried out in terms of appropriate and thrifty use othime, cost
4

and personqﬁi.(Stufflebeam, et al, 1971, p. 30)
v - LI

\ -
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