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ABSTRACT

A STUDY OF THE EFFECTS OF LIFE CAREER DEVELOPMENT COUNSELING ON THE
SELF-CONCEPT AND CAREER MATURITY OF COMMUNITY COLLEGE STUDENTS

JOHNSON, MICHAEL JOSEPH, Ed.D.
THE COLLEGE OF WILLIAM AND MARY IN VIRGINIA, 1976

CHAIRMAN: DR. KEVIN E. GEOFFROY

The principle that career development should involve the total
individual by sequentially integrating goals, values, plans and
decigions in such a manner that personal empowerment is enhanced
provides a relevant framework which has gained broad acceptance. The
Life Career Development System (LCDS) potentially offers a modular
approach which can be adapted to a particular educational environment
in a way which facilitates the development of personal empowerment.
Tentative reports concerning the effectiveness of this program Have
been positive but they have been based on nonstandardized evaluative
measures, Few reports of any kind have dealt with the effectiveness
of the system at the community college level.

The purpose of this study was to provide an evaluation of this
strategy by determining what effect it might have on community college
students in terms of (a) self-concept, (b) vocational maturity,

(¢) independent/responsible behavior, and (d) a process orientation
to planning.

This investigation utilized a compromise experimental group-=-
control group design reflecting the preclusion of randomization--a

necessary limitation. The subjects were 29 students desirous of

1



exploring vocational options in a group counseling context and 29
students enrolled in an elementary course in general psychology. The
former were designated as the experimental group, the latter as the
control group. All students were drawn from Thomas Nelson Community
College in Hampton, Virginia. Treatment, the active variable,
consisted of the following LCDS modules: Exploring Self, Determining
Values, Setting Goals, Expanding Options, Overcoming Barriers and
Using Information. These modules were explored by the experimental
group for 3 hours each week during an ll-week period. The control
group received no treatment during this same period. Both groups were
administered pretests and posttests at the beginning and end of this
period. Statistical tests of significance concerning the four major
hypotheses involved cone-way analysis of covariance. The effects of
the ICDS were determined by comparing the experimental and control
groups. In all cases age and appropriate pretest scores were used
as covariants in order to control for initial inequalities in these
areas. Hypotheses were tested at the .05 significance level.

1, The hypothesis that groups would differ significantly in
terms of self~concept as determined by the Total Score, Identity,
Self-Satisfaction and Behavior scales of the Tennessee Self-Concept
Scale was rejected.

2. The hypothesis that groups would differ significantly in
terms of vocational maturity as determined by the Attitude Scale of
the Career Maturity Inventory was rejected,

3. The hypothesis that groups would differ significantly in
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terms of independent/responsible behavior as determined by a signifi-
cant other utilizing the Self-Confidence, Personal Adjustment,
Autonomy, and Change scales of the Adjective Check List was rejected.
4. The hypothesis that groups would differ significantly
in terms of a process orientation to planning as determined by content
analysis of self-descriptive essays was accepted, This difference,
however, was not in thé—directions expected, was relatively weak, and
probably resulted from an inability to control for motivation.
In conclusion, the LCDS apparently had no effect in terms of

the hypothesized variables.
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There is no solace on earth for us--for such as
we=-

Who search for a hidden city that we shall
never see.

Only the road and the dawn, the sun, the wind,
and the rain,

And watch fire under stars, and sleep,
and the road again.

from "The Seekers"

by John Masefield

One goal is reached; others emerge.

Michael Joseph Johnson
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Chapter 1
Introduction

Psychological education has continued to grow and gain reéog-
nition as educators at all levels have come to be increasingly
concerned about effectiveness and relevance. This concern has focused
on two broad areas involving an awareness of the magnitude of the
helping task and an awareness of the gestalt nature of man in and out
of an educational context. The increasing number of psychosocial
problems calls for a revoluticnary preventative approach (Alschuler,
1975; Ivey & Alschuler, 1973). Psychological educaticn is such an
approach. It stresses experiential knowledge, long-term life goals,
new action patterns which seek to avoid a dichotomous learning/living
situation and a process orientation involving many methods effectively
directed toward a particular outcome. In short, older strategies
which concentrate on remediation for the individual are no longer
practical or viable in and of themselves.

Benson and Blocker (1975) note that a number of writers have
emphasized a broader approach to counseling, calling attention to such
areas as self-esteem, self-awareness, personal decision making, life
planning, life style options, and interpersonal competence (Benson,
1972; Berdie, 1972; Blocker, 1974; Caldwell, 1970; Cook, 1971; and
Dinkmeyer & Carlson, 1975). Psychological education seeks to approach
man from a broad holistic perapective which indicates concern for his
potential. 1In brief, this reflects a recognition that "at a certain
depth of speciaiization the divisions of scientific knowledge begin to

2



run together, . . . however clear cut [ the ] parts may have seemed

to be [ Watts, 1961, p. 18 ]." 1In terms of human behavior, it becomes
impossible to separate various patterns and impinging determinants.
Watts states this holistic view succinctly: "it is Impossible to

cut into this network, to isolate a portion without it becoming
frayed and unravelled at all its edges [ p. 18 ]." Thus, psychologi-
cal education seeks to be effective in terms of the population reached
and relevant in its broad conceptualization of man's needs. This
perspective provides a useful base from which to approach student
development. The framework provided is adequate to accommodate any
number of productive programs dealing with the whole student. As Roe
(1956) notes: '"one can start with any facet of human behavior and
work through it to the total personality [ p. 6 1."

Career education has attempted to approach the whole person by
focusing the total educational experience on the student and his
position in the world of work. Gysbers and Moore (1975) state that
because of the increasing complexity of society, it is no longer
possible to separate one role, event, or setting from another.
Consequently, they propose that the meaning of career be expanded-
to include an individual's total life, Jones, Hamilton, Ganschow,
Helliwell, and Wolff (1972) have included patterns of personal choice
related to an individual's life style within the concept of career.
These patterns involve occupational, educational, learning and
social/personal behavior, social responsibility, and leisure activi-
ties. Career education is a far cry from the simplistic Parsonian

version of vocational counseling which overemphasized self-analysis



and occupational information while underemphasizing the influence of
personal values (Gysbers & Moore, 1975). 1In contrast, career educa-
tion has been characterized as:
the total effort of public education and the community aimed at -
helping all individuals to become familiar with the values of a
work-oriented society, to integrate these values into their per-
sonal value systems, and to implement these values into their
lives in such a way that work becomes possible, meaningful, and
satisfying to each individual [ Hoyt, 1972, p. 1 1.
Marland (1972) states that career education provides not only training
but the integration necessary for personal fulfillment. Super and
Overstreet, as quoted by Hansen (1972) note that: "the model assumes
that career development is self-development, that it is 'a process of
developing and implementing a self-concept, with satisfaction to self
and benefit to society [ p. 243 ].'" Career development then can be
viewed as an approach to career education which emphasizes ways in
which counselors can become productively involved in implementing com-
prehensive developmental programs designed to meet the total needs of
the student, Career development can be defined ag: ''self-development
over the life span through the integration of the roles, settings, and
events of a person's life [ Gysbers & Moore, 1975, p. 648 1." This is
the conceptual framework for a life career development program.
Activities are designed to aid students in gaining greater understanding
of their growth and development in terms of their own personal goals,
values, abilities, aptitudes, and interests. Within this holistic con-

text the development of a positive self-concept and an adequate level



of vocational maturity are both interrelated and vitally important.
Career development in this context: ‘'is a significant part of human
development and is closely related to the formation and implementation
of one's self-concept [ Thoni & Olsson, 1975, p. 672 ]1." If career
education is to remain relevant and viable, it must include a concern
for the development of a positive self-concept, an examination of

life styles and occupations, and an examination of the interplay
between these factors in terms of self-concept (Ryan, 1975).

The major purpose of experiential education, regardless of
whether it is labeled psychological education, career education, or
life career development, is to increase the individual's intentional-
ity. Ivey and Alschuler (1973) view this as a process whereby the
indivi&ual is able to anticipate alternatives, choose, and obtain his
chosen goal. Walz (1974) expresses this as personal empowerment. The
empowered individual is able to develop insights and take charge of his
life acting on the assumption that he can control his life/career by
his actions. Bugental (1964) states that intentionality makes man's
1ife purposeful and meaningful. Thus, man's conscious deliberateness
is the basis for his identity and distinctiveness. This type of an
individual approach to 1ife is integrated, sequential, and process
oriented. Exploration, experiencing, and flexibility are emphasized
as means toward relevant choices. Futuristic attitudes and skills are
an integral part of the life career development process (Walz, 1975).
Thoni and 6lsson (1975) have noted that: '"“since change is the only
certainty in preparing the student to participate in a work society,

planning for flexibility is essential [ p. 672 ]." Toffler



(1970) has stated that: "for education the lesson is cléar: its

prime objective must be to increase the individual's 'cope-ability'--
the speed and economy with which he can adapt to continual change

[ p. 403 ]." This investigation is concerned with evaluating a system~
atic counseling approach aimed at increasing individual intentionality.

Purpose of the Study

The present leaders in the student personnel movement have
conceptualized the st;dent as a whole person who is the central focus
of the educational process (0'Banion, Thurston, & Gulden in Monroe,
1973). Wrenn in Monroe (1973) attributes this philosophical stance to
the influence of Dewey, social psychologists, and existentialist
thinkers who view man as an organismic unit, Regardless of the origins
of this perspective, it is a fortunate one as far as the community
college student is concerned. This student population, in particular,
is in need of an approach which includes a full range of student
personnel services. Monroe (1973) notes that:

community-college students are generally thought to be more plagued
with problems of emotional insecurity, with feelings of inferior-
ity, with the absence of specific 1ife goals, and less able to
cope with the demands of the academic aspects of college life than
are students who attend four-year institutions [ p. 155 1.
Research has indicated that community college students: '"have been
found to average significantly lower in social maturity and autonomy
or independence [ Koos, 1970, p. 509 ]" than students at four-year
institutions. Roueche and Kirk (1973) state that community college

students: 'are characterized by feelings of powerlessness,



worthlessness, alienation, and inappropriate adaptive behaviors--
unrealistic levels of aspiration, lack of problem-solving skills and
experiences, hostility, aggressiveness, and often delinquency [ p.
69 ]." These same students typically lack social maturity, self-
confidence, and autonomy. In general, they have a low self-concept
(Astin,; Panos & Creager, 1967; Collins, 1967; Roueche & Kirk, 1973).
These reports indicate a general trend in the literature which
points to the need for innovative well-developed student counseling
and guidance programs. Chickering (1974) has stated that commuting
students have particular need for the type of experience which will
allow them to learn more about themselves in terms of career possibili-
ties. Medsker and Tillery (1971), in a Carnegie Commission Profile of
two-year colleges, note that there are strong indications that
community colleges have failed to offer programs relevant to student
needs. The early college years are important in the development of
gself-identity:
Since many community college students have not developed clear
educational and vocational goals and are unusually vulnerable to
interrelated financial, academic, and personal pressures, their
guidance needs are particularly crucial [ Medsker & Tillery, 1971,
p. 63 1. *
Collinsrand McConnell (1967) have stated that if community college
students are to make vital choices wisely: ''they must be assistéd in
identifying their abilities and aptitudes, in assessing their defi-
clencies and their potentialities, and in rationalizing their aspira-

tions [ p. 2 J." 1In other words, it is the responsibility of the



educational institution to develop the overall consclousness of the
individual. Reich (1971) states that:
within the idea of consciousness is a person's background educa-
tion, politics, insight, values, emotions, and philosophy, but
consciousness is more than these or even the sum of them. It is
the whole man; his "head'"; his way of life. It is that by which
he creates his own life and thus creates the society in which he
lives [ p. 15 ].
Brolin (1975) has indicated the role counseling centers can play in
this process. A significant contribution can be made: |
by identifying special needs and assisting clients in moving
toward occupations that will meet those needs. A primary need of
many is to build self-confidence so that they believe they can be
successful. Too many job failures result from job digsatisfaction
due to a worker's having received poor guidance or having grabbed
anything that was available [ p. 689 7.
Wollman (1975) notes that a recent survey of two-year college students
indicated that 637 were dissatisfied with the planning that had gone
into their occupational choice. The need base is clearly defined and
it points to the appropriateness of community college faculties
leading: "in finding new ways to fit the pieces of human knowledge
together, helping man to discover who he is and how he can help build
a social order that fits him { Medsker & Tillery, 1971, p. 70 1."
Although this need base has been clearly delineated, there has
been a éeneral lack of research concerning the adjustment of the

community college student, Monroe (1973) remarks that although there



are many studies on community college students, for the most part,
they are concerned with data dealing with age, sex, ability, transfer
success, and enrollment. Few studlies have provided insight concerning
the student's attitudes, values, and personality. Xoos (1970) has
also remarked on the paucity of studies in this area:

The need for guidance in respect to personal qualities and

attitudes is less apparent because of the relative intangibility

and the limited research concerning them, although these restric-

tions can hardly minimize their importance [ p. 509 ].
Roueche and Kirk (1973) have specifically noted the lack of research
dealing with the self-concept of the community college student.
Monrxoe (1973, p. 179) considers the following questions to be criti-
cally in need of answers. How effectively does the community college
prepare students to enter vocations? How effective are group sessions
for improving student morale and self-esteem? A quality program of
personnel services must include research and evaluation studies to
determine the effectiveness of operating programs (Medsker, 1960;
Monroe, 1973; Rainer, 1966; Yoder & Beals, 1966). This study will
seek to implement a structured approach to life career development
which will attempt to meet the needs of community college students by
increasing their self-esteem and their level of vocational maturity.
The effectiveness of this approach in terms of the previously
mentioned areas will then be evaluated in some depth,

The Life Career Development System (LCDS) was designed and

developed by Dr. G. R. Walz of the University of Michigan;

The 1CDS grew out of several years of research by the ERIC
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[ Educational Resources Information Center ] Counseling and
Personnel Services Center . . . which focused on establishing
objectives, evaluating current practices and programs, and using
the resulting conceptual framework for designing a new methodology
in career development. The design and preparation of the modules
and other components in the system were undertaken by Human
Development Services, Inc. [ Walz, 1974, p. 4 1.
which has now made the LCDS available to various educational institu-
tions. The basic goal of this approach is personal empowerment;
More specifically, the LCDS builds upon the principle that career
development should be concerned with the development of the total
individual and encompass education, occupation, and leisure time.
Career decisions and plans are, in reality, life decisiomns and
plans; the two should not be considered separately, but as an
integrated developmental sequence involving the goals, values,
plans, and decisions of the individual now and in the future
[ Walz, 1974, p. 5 1.
The LCDS consists of nine career development modules dealing with the
following areas:
1. Exploring Self
2. Determining Values
3. Setting Goals
4. Expanding Options
5. Overcoming Barriers
6. Using Information

7. Working Effectively
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8. Enhancing Relationships

9. Creating Futures

Each module consists of six to nine sessions involving indivi-
dual and group structured learning experiences. These modules are
presented by a trained career development facilitator who may coordinate
them in a flexible manner. This approach to life/career development is
considered appropriate for a number of reasons. The learning potential
appears to be excellent, although the approach is relatively new and
reports to date have been largely impressionistic. The strategy seems
well~fitted to the needs of community college students. The staff who
will facilitate the program have all been properly trained and adequate
physical resources are available. Furthermore, the strategy should
complement and be compatible with existing programs (Miller & Benjamin,
1975).

Over 16 Virginia community colleges are currently utilizing
the LCDS in their counseling programs. The State Department of
Community Colleges has an overall coordinator and trairer of facili-
tators who is directly concerned with implementing the LCDS on a
broader scale. It is obvious that the state has made a major commit-
ment to the concept of life/career integration. WNationally, tentative
reports at various levels indicate that this approach is a viable one
well-founded on a humanistic base. What is now needed is comprehen-
sive systematic evaluation of this promising strategy utilizing the
most thorough methodology which can be practically employed at a given
level. This study is an attempt toward this end. More specifically,

the purpose of this study i1s to attempt to determine what effect a
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structured life career development system has on community college
students in terms of self-concept, vocational maturity, independent/
responsible behavior, and process orientation to planning as deter-
mined by external criteria. "Education, e~ducere, means to lead
forth, to develop: in other words, to assist the individual to emerge
in the adult world as an effectively functioning adult [ Super, 1957,
p. 85 1." This investigation will attempt to determine if this system
is of assistance in this process.

Statement of the Problem

This study will focus on the effects of the Life Career
Development System (ICDS). The following areas will be examined:
vocational maturity, process orientation to planning as determined by
external criteria, self-concept, and independence-and responsibility
as determined by a significant other.

Vocational Maturity

A major purpose of the LCDS is to assist individuals in gaining
insights and competencies which allow them to relate realistically to
career development, thus facilitating independent planning and deci-
sion making. The modules encourage self-exploration from a number of
perspectives contributing toward bringing about increased vocational
maturity. Super (1957, p. 186) considers vocational maturity to be an
adequate level of behavior with regard to chronological age which is
manifested in coping with both broad and refined developmental tasks.
Increased maturity in these terms is thus one outcome toward which the
LCDS is directed. This program seeks to impart to the individual the

process skills necessary to assist him toward this end.
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Process Orientation to Planning

as Determined by External

Criteria

The LCDS is concerned with the development of the total
individual. Career decisions and planning are not isolated events at
gsome point in time (Ginzberg, 1952; Havighurst, 1952; Super, 1957),
but should be considered as a developmental sequence involving the
individual's goals, values, plans, and decisions now and in the
future. An orientation which involves the.individual fully in the
decision-making process is a primary goal of the LCDS. This process
orlentation is closely linked to the whole issue of vocational
maturity as decision-making which does not involve the total individ-
ual is unlikely to contribute to adequate levels of coping behavior,
Super (1957) describes this process as the goal of vocational guidance
involving: "helping a person to develop and accept an integrated and
adequate picture of himself and his role in the world of work [ p.
197 1" in terms of his values, needs, aptitudes, interests, and
emotions. Coopersmith (1967), in his study The Antecedents of
Self-Esteem, concludes from an empirical base that individuals with
low self-esteem: 'lack the capacity to define and to deal with their
environment but { that ] they may learn to do so more rapidly and
efficiently if they are exposed to [ more effective methods of
operating ] [ p. 263 ]." A process orientation to planning is felt to
be an effective method of operating. Thus, this study will attempt to

evaluate the effects of the LCDS in terms of this area.
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Self-Concept

The preceding statement by Coopersmith (1967) implies that an
improvement in operating efficiency may have some positive effect on
one's self-esteem. Coopersmith confirms this in considering how self-
esteem may be increased and stabilized (pp. 262-263). His findings
also indicate that a structured setting, in which an individual is
aided in examining his basis for evaluation in terms of his self-esteem
and capacities, may be conducive to positive self-concept development.
These conditions are all met in.the LCDS. Therefore, an attempt will
be made to determine if positive change occurs in this area. More
effective behavioral skills, such as the LCDS attempts to impart, are
generally thought to lead to improvements in self-concept. Roueche
and Kirk (1973, p. 70) state that positive self-concept must be
developed and that this can only occur as the student discovers he
can do some things well. They feel it is the task of developmental
programs to foster successful experiences which will lead to stronger
self-concepts. Fitts (1965, p. 28) notes that positive experiences
can be expected to result in enhancement of .the self-concept and that
there is consideraﬁle evidence that concepts of self do change as a
result of significant experiences. Super (1957, p. 197) states that
choice which is an implementation of self-concept aids an individual
in becoming more integrated and adjusted, personally and vocationally.
Thus, it is felt that the LCDS may have a positive effect in this

area.
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Independence and Responsibility

as Determined by a Significant

Other

The LCDS is oriented toward the basic goal of personal
empowerment. If an individual feels he has power to take charge of
his own life and if he acts on this belief it is thought that this
behavior should be apparent to significant others in his life. This
area relates directly to a positive self-concept. Persons who have
low self-esteem are not likely to exhibit independent behavior.
Coopersmith (1967) states: "independent behavior requires that the
individual not only be convinced that his judgment is correct, but
also be able to overtly express that conviction [ p. 55 ]." Although
all persons are to some extent under the influence of others, it is
felt that the individual who is personally empowered is relatively
detached from outside forces of appraisal, and relies more on himself
in making decisions and taking responsibility for himself. In contrast,
the dependent person is insecure, uncertain, and requires the:
"reassurance of external confirmation and appraisal [ p. 221 1" for
direction and decision-making. Coopersmith states that attitudes
are generally integrated with behavior (p. 19). Thus, change in
independent responsible behavior as perceived by others is thought
to be positively related to personal empowerment and consequently will
be examined.

Hypotheses
The purpose of this study is to determine what positive effect,

if any, the Life Career Development System will have on community
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college students in terms of self-concept enhancement, vocational
maturity, independent/responsible behavior as determined by
significant others, and a process orientation to planning as deter-
mined by external criteria. TFor research purposes, the following
hypotheses were formulated.

1. There will be a significant difference in the group
participating in LCDS training and the group not participating in
terms of self-concept as determined by the following four scales of
the Tennessee Self-Concept Scale (TSCS): (a) Total Score, (b) Identity
or Self-Concept, (c) Self-Satisfaction, and (d) Behavior.

2. There will be a significant difference in the group
participating in LCDS training and the group not participating in
terms of vocational maturity as determined by the Attitude Scale of-
the Career Maturity Inventory (CMI).

3. There will be a significant difference in the group
participating in LCDS training and the group not participating in
terms of independent/responsible behavior as determined by a signifi-
cant other utilizing the following scales of the Adjective Check List
(ACL) (Gough): (a) Self-Confidence, (b) Personal Adjustment,

(¢) Autonomy, and (d) Change.

4. There will be a significant difference in the group
participating in LCDS training and the group not participating in
terms of a process orientation to planning as determined by content
analysis.

For statistical purposes the hypotheses will be tested in the

null form.
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Theoretical Rationale

The theoretical base for this study is founded upon Suéer's
(1957) premise that: '"In choosing an occupation one is, in effect,
choosing a means of implementing a self-concept [ p. 196 ]." When
this is taken into consideration, it becomes clear why the total
person must be.involved in career decisions and why these decisions
are actually life/career decisions. An examination will be made of
the theoretical background of self-concept development and vocational
maturity as it relates to vocational adjustment. The relationship
between these two areas, in terms of this study, is clearly developed
by Crites (1969). He states that the succegs with which an individual
is able to cope with his development by translating his self-concept
into vocational terms indicates the extent of his vocational maturify.
In the context of vocational development, maturity is defined in
terms of behavior and adjustment in terms of outcomes (Super, p. 186).
Independent/responsible behavior and a process orientation to planning
will be evaluated separately in terms of instruments but with regard
to theory they are considered to be subsumed under self-concept and
vocational adjustment, respectively. This relationship has been
deiineated earlier in the section dealing with the statement of the
problem.

Self-Concept

Perhaps, because of its subjective nature, self-esteem, self-
concept, or self-attitude has been only recently investigated in any
depth. This is surprising considering the theoretical centrality of

this construct. Jersild in Hamachek (1971) defines the self as
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the sum total of all [ man ] can call his. The self includes
among other things, a system of ideas, attitudes, values, and
commitments. The self is a person's total subjective environment;
it is the distinctive center of experience and significance. The
self constitutes a person's inner world as distinguished from the
outer world consisting of all other people and things [ p. 8 ].

Coopersmith (1967) defines the self as an: ''abstraction that the
individual develops about the attributes, capacities, objects and
activities which he possesses [ p. 20 1." These definitions provide
some indication of the difficulty of dealing with this construct in a
specific sense, Ultimately, theories of personality which utilizé
the copstruct of self must resolve within their frameworks certain
philosophical questions concerning the nature of man and reality. A
number of psychologists, sociologists, and philosbphers have dealt
with the self in one form or another.

In Hamachek's Encounters with the Self (1971) he reviews the

following perspectives. Descartes mentions the cognito or self as the
thinking aspect of man. ZLeibnitz and Locke examine the nature of the
self and conclude that man is active and passive, respectively.
W. James discusses three influences upon self-esteem. These influences
involve the importance of a person's values and aspirations with regard
to self~-judgment and the value placed upon extensions of the self.
Mead and Cooley relate self-evaluation to an internalization of the
ideas and attitudes of one's social group.

Young (1972) notes that Freudian theory considers the self to

be a differentiated system encompassing the id, super ego, and ego.
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In this system the latter acts as a mediator with external reality.
For Jung, however, the psyche or self is equivalent to the total
personality.

Coopersmith (1967) states that Sullivan deals with the origins
of a positive or negative self-concept as do Horney and Adler. Sullivan
focuses on the importance of early family relations in particular, the
interpersonal nature of self-esteem in general, and the development of
coping mechanisms to deal with slights to the self. Horney discusses
the consequences of basic anxiety in terms of self-concept and the
defenses that consequently develop to deal with this anxiety. Adler
mentions low self-esteem as an inevitable childhood occurrence which,
with acceptance and support, can have a positive.motivating effect,.

Hall and Lindsey (1957) provide a number of diverse per.pec~
tives concerning the self by considering the following theorists.
Erikson deals with personality integration and self-identity, espe-
clally in terms of the adolescent. This approach and that of other ego
psychologists such as Hartmann and Jacobson relate to self-concept
development, but this construct constitutes only one aspect of these
theories.‘ Sherif states that the self is a subsystem of the total
psychological system. This view is basically the same as that of the
gestalt psychologists Koffka, Kohler, and Lewin. Hilgard sees the self
as simply one's image of himself. Murphy views the self as the individ-
ual as known to the individual. Combs and Snygg deal with a
phenomenological self which is stable and develops from the total
phenomenological field. This self is an individual's only frame

of reference and consists of those experiences which are
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characteristic of the person. Rogers also embraces a phenomenological
orientation without the deterministic aspects of the self espoused by
Combs and Snygg. Rogers' self provides an internal frame of reference
which is differentiated from the phenomenological field and consists
of conscious perceptions of the "I" or "me." Symonds views the self
in terms of self-reaction to perception, cognition, values, and
defenses concerning oneself. Lundholm makes a distinction between an
objective and subjective self based on an external or internal frame
of reference. Sarbin views the self as a cognitive structure concern-
ing one's views of himself. Chein makes a distinction between the ego
and the self based on process as opposed to awareness. Buhler dis-
tinguishes between a phenomenal self and a core self which is similar
to Freud's ego. Allport describes a proprium or selfhood in his theory
with self-esteem as an aspect which develops during the first three
years of life. Angyal's symbolic self consists of the sum total of
self-perceptions which may govern behavior. Maslow considers self-
esteem to be a basic need which takes precedent over meta or growth
needs. The preceding survey indicates the diversity and lack of
consistency in the definitions and terminology applied to the self.
Coopersmith (1967) concludes that there is no single theoretical con-
text which treats self-concept centrally without surrounding it with
vague or unrelated assumptions.

Counseling in its broadest sense is viewed by Arbuckle (1975)
as a dichotomy between an existential humanistic orientation and a
deterministic-based view of man. This proposed study will approach

self-concept from the existential humanistic perspective. This
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perspective is based on a philosophical foundation which stresses the
individual's responsibility, awareness, introspectiveness, freedom to
choose among alternatives, and self-defining nature. It also draws
from phenomenology which views reality as a person's perception of an
event. This means that man relates to all things on the basis of an
internal frame of reference. Consequently, humanistic psychology is
concerned with human interests and values as experienced by a total
functioning person (Hamachek, 1971). Bugental (1964) delineates this
frame of reference by noting the following:

Man supersedes the sum of his parts.

Man experiences his being in a human context.

Man is aware of a continuity between the past, present, and
future.

Man has choice.

Man is intentional,

This humanistic orientation is in keeping with the assumptions on
which the LCDS is based and it does not conflict with Super's (1957)
views concerning vocational maturity.

Finally, in developing this theoretical base, age must be
considered. Drawing from a number of research reports, Thompson
(1972) theorizes that age is an important variable in terms of self-
concept development. There are indications that some change occurs in
self-concept solely as a function of aging. This seems to be
particularly true for young people under the age of 20. Consequently,
Thompson stresses that age as a variable must be controlled in

studies dealing with self-concept (p. 20).
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Vocational Maturity and

- Vocational Adjustment

Super (1957) states that:

vocational adjustment is a function of the degree to which an

individual is able to implement his self-concept, to play the

kind of role he wants to play, to meet his important needs in

his work and career [ p. 300 ].
Vocational maturity relates directly to the preceding in that
vocational adjustment is the outcome of an interaction between an
individual's personal resources including vocational maturity and
reality demands. Vocational maturity is: 'conceived of as the degree
to which abilities and traits have taken shape, providing consistent
individual bases for action { Super, p. 188 ]." This study will
approach vocational adjustment (outcome) from the perspective of
vocational maturity (behavior and attitude). Super views vocational
adjustment from a subjective perspective which is in keeping with the
internal frame of reference discussed earlier in terms of self-concept.
He hypothesizes that: "improvement in vocational adjustment can lead
to improvement in other areas of adjustment [ p. 300 ]." When the
relationship between vocational maturity and vocational adjustment is
considered it becomes obvious that this may have a bearing on this
investigation in terms of the possible effects of adjustment brought
about by the LCDS and its relationship to tthe self-concept and
behavior of the individual., More specifically, Super states:

one hypothesis is that, by relieving tensions, clarifying feelings,

giving insight, helping attain success, and developing a feeling
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of competence in one important area of adjustment, the vocational,
it is possible to release the individual's ability to cope more
adequately with other aspects of living, thus bringing about
improvement in his general adjustment. The second hypothesis is
that this is best done by building on the individual's assets, by
working with his strengths rather than with his weaknesses
[ p. 300 ].

The first hypothesis made by Super relates directly to that made by

Jessie Taft in Dynamics of Therapy which states that a controlled

relationship in which the client has a positive experience can have a
positive effect on relationships outside the therapeutic situation.
In other words, one aspect of social adjustment is thought to be
related to an improvement in other areas (Super, pp. 300-301). The
use of the ILCDS in this proposed study would seem to fit nicely Lhe
conditions posited in these hypotheses. Super notes that although
these assumptions are popular among counseling psychologists, they
lack systematic testing to determine their relevance (p. 300).

To consider Super's (1957) view of vocational adjustment in
some detail, it must be noted that the individual consists of a
complex of aptitudes, interests, values, traits, and needs which are
expressed through various outlets. These factors contribute to an
individual's role aspirations. Particular situations such as one's
job, home, community, et cetera, present the individual with role
expectations. Adjustment depends upon how well the person is able to
match or adjust qspirations and expectations. This involves personal

resources, vocational maturity, and reality demands. If these factors
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are in accord, the individual tends to be well-adjusted and satisfied.
Adjustment has two basic aspects, personal and social, which are
present in all the life situations in which an individual finds
himself. Consequently, scales dealing with personal, family, and work
adjustment are often related positively and significantly. Studies by
Heron, Friesen, Inlow and Benassy, and Peinard in Super have all shown
a relationship between vocational adjustment and general adjustment
giving some indication of the accuracy of the previously mentioned
hypothesis (p. 298).

As with self-concept, age must be taken into account when
consideriﬁg vocational maturity. Super (1957) states that:
“vocational maturity may be thought of as vocational age [ p. 186 ]."
More specifically vocational maturity may be conceptualized as the
developmental status of an individual's behavior in terms of age.

With regard to Super's Life Stages, this study will be concerned with
individuals in the Exploratory Stage (15 to 25) and the Establishment
Stage (25 to 45).

Definition of Terms

To ensure clarity, the following definitions will be utilized
in this study,

Self-Concept

Self-concept is a construct which includes the values,
attitudes, and beliefs one has concerning oneself. These self-
perceptions influence and, to some extent, determine an individual's
behavior and view of his environment. Operationally, self-concept is

defined as relevant scores on the Tennessee Self-Concept Scale.
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Vocational Maturity

Vocational maturity is an age-related adequacy of behavior in
terms of a person's work or career which is reflected in that person's
attitudes. Operationally, vocational maturity is defined as scores on
the Attitude Scale of the Career Haturity Inventory (formerly entitled
the Vocational Development Inventory).

Independent/Responsible Behavior

Independent/responsible behavior is the expression of oneself
based on an internal source of confirmation and appraisal.
Operationally, this behavior is defined asrspecific relevant scales
on the Adjective Check List as assessed by a significant other.

Significant Other

A significant other is one's spouse, parent, or close personal
acquaintance.

Process Orientation to Planning

A process orientation to planning is a positive approach which
incorporates those aspects of oneself and perceived external reality
into an iIintegrated framework designed to best accomplish one's purposes.
Operationally, this process orientation will be defined in terms of
evaluations based on content analysis of essays. These evaluations
will be made by independent judges utilizing predetermined criteria.
Content Analysis

Content analysis is a method of observation which deals with
communications in an objective and quantifiable fashion in order teo
measure variables. 1In this study this methodology will be applied to

materials deliberately produced for analysis.
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Plan of Presentation

This investigation will be presented in a sequential five-
part organizational format with each part being designated as a
chapter. Chapter 1 has dealt primarily with the introduction,
statement of the problem, hypotheses, and theoretical rationale.
Chapter 2 will deal with a review of related research. Chapter 3 will
be concerned with research design and methodology. Chapter 4 will
present an analysis of the results. Chapter 5 will conclude this
investigation by summarizing the results, drawing conclusions, and

making pertinent recommendations.



Chapter 2
A Review of Related Literature

This chapter consists of a review of relevant literature
pertaining to: (1) group counseling, (2) the Life Career Development
System, (3) self-concept, and (4) vocational maturity. Although the
categories in this scheme are not mutually exclusive, they are
considered to be sufficiently independent to warrant individual
treatment in this review. Therefore, the chapter is divided into
sections based on these four areas. This review inéorporates a
customized computer search conducted by the Educational Resources
Information Center/Counseling and Personnel Services Information

Center (ERIC/CAPS) as well as extensive library research.

Group Counseling

Group counseling has been operationaily defined as:
a dynamic, interpersonal process focusing on conscious thought
and behavior and involving the therapy functions of permissiveness,
orientation to reality, catharsis, and mutual trust, caring,
understanding, acceptance, and support. The therapy functions
are created and nurtured in a small group through the sharing
of personal concerns with one's peers and the counselor(s). The
group counselees are basically normal individuals with various
concerns which are not debilitating to the extent of requiring
extensive personality change. The group counselees may utilize
the group interaction to increase understanding and acceptance

of values and goals and to learn and/or unlearn certain attitudes

27
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. and behaviors [ Gazda, Duncan, & Meadows, 1967, p. 306 ].

With regard to a theoretical base for group counseling,
Arbuckle (1975) states that_literary support can be mustered for
practically any perspective or belief. He notes that this is in
keeping with Zimpfer's view that:

there probably cannot be a single theory of group counseling.
There are too many philosophical positions about the nature of
man, too many psychological bases for human growth and development
and the ways by which change is effected, too many variations in
counselor personality and style of functioning interpersonally,
and too many possible ways for groups to form and develop
uniquely for a singular group counseling theory [ p. 141 1.
Arbuckle feels that a particular theoretical orientation or lack of
one is very much related to the goals and methods applied to group
counseling., Thus, lack of clarity in terms of theoretical orientation
is seen as a major contributing factor to the inconclusiveness of
current group counseling research. Gazda and Larsen (1968), in
reviewing group research, note that other reasons contributing to
this state of affairs include the following:

1. Variation in group size

2. Length and duration or intensity of treatment

3. Type and quality of treatment

4. Sophistication of research designs, instruments of
evaluation, and test statistics.

Despite these limitations, Gazda and Larsen conclude that outcome

research concerning group counseling generally looks promising as
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approximately half of the studies they surveyed indicated positive
change or growth.

Corsini's (1957) statements dealing with the general
effectiveness of group therapy are in agreement with Gazda and
Larsen's (1968) optimistic outlook concerning counseling research.
Corsini writes that:

there seems to be no question whatever that group psychotherapy
is a valid method of treating individuals for internal and
external problems. It is a procedure applicable to any kind of
problem that is also treatable by individual psychotherapy. It
is a more complex way of working with people, and yet, curiously,
in some ways it is much easier, since the therapist's responsi-
bility is divided among others. In a very real sense, every
member becomes a therapist, and this duality of roles contributes
a great deal to the progress in the group. We get by giving

[ p. 153 1.

After reviewing 60 studies which used group procedures with
college students, LeMay (1967) concluded that the findings indicate:
"that although the effectiveness of group procedures has not been
empirically demonstrated with any degree of regularity, its potential
has been demonstrated [ p. 293 1" by the positive nature of the
reports. He cautions, however, that frequently, researchers have
reported their feelings and not evidence. Wright (1959) has stated
that the effectiveness of group counseling is improved when individual
group members have a problem in common. This does not mean that the

problem cannot be uniquely dealt with in terms of needs and solutions,
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but simply that the group should focus on a single area of common
interest. Warters (1960), on the other hand, feels that the goals
of the group are simply the individual goals of the members within
the group. Be this as it may, Lewis (1970) notes that group counsel-
ing is generally more likely to operate within a broad developmental
framework as opposed to focusing on a particular individual within
the context of the group., Operationally, this type of approach is
seen as favoring Wright's position. Thus, as with theory, there is
some question concerning the mostrappropriate means of arriving at
the desired-ends of optimum group effectiveness. |

The preceding provides an indication of the global perspective
in terms of general group effectiveness. More specifically, a number
of studies have focused on the effectiveness of group counseling as
compared with individual approaches. Bilovsky, McMasters, Shorr,
and Singer (1953) investigated the effects of individual and group
counseling on the realism of vocational choices of senior high school
males. Approximately 58% of both groups made choices assessed as
realistic. There were no significant differences found between
experimental groups. Hoyt (1955) evaluated group and individual
vocational counseling in terms of certainty, satisfaction, and realism
of vocational choice. He determined that significant progress
occurred under both methods. In examining the effectiveness of short-
term group guidance and individual vocational counseling, Kemp (1962)
found that both methods were more effective than no treatment in
most areas. Hewer (1959) compared 48 college students who received

group counseling with 45 college students who received individual
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counseling and detected no significant differences after one academic
quarter in certainty, realism, and satisfaction with vocational
choice. Johnsgard and Muench (1965), in investigating a group therapy
and a lecture approcach in a mental hygiene setting, found positive
change after a 15-week period, but no difference between groups on a
psychological test battery. Baymur and Patterson (1960) discovered
that both individual and group counseling sessions aided high school
students in increasing their adjustment as indicated by Q sorts.

Their increased adjustment was significantly greater than the control
group., Wright (1959) reports that in independent studies Froehlich
and Bailey observed no difference between individual and group
counseling with regard to accuracy of self-knowledge in high school
populations. Gearing (1970) assessed the effects of vocational group
guidance and individual vocational counseling on the vocational
interests and self-concepts of junior college students over a
12-week period. Findings indicated significant positive effects in
both areas under investigation, but no significant difference between
experimental treatments, In a study which focused on assessing the
relative effectiveness of three group approaches in terms of the self-
concept of black high school students, Jackson (1971) concluded that
a racial context is no more conducive to producing change than more
traditional group approaches.

In addition to the preceding studies, which generally indicate
no significant difference between individual and group counseling
approaches in terms of effectiveness, there are a number of studies

which indicate that a group appreoach is superior in certain contexts.



32
Shaw and Wursten (1965), in a review of research on group procedures
in the schools, report that Froehlich found group coungeling to
produce more significant increases in terms of accurate self-ratings
among high school seniors than individual counseling, Bouchillon
(1970) examined the effects on self-concept of client-centered
counseling, group-centered counseling, individual reinforcement,
and group reinforcement in a study involving 35 college students who
met on a weekly basis for one semester. He discovered that group-
centered counseling was the most effective in terms of changing the
expressed self-concept of the students in a positive manner and that
both group counseling approaches showed the greatest gains in mean
terms, although the differences were small. Smith (1971), in investi-
gating the relative effects of three treatment procedures on the
vocational development of college students involved in a vocational
guidance program, ascertained that the experimental guidance group
showed the greatest increase in vocational development in comparison
to both the individually counseled and the control groups. No
differences were observed between male and female students. Lathey
{1971) studied the effectiveness of marathon group counseling and
traditional group counseling in terms of gself-concept, There were
60 undergraduate students involved. The results indicated that
traditional group counseling was the most effective in promoting
positive change. Westbrook (1971) compared the effectiveness of three
group vocational counseling approaches. His study involved 36 first
semester college freshmen who met in eight weekly sessions which were

directed toward individually selected vocational development goals,
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The results indicated that all treatment groups progressed efficiently
and consequently all three approaches were recommended. Males and
females did not differ in terms of vocational goals. In a study of
career counseling involving a group decision-making model and a
traditional individual counseling approach, Shepherd (1973) found
both methods effective in terms of increasing knowledge of career
interests. Group counseling tended to be the most effective, The
preceding provides some indication of the diversity of situations in
which a group approach has proved beneficial in some respects.

In the Gazda and Larsen (1968) review of group research, they
state that generally:

In the “comparison" studies where individual counseling was com-
pared with the effectiveness of group counseling, the outcomes
were about even where one was considered superior to the other.
The treatment most likely to produce growth indicated by the
abstracted studies is the application of group counseling and
individual counseling [ p. 64 }.

In this review of group counseling, another relevant considera-
tion has to do with the effectiveness of the structured group approach
in contrast to the unstructured group approach. While a more or less
nonstructured approach may be desirable in some exploratory contexts,
the degree of desirability seems to be related directly to the goals
of counseling. Thus, a brief examination of this area in terms of
desired counseling outcomes is pertinent. LeMay (1967) reports that
Gilbreath examined the effects of structured and unstructured group

counseling in terms of the self~concept and ego strength of college
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underachievers, The structured group experience was related to
increased ego strength. Pinkney (1973) investigated combinations of
structured, nonstructured, group, and individual approaches to
vocational counseling with 52 clients at a university counseling
center, He concluded that in terms of client satisfaction, structured
counseling was best in general while in terms of effectiveness, the
structured group approach was specifically superior. Levin (1973)
examined the effects of a structured and nonstructured group
experience on 41 graduate students. The results indicated that
structured group participants developed more favorable attitudes
and perceived greater self-change, solidarity, productivity, and
unity than nonstructured group participants. Little impact on the
self-concept of participants was noted. Berlin and Dies (1974)
sought to determine the relative effectiveness of an encounter
marathon and a subject-oriented marathon in terms of self-concept.
Participating in the study were 25 undergraduates. The results
pointed out that the subject-oriented participants experienced
significant changes in self-concept.

This review will now focus on the general effectiveness of
group methods in terms of self-perceived change and vocational explor-
atory activities. In Gazda and Larsen's (1968) appraisal of group
counseling, they state: "self-concept improvement and related 'self'
variable changes were reported in approximately 20 percent of the
studies [ p. 64 J." Wright (1959) reports that Driver examined the
usgfulness of small discugsion groups in bringing about greater self-

understanding. The groups consisted of &ight to ten persois and



35
involved 6 sessions over a 3-week period. Driver concluded that:
"small group discussions carried on in a permissive atmosphere
are an excellent learning medium for personality growth of high
school, college and adult students [ p. 554 1." Caplan (1957)
investigated the effects of group counseling on the self-concepts
of high school boys. He detected significant differences between
control and experimental groups indicating positive change in the
latter. He concluded that group counseling is a useful methodology
in an educational setting. LeMay (1967) reports that Anderson, in
a study of group counseling with freshman college women, determined
that no more than eight sessions can have a positive effect on
personal-social problems. LeMay discusses an investigation by
Williams in which it was hypothesized that an orientation group would
have a positive effect on the number of perceived problems of college
women. The results showed a decrease in problems in all areas
considered among the experimental subjects. Shaw and Wursten (1965)
report a study by Broedel who examined the effects of group counseling
on underachieving, gifted adolescents. He found an increase in self-
acceptance in the experimental group but no significant academic
differences. Oliver (1970) attempted to determine the effect of
behavioral group counseling during one semester on the self~
actualization of college students. There were 24 students assigned to
an experimental and a control group. The analysis of data indicated
a significant difference between groups favoring positive person-
ality trait change in the experimental group. Geisler and

Gillingham (1971) studied the effects of a personal growth group
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experience on 81 graduate and undergraduate students participating in
16 sessions. Evaluation of questionnaires and @ sorts indicated that
personal adjustment improved significantly as a result of the group
experience. In a study designed to determine the effect of a directed
cognitive task within a group context, Snadowsky and Belkin (1974)
determined that such a task can significantly affect the relationship
between the self-concept and perception of undergraduates, White (1975)
examined the effects of program participation in a community college
growth group on self-actualization. Utilized in a study involving 128
students were two experimental groups and a nonequivalent control group.
Data analysis indicated that experimental participants experienced
increased identification with self-actualization including a higher
regard for self. The expectations of the participants were not found
to influence the outcome. The most productive leadership method was
executive. Cuony and Hoppock (1954), one year after an occupational
orientation course, followed up a group of noncollege preparatory stu-
dents and discovered they were more satisfied, had been employed
longer, and were earning more than a control group. In a second
follow-up, Cuony and Hoppock found this positive difference was main-
tained over a 5-year period. Lowenstein and Hoppock (1955) investiga-
ted the influence of an occupational course on adjustment to college
and occupational choice. They concluded that course participants were
better adjusted as determined by a number of criteria and that they made
occupational choices earlier in their college careers. LeMay (1967)
reports that Biersdorf discovered significant differences between an

"extended" treatment group and a control group of college students in
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terms of reduced vocational problems for the treatment group. The
study involved 71 male subjects drawn from introductory psychology and
speech classes. Volsky and Hewer (1960) give a detailed statement
concerning the rationale and development of a program of group
counseling which is particulérly relevant to this study. They write:

The major goals of a group counseling program are understanding
of self and understanding of self in relation to the educational
and occupational world; the group situation has advantages over
short~-term individual contacts. For the student there are several
benefits of group counseling, not possible in individual counsel-
ing. He is in a counseling situation with a professional person
for ten hours rather than two or three; he has an opportunity to
study his own problems as others explore theirs; he can compare
his problems to those of others; he can gain a more sophisticated
view of the occupational world as the vocational choices of others
are examined; and the counselor can obtain a better understanding
of him by observing him in a broader and more active social
setting [ pp. 71-72 ].
The authors report only impressionistic evidence in support of program
effectiveness, however, citing the newness of the program as the
reason for this state of affairs. Hanson and Sanders (1973) surveyed
297 senior high school boys and rated them in terms of realism and
vocational choice. There were 30 extreme errshooters and 30 extreme
undershooters involved in the study which compared individual
counseling, group counseling, and controls. Although there were no

significant differences between the counseled and the controls,
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the author states that there was some indication that the group
counseled overshooters and the individually counseled undershooters
became more vocationally realistic. Healy (1974) reports on two
evaluations of a career counseling procedure developed from Super's
career development theory. Involved in one study were 28 community
college freshmen while the gsecond study involved 24 community college
students. The first study was comprised of randomly selected students,
the second of volunteers. Both studies utilized weekly meetings over
a S-week period., Evaluation of pre- and post-measures indicated that
participants had made significant progress in terms of higher
certainty, greater specificity of delibefation, and more occupational
information. The author concluded that a theoretically defined
approach dealing with career counseling can be adequately implemented
by novice counselors. Thoene (1974) investigated the long-range
effects of an occupational exploration program‘involving 81 partici-
pants. The program was directed toward senior high school students
from smaller state high schools. A questionnaire with an 86% return
indicated that a majority of respondents felt that the program had an
effect on their career choices. The participants also indicated
satisfaction with their occupational choices and felt that they had
been aided in developing self-understanding in terms of a career.

The studies in the preceding section have dealt with group
coungeling outcomes roughly in terms of either self-perception or
some aspect of vocational exploration. The following studies are
particularly pertinent to this investigation in that they deal with

both of these variables in the context of the same study and with
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regard to group methodology.

Calia (1957) discusses a group counseling approach which
incorporated didactic methods, group seminars, small group discus-
sions, and individual counseling. This program was implemented in
a junior college setting and involved three meetings per week over
an academic year. Students were given three units of credit for
participating., The program was organized around four major content
areas, These areas were orientation, self-analysis, understanding
self-analysis, and occupational planning. The author offers no
experimental evidence concerning the effectiveness of this approach
other than to state that the value of the program has been demonstra-
ted longitudinally.

Crow (1973) examined the effects of a vocational exploration
group on the self-esteem and vocational maturity of eleventh- and
twelfth-grade students. Data were obtained for 90 subjects., There
were 30 involved in the experimental group whose members participated
in a programmed group experience which consisted of 27 specific career-
oriented tasks (completed in a 3-hour period). A placebo treatment
control group consisted of an equal number of subjects who participated
in a semistructured group vocational counseling experience. A third
group of 30 subjects made up a no~treatment control group. Subjects
were given a pretest, posttest, and delayed posttest comnsisting in
part of the Rosenberg Self-Esteem Scale and the Attitude Scale of the
Career Maturity Iﬁventory. Analyses of data indicated no signi-
ficant differences between groups on either of the posttest mean

scores. The experimental group and the placebo group did show

4
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changes in the predicted direction on the Self-Esteem Scale. The
author concluded that the programmed group has potential in terms of
personality variables and it should be investigated further as a part
of a regular educational program.

Gunter (1975) studied the differential effects of three types
of group approaches on the self-concepts and vocational crystalliza-
tion of community college students. Students uncertain about their
vocational plans who had enrolled in a course in career planning were
randomly assigned to four experimental groups. Each group consisted
of 10 students. The career class group met for 12 hours over a 6-
week period. The approach was primarily didactic with the counselor
functioning as a lecturer. The career group also met for 12 hours
over 6 weeks. In this group the counselor served as a facilitator
emphasizing the students' self-determining nature. The multimedia
career orientation group consisted of students independently perform-
ing assigned tasks using multimedia materials. The counselor acted
primarily as a consultant. The control group received no treatment.
The Tennessee Self-Concept Scale, the Kuder Occupational Interest
Survey, and the Biographical Information Questionnaire were adminis-
tered following treatments. The analysis of data indicated that the
career group showed a significant difference in terms of self-concept
on the subtest dealing with Personal Self, There were significant
differences in terms of career crystallization on the measure of
career certainty. The career group participants experienced the
greatest increase in crystallization. The author observed that group

career counseling with community college students can result in
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increased career crystallization, a more positive self-concept, and a
greater degree of satisfaction with career plans.

In summarizing this review of group counseling, the following
points should be considered.

1. Although the research on group counseling is inconclusive
at present, a number of studies indicate that this form of counseling
has real potential, although there are qualifications.

2. There is considerable evidence that group counseling is
as effective or more effective than individual counseling in a number
of situations.

3. The structured group approach to counseling appears to be
particularly relevant when the counseling situation involves clear
goals and limited time.

4, Group counseling can provide an effective means of
bringing about changes in the areas of self-perception and vocational
exploration.

Life Career Development System

Very little empirical data is available concerning the
effectiveness of the LCDS in:a general sense, and even fewer reports
deal with the system's effectiveness at a specific educational level.
Much of the research that has been done at the community college level
is in the form of unpublished institutional reports which are not
widely circulated and not readily available even when their existence
is known. Some of these reports have been made available to Human
Development Services Incorporated of Ann Arbor, Michigan, the pub-

lisher of the 1CDS, and have been acquired from that source. A
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computer search by ERIC/CAPS in November of 1975 dealing solely with
the ICDS and designed to be as broad as possible, located no referen-
ces. Consequently, this section of the review of literature will be
limited.

Walz and Benjamin (1974), in discussing the LCDS learning
paradigm, state that the system is: "focused primarily on participant
learnings and outcomes and is not process oriented in the sense of
having activities and/or information sharing as its major concern
[ p. 73 }J." The conceptual basis for the entire LCDS approach stresses
maximizing the potential for participant generalization, interest,
and motivation. The learning paradigm is illustrated in Figure 1.
Walz and Benjamin describe the LCDS learning mode as follows:

Orientation involves introducing participants to the goals and
objectives of each module, helping them to understand the
relationship between what they will be learning and their own
life career development, and explaining the position of the
specific module in the total system. The facilita£or briefly
describes some of the activities and experiences that are in
store in the module so as to generate anticipation and excitement
on the part of the participants,

Experiencing involves putting individuals into situations
wherein they actually experience life career development tasks
and problems., Through examining case studies, role playing, and
a number of other activities built around their own concerns as
well as those of others, they draw inferences and make generaliza-

tions regarding the meaning of what they have experienced.
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Behavioral Follow-Through

Learning paradigm.
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Personalization becomes inevitable as participants apply
what they have learned to their own situations, deciding what the
learning means for them as well as its implications for the
present and the future. Through specific goal-setting procedures
they determine goals and objectives that will bring personal
satisfaction in the future according to their own needs, values,
and life style preferences.

Behavioral follow-through gives participants the opportunity
to try out new learnings and competencies in situations away from
the original setting . . ., Feedback is encouraged, and participant
sharing is a vital part of the module experience [ pp. 73-74 1.

The LCDS is reported to be unique for a number of reasons;
some of those considered most important are enumerated following:

1. Past experience is not important in facilitating the use of
the modules,

2. The ICDS 1s designed to clarify attitudes, values, and
goals and to build competencies.

3. The system is adaptable and flexible.

4. The system is easily adaptable to existing programs and
practices in career development [ Walz & Benjamin, 1974,
pp. 77-78 1.

Many of the progress reports made available to Human
Development Services are testimonies in which participants are quoted
briefly in response to various questions. In other reports percent-
ages are determined for categorical responses. These types of reports

provide the reader with a general impressiqn of the participants'
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perspective and little else. The reports are generally positive.
Consequently, no attempt will be made here to comprehensively deal
with them. Examples of both types of reports are given following
(provided by G. R. Walz in personal correspondence):

Any comments you would like to make about the course?

I liked the course because it did make me aware of things
about myself I never really thought about like my own goals and
limitations.

The course was interesting, it made me feel that I wasn't
the only one with career conflicts and decisions.

I liked the course because I got to know alot of new people
and started to realize all of the different values that different
peobple have.

When undecided you start to think about possibilities.

Students responded to the item "I am now setting more:"

General goals 15.47% responded
Specific goals 76.9%
Short-range goals 53.8%
Long-range goals 30.7%
"I feel I am better able to relate regarding:" as a result
of the LCDS experience,
People 92.3% responded
Data 38.5%
Things 46.27%
Snead, Diment, Hummel, Marshall, and Thorpe (1974) discuss

the development of a community college life career planning program



46
which ultimately incorporated the LCDS in a comprehensive institution~
wide program. They concluded that the 3-year developmental endeavor

had "gleaned success."

"The successes are tabulated in the many
students who express their growth by words or actions. 'I understand
myself better as a result of understanding others [ p. 40 ].'" The
authors note that the one aspect of the total program that showed the
least innovation was the evaluation procedure for both program and
participant.

Seward and Wilkinson (1975) evaluated the effectiveness of
the LCDS at Central Virginia Community College in Lynchburg, Virginia.
In this setting, the LCDS was offered as a 3-credit, 1 quarter course,
which focused specifically on self-understanding and career
decision-making. The course was directed toward students: ''who were
undecided about career choice and who needed help in self-
understanding and value clarification [ p. 3 ]." Students in this
category were screened by the counseling center and encouraged to
enroll in the course. There were 20 students who completed the
course which was graded on a contract basis. At the end of the course
students evaluated the sessions. A rating scale questionnaire
utilized in the evaluation indicated that the sessions were all
helpful and that most students viewed the course favorably, Discussion
and role playing were reported as the most popular learning modes,
The authors-recommended that enrollment be limited to approximately
20 students per class, that students should be as diverse as possible,
thereby adding to the richness of the class, and that suitable

modification be made in LCDS material to accommodate older students.
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Seward and Wilkinson concluded that the course should be continued
and that it should be evaluated using an experimental and a control
group.

Rodebaugh (1975), in a paper presented at the annual meetings
of thé American College Personnel Association and the American
Personnel and Guidance Association, reported on "Life Career
Potentials, A Process Utilizing the Life Career Development System
with Community College Special Needs Students." 1In her overview of
the problem she noted the paucity of career development studies at the
community college level before going on to describe a pilot use of the
1CDS in two sections in a community college setting. The 7-module
program was intended to serve 40 students per semester who were granted
2 hours of academic credit. The first semester 92% of the students
completed the program. The nonstandardized LCDS pre-post evaluative
instrument indicated that the most significant areas of change were
decision-making and goal-setting, coping with envirommental barriers,
and efficiency. A postprogram survey determined that 75% of the
respondents felt the LCDS program should be expanded.

Jennings and Walters (1975) describe a career development
program in a community college setting which is based on the assump-
tion that there are four major aspects of the career developmental
process. These include self-awareness, occupational awareness, career
selection, and reality testing. The LCDS has been used to facilitate
the self-awareness aspect within this program by utilizing primarily
the exploring self module, Although all of the results from different

sections have yet to be tabulated, the authors, utilizing the LCDS
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evaluative measures and experimental and control groups, concluded
that the Life Career Development System is an effective instrument
to explore self-awareness among community college students. They
report that they are currently investigating the effectiveness of the
system with specific age groups and they state that age is a factor
that should be considered when reviewing outcomes. Hoyever, in
closing they caution that the nonstandardized pre~ and post-evaluative
measures they used may be too subjective to be valid instruments in
assessing the effects of the LCDS.

In summarizing this review of the LCDS in terms of community
college students, it seems appropriate to consider Benjamin and
Walz's (1975) statement that initial data seems to indicate that the
LCDS is an effective vehicle for positive personal growth although it
is only now in the process of being formally evaluated (p. 59).

Sel f~Concept

Chickering (1974) drew findings from the American Council on
Education's research program dealing in part with the influence of
different college environments on student development and ascertained
that there is a relationship between commuting students and self-
perception and long-range goals. In brief, he states that:

after differences in background characteristics and differences

in self~perception at entrance are taken into account ., . . the
self-esteem of these commuting students suffers in comparison with
their residential peers., These shifts in self-esteem are
accompanied by similar shifts in long range goals { in that the

commuting students' } commitments to a wide range of long range
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goals diminished [ p. 67 1.
Chickering states that the resulté of this study are easily summarized
because they are so consistent. In terms of skill areas, resident
students generally rate themselves higher than commuters. In terms
of persconal characteristics such as intellectual and social self-
confidence, popularity, understanding others, sensitivity to
criticism, defensiveness, stubbornness, and cheerfulness, resident
students also rate themselves higher than commuters (p. 74).

With regard to self-concept and age, Thompson (1972), in
dealing with correlates of the self-concept, writes that: Yin terms
of self-concept development, it is clear that certain systematic
changes occur simply as a function of time or increasing age [ p. 21 1."
He goes on to note that while it is possible that longitudinal studies
might indicate other relationships, the absence of these studies
forces us to consider that certain change is age-related. Thus
Thompson concludes on the basis of empirical evidence that:

age is an important variable in accounting for individual
differences in self-concept [ although ] these findings are
certainly not final., Consequently in terms of research age
becomes a variable that must be controlled or dealt with in
some fashion [ p. 20 J.

This review will now focus briefly on perceived change in
terms of self-concept. Nemecek (1972) studied the effect of a human
potential seminar on 26 college underachievers as determined by the
Personal Orientation Inventory. He found a significant positive

difference in terms of self-regard, but concluded that due to the
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number of hypotheses this difference could possibly be attributed to
chance. Garrison (1972) sought to determine the effect of short-
term counseling dealing with career planning on the self-concept of
university students. This study was based on the assumption that
defined goals in terms of a life career plan are related to a
positive gelf-concept, An experimental and two control groups were
evaluated with the Tennessee Self-Concept Scale as well as other
instruments., The results indicated that the experimental group
significantly increased their mean self-concept level and retained
this gain for a number of weeks following counseling. The author
concluded that career development counseling had a positive effect on
self-concept. Wildblood (1972) utilized the TSCS among other instru-
ments to determine the relationship between a structured encounter
group experience and reported self-concept in college females.

He observed that an experimental group showed significant increases
in terms of self-concept, self-acceptance, and personal self,
External rating scores also indicated a significant increase for

the experimental group, Zongker (1973), in investigating the effect
of differing group counseling approaches on the self-concept of
student teachers, discovered that a structured group approach was
effective in bringing about a more definite, open, assertive percep-
tion as determined by the TSCS. Cordell (1973) was interested in
the effect of structured group counseling on self-concept as well as
several other variables. Using the TSCS, the author detected positive
significant changes in self-concept. He also found group counseling

to be equally effective with males and females. Mackeen and Herman



51

(1974) used the TSCS in assessing the effects of group counseling
on the self-esteem of three groups of adult females. They learned
that in one group whose members had no distracting crises to deal
with, positive gignificant change was brought about. The effects
of participating in a self-exploration group in terms of self-
acceptance were studied by Woodhouse (1974). He used Berger's
Acceptance of Self and Others Scale to evaluate two experimental and
one control group of college undergraduates. The conclusions were
that this type of group activity can facilitate positive self-
acceptance and that there is evidence that this change is maintained.
Meyer (1975) investigated the effectiveness of a human development
course in terms of the personal growth of community college partici-
pants. He used a nonequivalent control group design and the TSCS
as well as other Iinstruments. Findings indicated significant
increases on 10 of 12 TSCS scores for the experimental group and
no significant increase for the control groups. The conclusions were
that a human development course can have an effect on the self-esteem,
definiteness about self, and sense of purpose of college students.
Willing participants are viewed as the most likely to profit from
such anrexPerience. In closing, Meyer noted that a course on identity
clarification and 1ife planning can be useful in meeting the personal
growth needs of college students,

The following studies deal with behavioral change in terms
of self-concept, Using Q-technique, Caplan (1957) studied the effects
of group counseling on high school boys' self-concepts and discovered

nonrandom increases in self and ideal self correlations in his
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experimental group. He hypothesized positive behavior change and
observed an expected nonrandom decrease in the number of classes where
poor citizenship grades occurred. Broedel, Chlsen, Proff, and
Southard (1960) investigated the effects of group counseling on
gifted underachieving adolescents. They hypothesized that group
counseling would improve participants' ability to relate to others
while increasing self-acceptance. The authors concluded that there
was a significant gain in self-acceptance and that positive behavioral
changes occurred in students who participated in group counseling.
Hamilton (1971) in investigating changes in self-perception resulting
from a small group laboratory experience hypothesized that the self
as seen by others would be affected‘by the group experience. The
evidence indicated that a change in the discrepancy between actual
self and self as seen by others was related to the group experience.
In a study of the effects of group counseling upon community college
students living at home, Kyser (1971) ascertained that self-referred
students meeting for 16 weeks showed a change in attitude toward
themselves and their parents. He further ascertained that group
counseling had a positive effect on the students' behavior in terms
of decision-making, coping activity, discussion, and expression of
feeling. Consequently, he concluded that attitudes and behavior of
participating community college students can be positively effected
by group counseling.

Aside from the preceding, a number of writers have linked
self-concept with behavior in various ways. Fitts (1972), in a review

of self~-concept and performance, draws from a number of studies to
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conclude that: '"one's current behavior is a strong influence on his
present self-concept [ p. 69 ]." He states that interaction studies
indicate that: '"the self-concept [ can ] be changed significantly
over short periods of time by varying kinds of systematic reinforce-
ment [ p. 69 ]." Fitts further states that the statement: 'the more
optimal the self-concept the more effectively the individual will
function carries { with it ] the implication that improvement in the
gself~concept will result in improved behavioral performance
[ p. 72 ]." A closely related relevant area concerns the relationship
between self-concept and occupation. Fitts states that:

there is some tentative evidence that the self-concept is
influential in vocational choice. There is also a rather clear
picture of an interaction relationship between the self-concept
and work. The individual's self-concept is a partial predictor
of the caliber of his job performance and the self-concept, in
turn, appears to be affected by the nature and quality of his
work [ p. 74 1.

Leonard, Walsh, and Osipow (1973) found that persons high in
gself-esteem make consistent second vocational choices in terms of
their personality style more often than persons low in self-esteem.
Walsh and Osipow (1973), in a study dealing with career preferences,
sel f-concept, and vocational matu:ipy, defined congruent, incongruent,
and undecided college students utilizing the Vocational Developﬁent
Inventory. Results indicated that congruent males and females report
more specificity in terms of occupational planning and implementation

than do incongruent and undecided students. It is concluded that
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this supports the theoretical assumption that congruency is related
to vocational stability and vocational maturity. Korman (1967)
observed that self-esteem acts as a moderator in terms of occupational
cholce. High self-esteem students are more likely than low self-
esteem students to choose occupations perceived to require high
abilities. Greenhaus (1971), in investigating self-esteem as an
influence on occupational choice, discovered that individuals high
in self-esteem are internally oriented in terms of evaluation of
satisfaction while low self-esteem individuals are externally oriented.
In a study of personality variables related to the career decision-
making abilities of community college students, Wigent (1972) detected
no difference in freshmen and upperclassmen in the ability to
determine career goals and no difference in terms of sex. He did
find that individuals with more positive self-concepts are more likely
to have decided early on career goals.

In summarizing this section on self-concept, the following
points should be noted:

1. Community college or commuting students apparently differ
from their residential counterparts in terms of self-concept and
goal-setting behavior.

2. At the present time the accumulated evidence indicates
that certain changes in self-concept may be age-related; consequently,
age as a variable should be controlled in research dealing with
self-concept.

3. Perceived change in self-concept can occur after

relatively short periods of relevant intervention.
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4, Changes in self-concept are often accompanied by
behavioral changes. The evidence seems to suggest that behavior
influences self-concept and sel f-concept in turn influences behavior.
More specifically, this relationship apparently encompasses self-
concept and the occupational aspect of an individual's life.

Vocational Maturity

Anderson (1969), in a review of group counseling and related
research, states that:
vocational maturity and group counseling are not single, clearly
understood entities. More attempts to induce vocational maturity
through some generalized form of group counseling are clearly not
needed. What is needed are multivariate projects which utilize
multiple outcome criteria and differential treatments [ p. 216 ].
Malacos (1975) notes that community college counselors must
deal with a large student body with varied interests, goals, and
achievement capacities in an educational environment that offers a
diversified curriculum, thereby adding to the difficulty of career
development. Despite the obvious need for research and reports at
this educational level, Malacos states that there has been a paucity
of literature relating to career development experiences involving
community college students. The need for concern with this aspect of
community college counseling is underscored by Super's (1974)
statement:
that the vocational development of the majority of young men in
their early twenties has not reached a degree of maturity which

permits vocational commitment underlines the importance both of
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maturing experiences and of methods of assessing the degree of
vocational maturity attained when planning further exploration
and when arriving at decision points. [ This individual
variance ] in vocational maturity, in the planfulness of [ an ]
approach to life, in [ a ] tendency to anticipate choices, . . .
in [ an ] exploration of alternatives, and in [ a ] tendency to
acquire relevant information, suggests that educators need data
on these characteristics when planning curricula, researchers
need them in evaluating programs, and counselors need means of
assessing these characteristics as a preliminary to educational
and vocational counseling [ p. 21 1].

WebBer (1973) discusses procedures and techniques reported
by community college counselors to be especially effective in working
with post high school students. Areas outlined include personal
career needs, self-concept development, career exploration, and
career planning all designed to aid participants in developing a
"process" orientation to career development. Gribbons and Lohnes
(1968), in a study on career development sponsored by the U.S. Office
of Education, report that positive attitudes, self-understanding,
and confidence and the integration of self-concept into career choice
are the foundations for vocational success. Their longitudinal study
initially involved 110 junior high school students and followed them
from eighth grade to 4 years after high school with data collected
every 2 years. The vocational maturity of the students was a
primary area of focus at grade 12. The preceding gives an indication

of the need for career development experiences at the community
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college level.

The following deals with the relationship between vocational
maturity and age, sex, and sociceconomic level. Crites (1973) states
that: - "vocational behavior matures for most individuals as they
progress from late childhood through adolescence to early adult-
hood [ p. 5 ]." "Implicit in the concept of career development is
the assumption that vocational behaviors mature over time in a
systematic fashion [ p. 7 ]1."

Any measuring device which purports to assess a developmental
variable such as vocational maturity must yield scores . . .
which either increase or decrease with age ., . . The scores may
not correlate with age across the total span of development
because certain behaviors may mature only at given times . . .
but during periods of change the scores should be systematically
related to age [ p. 7 1.
An individual's vocational maturity can thus be defined in terms of
his chronological age and expected life stage or in terms of the
coping behavior of otliers dealing with the same developmental tasks
according to Crites. Super (1974) states that:
maturity is best defined as the repertoire of coping behavior
leading to outcomes, compared with the behavioral repertoire
of the peer group thus making it a developmental rather than
an outcome construct. The degree of maturity . . . determines
in part . . . adjustment, for adjustment requires an appropriately
developed behavioral repertoire for satisfactory outcomes

f p. 11 ].
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Maturity is thus the: "extent to which an individual has mastered,
relative to his peers, the knowledge, attitudes, and skills required
for successfully coping with career planning and implementation
[ Hilton, 1974, p. 145 1."

Sheppard (1971) designed and administered an adult vocational
maturity inventory developed to deal with past vocational decisions.
From his results he concluded that vocational maturity can be measured
quantitatively in adults and that vocational maturity can continue to
develop in adults. Zelkowitz (1975) constructed and validated a mea-
sure of vocational maturity for adult males (developed from the Career
Development Inventory). She iearned that scores tended to conform to
Super's life stage development theory. Positive relationships were
discovered between maturity scores and satisfaction. Graves (1974), in
a study dealing with vocational maturity and college students' cer-~
tainty and commitment to career choice, found higher levels of maturity
to be positively related to certainty. He also detected a significant
expected difference in the vocational maturity of sophomores and
juniors. Hall and Mansfield (1975) studied the career experiences of
a group of engineers and scientists and discovered age was related to
job involvement, satisfaction, and self-image. Based on their find-
ings, the authors concluded that developmental career stages existed
and each could be characterized differently.

With regard to differences of sex and/or social level in
terms of vocational maturity, Crites (1974) reports that in stan-
dardizing the Attitude Scale of the Career Maturity Inventory, these

differences were found to be "negligible" (p. 29). Consequently,
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he concluded that this scale was applicable to all social strata and
both sexes. In the Genessee County study involved with validating
the Career Development Inventory, Super (1974) reports no significant
differences between the sexes on any scale. In a study of the self-~
concept of occupational ability and related characteristics in
community college students, Oman (1971) found no significant
difference between high and low socioceconomic groups. Crites (1973)
presents the research studies of Cover (1968) with high school
students, Harris (1966) with college students, and Miller (1968)
with American Indian youths to support his conclusion that socio-
economic status is not related to vocational maturity as measured by
the Attitude Scale of the Career Maturity Inventory.

This review will now focus on reported change in vocational
maturity brought about by purposeful intervention. Harmon (1974)
notes that the measurement of increased vocational maturity is based
on the following assumptions:

1. that "vocation" is an important organizing force in human
life

2. that individuals have some control over the choices they

are offered

3. that the process of acquiring vocational maturity is

amenable to intervention by the counselor

4. that the behavior measured is related to significant

non-test behavior [ p. 84 1.
Crites (1973) states that differing types of counseling

experience as a direct means of bringing about increased career
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maturity have produced mixed results. He cites experimental studies
by Asbury (1967), Bovee (1967), and Gilliland (1966) (all of which
indicated that the CMI Attitude Scale scores were higher for
counseled than noncounseled students} in supporting his conclusion
that counseling can positively affect the attitudinal aspect of
career maturity. Goodson's (1969) findings strengthen this
conclusion. He examined three vocational guidance approaches in
terms of the CMI Attitude Scale to determine their effects on college
students. The three experimental groups all showed significant gains
in vocational maturity relative to a control group. Jackson (1971),
in a study with less positive results, sought to determine the effect
of a formal program of career exploration on the vocational maturity
of college freshmen. He ascertained that although there was positive
movement toward greater career maturity as determined by the Career
Maturity Inventory, the movement was not statistically significant.
Positive attitude and interest in the program was noted among
participants. In a study concerned with the development of a
community college group vocational counseling procedure, Fogel (1973)
discovered that a replicable approach stressing vocational imple-
mentation of self-concept and a future-oriented decision-making
strategy was effective. Results indicated a significant increase
in vocational decision~making knowledge and vocational problem-
solving ability in counseled subjects. No differences based on
sex were found among participating students. Feldman (1973)
investigated the effects of a career planning experience on the

vocational maturity of inmates in a penal institution and observed
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a significant increase in the maturity level of participants. He
concluded that a short-term learning experience can benefit adult
inmates in terms of increased vocational maturity as determined by
the Career Maturity Inventory. No significant changes were noted
in self-concept between participants and nonparticipants in this
setting. English (1974) compared two methods of disseminating
occupational information hypothesizing that they would both posi-
tively affect the vocational maturity of senior high school students.
The Career Maturity Inventory indicated that both systems had a
positive impact on the vocational maturity of the involved students.
No differences were detected between male and female participants
in terms of vocational maturity. Myers, Lindeman, Thompson, and
Patrick (1975) compared 792 high school students who had spent an
average of 3 hours each on a computer-based career exploration system
with a control group of 1,453 comparable students. The users showed
positive gains in vocatiopnal maturity, specifically in planfulness
and knowledge and use of relevant resources, but not in terms of
information. Positive gains were related to time spent using the
system. No differences were found between males and females.
Utilizing the CMI, Flake, Roach, and Stenning (1975) investigated
the effects of short-term counseling (6 weeks) on the career maturity
of tenth-grade students. They concluded from the results that career
maturity as a developmental process can be fostered by counseling in
an educational context.

In considering the components of vocational maturity, Harmon

(1974) states that although attitude and competency aspects can be
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differentiated it seems possible that: "attitudes exert limiting
influences on overall maturity which can negate any advantage an
individual may possess in the area of competency [ p. 85 ]1."

Speaking to this same issue, Hilton (1974) writes that:
the affective-cognitive distinction frequently made in the
labeling of the measures and in the manuals deseribing them is
probably overdrawn. Attitudes depend on learning, and learning
about an activity , . . is influenced by one's attitudes. Thus
attitudes have a cognitive component and vice versa [ p. 151 ].
If the accuracy of the preceding is verified, there should be an
interrelationship between the dimensions of_attitudes and competencies
as Crites (1973) hypothesizes in his model of caréer maturity. The
cognitive-competency aspect of career maturity is defined by Crites
as consigting of the following variables,

1. Self-knowledge: 'the expectation is that more vocation~
ally mature individuals will have thought more about their vocational
assets and liabilities and will have greater self-knowledge [ Crites,
p. 23 1."

2. Knowledge of job options:

much as the individual learns more about himself as he grows
older, he also gathers more information about jobs and
occupations., Consequently, accuracy and extent of job know-
ledge should differentiate the more from the less vocationally
mature [ Crites, p. 24 }.

3. Goal selection:

The more vocationally mature person not only has greater knowledge
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about self and work but relates one to the other. He has thought
about how his capabilities relate to the demands and requirements
of jobs [ and he uses this information in occupational choice
making ] [ Crites, p. 25 1.

4. Planning: 'the tendency of the individual to think about
the means which are necessary to attain a desired end . . . as the
individual becomes more vocationally mature he should relate means to
ends more frequently [ Crites, p. 27 }." 1In a study involving 17
junior high school boys, Super and Overstreet (1960) determined that
the planning dimension of career maturity was the most significant
single factor.

5. Problem-solving: 'the most effective response would be
one which would best resolve this problematic nature of the situation,
and also tend to maximize other positive consequences . . . and
minimize negative ones [ Crites, p. 28 1."

A number of studies have been concerned with the relationship
between self-concept and vocational maturity., Isabelle and Dick (1969)
investigated 74 male undergraduates in terms of clarity of vocational
self-concept. The author compared subjects cross-sectionally and lon-
gitudinally and observed that the high clarity students were more
effective in eliminating occupational preferences and were more
congruent in self- and occupational-descriptions than low clarity
students. In a study involving vocational crystallization and self-
esteem in college students, Resnick, Fauble, and Osipow (1970)
concluded from an assessment of 216 undergraduates that a positive

relationship between certainty and self-concept existed. The
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relationship was the same for both sexes. Bujold (1972), in an
investigation concerned with the role of self-concept in occupational
choice, studied French Canadian school boys and found partial support
for the hypothesis that as an individual matures, he increasingly
translates his self-concept into an occupational context, In an
investigation of self-concept and vocational maturity in young women,
Putnam and Hansen (1972) utilized the TSCS and the CMI among other
instruments in evaluating 375 females. They concluded that self-
concept was significantly related to vocational maturity, thus
supporting Super's theory of career development and demonstrating
its applicability for females. Self-concept was seen as useful in
predicting levels of vocational maturity. Maier and Herman (1974)
studied the vocational decidedness of college freshmen in terms of
self-esteem., They determined using the TSCS that the vocationally
decided and undecided come from unique populations in terms of
self-esteem.

In summarizing this section on vocational maturity, the
following statements seem justified.

1. There is an apparent need for career development
programs at the community college level.

2., Vocational maturity is related to age as it is by
definition a developmental phenomenon; consequently, age as a
variable should be controlled in research dealing with this con-
struct. Sex and socioeconomic status are apparently unrelated to
vocational maturity.

3. Reported change in vocational maturity can occur in some
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cases after relatively short periods of appropriate intervention.

4. A planning orientation is apparently an important aspect
of vocational maturity. Attitude and competency dimensions of the
construct vocational maturity are possibly related in a positive
manner as hypothesized.

5. Self-concept and vocational maturity are evidently
related positively.

Summary

In conclusion, the literature cited in this entire chapter
provides considerable support for the following general summarizations.
Group counseling has proved to be a relatively effective method in a
number of contexts. As a form of group counseling the LCDS seems to
be a promising approach which needs further investigation at the
community college level. Community college students differ from
their peers in other educational settings in terms of self-concept
and could benefit from positive growth in this area. Career
development programs are needed by the community college student
population. Finally, positive change in both self-concept and
vocational maturity can apparently occur after appropriate interven-

tion.



Chapter 3
Methodology

This investigation was instituted in order to assess the
effects of the Life Career Development System (LCDS) on certain
predetermined aspects of the self-concept and the vocational maturity
of community college students. .Chapter 3 presents the research
procedures and methods utilized in this study. Specifically, this
includes the following: (a) population, (b) research design,
(¢) instruments, (d) procedures, and (e) statistical methods.

Population

The subjects for this study were beginning community college
students who indicated a desire to explore the vocational options
available to them in a group counseling context by enrolling in
General 108--Career Education and students enrolled in Psychology
202, an elementary course in general psychology. The subjects were
drawn from Thomas Nelson Community College (TNCC) in Hampton,
Virginia, during the winter quarter (January 5 through March 19)
of 1976. TNCC is a two-year institution within the state-wide system
of community colleges, The college is centrally located, in a
geographic sense, on the metropolitan peninsula bordered by the .
James and York rivers. There are presently approximately 5,000
students enrolled with a mean age of about728 years. The population
is 51% male and 497 female (Virginia Community College System, 1974),

Initially, 32 students were enrolled in the career education class

66
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and an additional 35 students voluntarily agreed to participate from
the general psychology class. Only a general attempt was made
initially to equate the two groups numerically as attrition is common
within this educational setting and was anticipated. The career
education group was composed of 19 males and 13 females who ranged
in age from 17 to 47 years with a mean age of 25.4 years. The
general psychology group was composed of 10 males and 25 females who
ranged in age from 18 to 39 years with a mean age of 24.8 years.
Thus, initially, the total number (N) was 67 at the beginning of the
quarter.

Research Design
This investigation utilized a Compromise Experimental Group-
Control Group design (Kerlinger, 1973, .p. 342).

Yb X Ya (Experimental)

Yb nvx Ya (Control)

This design was necessary as it was impossible to randomly assign
subjects to groups in the setting in which this research was carried
out. This was the case because of the nature and focus of the
counseled groups. Lewis (1970), in considering methodological
problems in counseling research, noted that motivation for counseling
is a necessary condition of primary import and that it is

difficult to approximate a true counseling situation without a

motivated client. Since counseling is goal directed, a counseling

situation involving a client with no counseling goal is hardly an

appropriate test of the effectiveness of counseling [ pp. 204-205].
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Axmaker (1970), in investigating the effects of group counseling on
community college students, utilized randomized experimental and
control groups in his research design and found no difference between
groups 1in terms of motivation and self-concept. Consequently, he
recommended that interest in counseling be taken into account in the
selection of subjects in future studies. Lewis (1970) stated that
to deny counseling among those requesting it for the purpose of
establishing a motivated control group is highly questionable on
ethical grounds although not technically unethical. Taking these two
considerations into account, the design selected and used was
considered to be appropriate and justified in terms of the stated
problem.

This pretest posttest design involved treatment and no
treatment for the experimental and the control groups, respectively.
Treatment, the active variable, consisted of the following LCDS
modules as described in Chapter 1: Exploring Self, Determining
Values, Setting Goals, Expanding Options, Overcoming Barriers, and
Using Information. These modules were introduced to the experimental
group during an ll-week period. The control group proceeded solely
with routine class work during this same period,

Hypotheses

Hypotheses 1, 2, 3, and 4 stated that students who partici-
pated in LCDS training would be significantly and positively affected
in terms of self-concept, vocational maturity, independent/responsible
behavior, and process orientation to planning as determined by:

select scales of the TSCS, the Attitude Scale of the CMI, select
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scales of the Adjective Check List, and content analysis of
written self-descriptive essays. For statistical purposes, these
four research hypotheses can each be expressed in the following
forms:

H : The experimental and control groups means are not equal.

1
A #A
1 2
H : The experimental and control group means are equal.
0
A =A
1 2

Statistical tests of significance concerning the stated research
hypotheses and the related null hypotheses involved one-way classi-
fication analysis of covariance (see Figure 1). The effects of the
LCDS, the independent variable, were determined by comparing the
experimental and control groups. In all cases age and appropriate
pretest scores were used as covariants in order to control for
initial inequalities in these areas.
Assigned Variables

The need for controlling age as a variable with regard to the
areas under investigation has been developed in both Chapters 1 and
2. The use of existing class structures made necessary by beoth
motivating factors and the educational context provided the basis for
using pretest scores to control for initial group inequalities in
relevant areas, The positive relationship between pretest and
posttest scores needs no explanation while the positive relationship

between age and the dependent variables has been documented.



Figure 2.

Treatments
A A
1 2
LCDS Control
X X Y X X X
1 2 1l 2
X = pretest scores
1
(H TSCS, H CMI,
1 2
H ACL, H POPIL)
3 4
X = age
2

Y = posttest scores

(f TScS, H oMI,
1 2

H ACL, H POPI)
3 4

One-way classification analysis of covariance paradigm

for Hypotheses 1, 2, 3 and 4.
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Consequently, the rationale for using age and relevant pretest scores
as covariates is established.

Dependent: Variables

Hypothesis 1. The dependent variable indicators used to test

Hypothesis 1 were the following four scales of the Tennessee
Self-Concept Scale: Total Score, Identity or Self-Concept, Self-
Satisfaction and Behavior.

Hypothesis 2. To test Hypothesis 2 the dependent variable

measure was the Attitude Scale of the Career Maturity Inventory.

Hypothesis 3. The dependent variable indicators utilized to

test the third hypothesis were the Self-Confidence, Personal
Adjustment, Autonomy, and Change Scales of the Adjective Check
List.

Hypothesis &. Hypothesis 4 was tested by determining the

degree of process orientation to planning that was present as deter-
mined by content analysis of self-descriptive essays written by
participating subjects,
EEEEEEEEEEE

The instruments which were used as criterion measures to test
the four research hypotheses were selected on the basis of their
appropriateness and relevance to the stated objectives of this
investigation.

Tennessee Self-Concept Scale

Fitts (1965) developed this measure of self-concept in order
to meet the need for an instrument which was simple for the subject,

widely applicable, well standardized, and multidimensional.
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The Scale is composed of 100 self-descriptive statements which
the subject uses to indicate his phenomenoclogical view of himself.
The instrument is appropriate for individuals aped 12 and older who
read minimally at a sixth-grade level. There are two scoring systems
availlable which are referred to as a counseling form and a clinical
form. Both of these forms are derived from the same self-administered
test. Because of the scales with which this study deals, and because
the clinical form is not considered appropriate for direct feedback
to the subject, the counseling form is considered to be the best
suited of the two versions in terms of this study. The counseling
form gives 15 profiled scores, consisting of nine gelf-esteem scores,
three variability of response scores, and self-criticism, distribu-
tion, and time scores. The following scales are considered to be
significant in terms of this study. The descriptions are those of
the test author (Fitts, 1965, pp. 2-3).
Total Score.

This is the most important single score--[ reflecting ] the

overall level of self-esteem. Persons with high scores tend to

like themselves, feel that they are persons of value and worth,

have confidence in themselves, and act accordingly. People with

low scores are doubtful about their own worth; see themselves as

undesirable; often feel anxious, depressed, and unhappy; and

have little faith or confidence in themselves [ Fitts, 1965,

p. 2 1.

Identity or Self-Concept. "These are the 'what I am' items.

Here, the individual is describing his basic identity--what he is as
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he sees himself [ Fitts, 1965, p. 2.1."

Self-Satisfaction, "This score comes from those items where

the individual describes how he feels about the self he perceives. In
general, this score reflects the level of self~-satisfaction or self-
acceptance [ Fitts, 1965, pp. 2-3 ]."

Behavior. "This score comes from those items that say 'this
is what I do, or this is the way I act.' Thus, this score measures
the individual's perception of his own behavior or the way he func-
tions [ Fitts, 1965, p. .3 1."

While retest reliability varies for different scale scores, it
is generally in the high 80s and deemed sufficient to warrant confi-
dence in individual difference measurement (Buros, 1972, p. 366).

For the four scales mentioned, Fitts (1965) reports reliability data
based on test-retest with college students over a 2-week perlod as
.92, .91, .88, .88, respectively. The validity of this instrument is
indicated by the following: interjudge agreement in terms of item
selection; discrimination between groups, correlation with other
personality measures, and personality change under particular condi-
tions where it might be expected., Thus, for numerous reasons, this
instrument seemed particularly well-suited for this study. The

TSCS is considered to rank among the better measures of its type,
combining group discrimination with self-concept information (Buros,
1972, p. 369), Numerous studies have been conducted using this Scale
and a wealth of data is available concerning its employment under
various circumstances. Specifically, the TSCS has been used as an

Instrument to evaluate the effectiveness of varying types of group
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counseling and instructional approaches (Axmaker, 1970; Cordell, 1973;
Garrison, 1972; Gunter, 1975; Mackeen & Herman, 1974; Meyer, 1975;
Wildblood, 1972). To test the first hypothesis, the four scales
mentioned were evaluated on a pre- post~test bagis in terms of the
experimental and the control groups.

Career Maturity Inventory

The Attitude Scale of the Career Maturity Inventory was
developed by Crites (1965) to provide an inventory of career choice
attitudes which would be relevant for the purposes of counseling
evaluation, instruction, and research. More specifically, Crites
has stated that this Scale is intended: '"to elicit the attitudinal
or dispositional response tendencies, in [ career ] maturity which
are nonintellective in nature, but which may mediate both choice
behaviors and choice aptitudes [ competencies ] [ p. 7 ]." The
Scale is composed of 50 attitudinal statements in a true-false
format which are derived from the following rationally deduced
attitude clusters: involvement in the choice process; orientation
toward work; independence in decislon making; preference for career
choice factors; and conceptions of the choice process. The Scale
is appropriate at the upper limit for college seniors (Crites,
1973) and adults (Sheppard, 1971) who read minimally at a sixth-
grade level., Crites (1974) reports that it is equally applicable
to both males and females and all social strata, Although subscale
scores based on each of the attitude clusters are being developed,
at present the Scale yields only a global score of career attitude

maturity.
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Reliability for the Attitude Scale has been ascertained in
terms of internal consistency and test-retest stability. With regard
to the former, values averaged .74 with the highest reported as .84
and the lowest as .65. Crites (1974) states that these results are
consistent with theoretical expectations for a factorially complex
scale such as the CMI whose internal consistency should be expected
to be less than a unidimensional scale. Test-retest reliability over
a year's time is reported as .71, There is at present no available
estimate concerning how much of this measured wvariance is due to
maturational changes and how much is due to measurement error. The
validity of the Attitude Scale has been determined with regard to:
content validity by selection of appropriate test material by expert
judges; criterion~-related validity by correlations with relevant
variables and other scales; and construct validity by correlation with
intellective and nonintellective variables. The area this instrument
purports to measure is particularly relevant in terms of this study.
The Attitude Scale of the CMI is appropriate for program evaluation
and individual assessment. Consequently, it is well-suited within
the context of this investigation. This particular scale of the CMI
has been used to evaluate numerous research studies under circum-
stances somewhat similar to this investigation. Specifically, the
Attitude Scale has been used to determine the effects of various
counseling and didactic methods (Asbury, 1967; Bovee, 1967; Feldman,
1973; Flake, Roach, & Stenning, 1975; Gilliland, 1966; Goodson, 1969;
Jackson, 1971). To test the second hypothesis, the Attitude Scale

of the CMI was evaluated on a pre- post-test basis in terms of the
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experimental and the control groups.
Adjective Check List

The Adjective Check List (1965) is an instrument which
involves a minimum of instruction to the testee, may be completed in
10 or 15 minutes, is superficially very simple, and does not produce
resistance or anxiety. It provides for a wide range of behavior and
is particularly useful as a flexible research instrument. This
flexibility allows the instrument to be used not only in a self~
descriptive manner, but also by an observer describing a subject as
he perceives him. The instrument was put to this latter use in this
study.

The ACL consists of 300 adjectives commonly used to describe
attributes of a person and it provides a method of recording and
tabulating these attributes (Gough & Heilbrun, 1965). The instrument
can be scored for 24 variables including 15 needs derived from
Murray's Need-Press System (Murray, 1938). Characteristics or traits
are not assigned values, but are used solely in a descriptive sense.
This makes the instrument welle-suited to a study of this type. The
following scales are considered to be significant in terms of this
study. The descriptions are basically those of the test authors
(Gough & Heilbrun, pp. 8-11).

Self-Confidence

The high~-scorer is [ seen as ] assertive, affiliative, outgoing,
persistent, an actionist. . . . He makes a digtinct impression on
others, who [ view ] him as forceful, self-confident, determined,

ambitious, and opportunistic. The low-scoring person is [ seen
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as ] a much less effective person in the everyday sense of the
word--he [ is viewed as having ] difficulty in mobilizing himself
and taking action [ Gough & Heilbrun, 1965, p. 8 ].

Personal Adjustment. The high scorer is seen as having:

a positive attitude toward life more than an absence of problems
and worries. The attitudinal set is [ viewed as ] one of
optimism, cheerfulness, interest in others, and a readiness to
adapt. . . . The subject low on the personal adjustment scale

[ is seen as being ] at odds with other people and as moody and
dissatisfied [ Gough & Heilbrun, 1965, p. 9 ].

Autonomy. The autonomous person is perceived as acting:
"independently of others or of social values and expectations. . . .
The high-scorer . . . is [ viewed as ] independent and autonomous,
but also agsertive and self-willed., . . . The low scorer is [ seen as
being ] of a moderate and even subdued disposition [ Gough &
Heilbrun, 1965, p. 10 ].

Change. Persons who are scored high on change are seen as:
typically perceptive, alert, and spontaneous individuals who
comprehend problems and situations rapidly and incisively and who
take pleasure in change and variety. . . . The low-scorer seeks
stability and continuity in his environment and is apprehensive
of ill-defined and risk-involving situations [ Gough & Heilbrun,
1965, p. 11 ].

Test-retest reliability for utilized scales varies from the

high 60s to the low 80s (Gough & Heilbrun, 1965, p. 14). Although

these scales vary in stability, they are in general considered to be
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reliable. Ratings by independent judges correlate in the 60s and 70s
(Gough & Heilbrun). These coefficients result partially because
conventional methods of calculating reliability cannot take into
account stylistic varjations which result in different descriptive
elements being used to arrive at similar descriptiye outcomes with
a subsequent low reported reliability (Gough, 1960), Validity studies
have shown the ACL to be correlated pogitively with the CPL
(California Psychological Inventory) and the MMPI (Minnesota
Multiphasic Personality Inventory). Validity is alge indicated by
the positive correlation of the ACL with other measures of self-
acceptance. There is some overlap between scaleg alﬁhough most
scales seem to be adequately independent. In short, although the ACL
has some limitations, it is considered to be an economical means of
assessing general adjustment (Buros, 1972, p. 78), This economical
aspect is particularly important in terms of time and observer
sophigtication when the instrument is being used by an unsupervised
second party as it is in this study. This approach to assessment is
described by Masterson (1975) as placing emphasis; "on obtaining a
maximum amount of descriptive information with minimal emphasis on the
mechanics of response { p. 276 ]."

The adjective check list technique has been used in a number
of studies utilizing procedures similar to those uged in this
investigation (that is, requiring an observer to complete a check list
in an evaluative manner in terms of another individual). Specifically,
Masterson (1975) reports that adjective check lists have been used to

record perceptions of: patients with regard to their therapists
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(Reinehr, 1969); teachers with regard to their students (Kitchin,
1972) ; employees with regard to their managers (Barron & Egan, 1968);
and parents with regard to their children (Brown, 1972; Scarr, 1966).
There is evidence indicating that the ACL is equally reliable and
valid when it is used to describe others as when it is used self-
descriptively (Gough, 1960). Scarr (1966) found that: ''the ACL
scales correlated systematically with both direct and indirect
measures of . . . behavior, lending confidence in the validity of the
ACL scales [ when used by an observer ] [ p. 122 ]." Scarr (1966)
also states that: 'the ratings from several ACL protocols on the same
subject are at least roughly comparable, given a minimum common
vocabulary among the raters [ p. 128 ]." Hypothesis number 3 will be
tested by evaluating the Self-Confidence, Personal Adjustment,
Autonomy, and Change Scales of the ACL on a pre- post~test basis in
terms of the experimental and the control groups.

Process Orientation to

Planning Indicator

This instrument was developed on a rational basis to give an
indication of process orientation to planning as broadly defined in
Chapter 1, and as specifically defined here in terms of criteria
themes. These criteria were used as a basis for evaluation and
scoring of themes (+ present or - absent) within item units or essays.
This content analysis process was developed along the following lines
as suggested by Berelson (Lindzey, 1954, p. 507). The universe of
content is the subject's “perceived process orientation to planning"

as elicited by instructions phrased as follows.
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Super (1957) has stated: ''men éeek work and occupations in
which they‘can be the kinds of persons they want to be [ p. 294 ]."
Discuss yourself in terms of an occupation and refer to factors that
you think have an effect on your view, Specifically what steps do
you consider essential in relating yourself to an occupation?

The subject's response was written and limited in terms of
time (20 minutes) and paper (one 8-1/2 by 11 inch sheet of paper).
Written essays were scored (+ present or - absent) in terms of theme
referents based on the following:

Operational Bases for Corresponding Competency
Evaluation Components from Crites'

Career Maturity Model

(1974)
Referral to personal Self-knowledge
values
Consideration of Knowledge of jobs
options
Choosing a goal Goal selection
Dealing with barriers Planning
Working effectively Problem solving

All plus scores for each of the five evaluated areas were then counted
for each essay. The number of pluses constituted the score which
ranged from a possible 0 to 5 for each subject. Thus this instrument
was designed in such a manner as to provide an interval scale which
would be sensitive to varying degrees of process orientation to

planning. There were two psychologists adequately trained in the
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scoring process who independently evaluated portions of both the pre-
and post-test essays in accordance with the preceding criteria (see
Appendix A).

Concerning the reliability of content analysis, Berelson
(1952) states that: 'data should be secured under similar conditions
. « « [ and ] different coders should produce the same results when
they apply the same set of categories to the same content [ p. 172 ]1."
The first of these requirements was met as described earlier in this
section. The second was checked by randomly assigning 25% of
pretest essays and 257% of posttest essays to both analysts for
independent evaluation. These independently derived scores were then
correlated to determine interjudge reliability. The pretest correla-
tion coefficient was .90, while the posttest correlation coefficient
was .94 as determined by the Pearson product-moment technique. As
these cogfficients were considered to adequately demonstrate a
sufficient degree of interjudge reliability, the remaining 75% of the
pretest essays and 757% of the posttest essays were both equally
divided between the two analysts for scoring. All essays were coded
as experimental or control and thoroughly mixed before being dis-
tributed to the analysts in order to avoid any possible halo effect
due to biasing knowledge. The mean values of the correlated scores
were utilized in the final analysis of data,

With regard to the validity of subject matter analyses,
Berelson (1952) states that: '"in cases in which there is high agree-
ment on the definitions of the relevant categories, there is little

difficulty in achieving validity in content analysis data [ p. 169 ]."
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He continues: '"Validity does not seem to be a major problem in
content analysis. ., . . [ As ] careful definition of categories and
judicious and alternmative selection of indicators will [ usually ]
take care of the matter [ p. 171 ]."
Content analysis assumes that inferences about the relationship
between . . . content and effect can validly be made, or the
actual relationships established., . . . This assumption that
knowledge of the content can legitimately support inferences
about non-content events is basic [ to the process ] [ p. 18 ].
Kaplan and Goldsen (in Berelson, 1952) have noted that: 'the content
analyst aims at a quantitative classification of a given body of
content, in terms of a system of categories devised to yield data
relevant to specific hypotheses concerning that content [ p. 15 1."
Berelson (1952) defines content analysis as a: '"research technique
for the objective, systematic, and quantitative description of the
manifest content of communication [ p. 18 ]1." 1In order to
operationalize these statements certain requirements must be met
(Berelson, pp. 16-17). Content analysis must be limited to the
actual content or '"what-is-said' rather than the motives or the "why'
of the content. Objectivity requires that categories be defined in
such a manner that different analysts can obtain the same results.
Content analysis must also be systematic. This means that within a
specific content area, all occurences must be considered and that
obtained data must be relevant in terms of a hypothesis. Finally,
content analysis must be quantitative. A form of quantification is

"qualitative" analysis which is based upon the presence or absence
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of some specified content. 'Qualitative" analysis is most frequently
used when samples are too small to justify precise counting. This
type of procedure involves less formalized categories than more
elaborate forms of quantitative analysis (Berelson, pp. 119-125).
Because these requirements were readily met in this study and because
of the appropriateness of this method of analysis within the
educational context of this investigation, content analysis was
considered to be particularly relevant. Kerlinger (1973, p. 533)
has stated that educational experiments can profitably use content
analysis to assess the effects of experimental treatments on dependent
variables, Accordingly, to test the fourth hypothesis, this process
was used to evaluate the experimental and control groups on a
pre- post-test basis.

Procedures

The 32 TNCC students who were initially enrolled in General
108--Career Education during the Winter Quarter of 1976 were desig-
nated as the experimental group. The control group was initially com-
posed of the 35 volunteers from Psychology 202~-General Psychology
who participated in an out-of-class capacity. Grades for the
students taking General 108, a 3-credit-hour course, were determined
by contracts in which each student indicated his or her willingness
to do a certain amount of work for a specific grade (see Appendix B).
Grades were in no way related to a student's performance on the
evaluative instruments and the students were made aware that partici-
pation and not performance was a course requirement., Grades for the

students taking Psychology 202 were only minimally involved in that
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volunteers received extra project credit from their instructor for
their participation. Again, this credit was contingent only upon
their participation and not their performance., Both groups were
informed that they were part of an experiment.

The four pretest measures were administered to both the
experimental and control groups during the period January 14 to
January 23. This involved in-class administration of the TSCS, the
Attitude Scale of the CMI, and the Process Orientation to Planning
Indicator (POPI) in one time block (1-1/2 hours) and sending out and
receiving the completed ACL. The standard administrative imstructions
were given for the TSCS and the CMI, The instructions given for the
POPI were as elaborated in the section dealing with that instrument,
For the ACL there was a separate instruction sheet which accompanied
the instrument when it was delivered to the observer who was to
complete it (see Appendix C). During the ll-week intervention period,
the experimental group was exposed 3 hours per week to Modules One
through Six of the LCDS which involved group interaction dealing with:
a greater understanding of self, relating values to career planning,
goal setting skills, increasing awareness of life style options,
barriers and coping behavior, and productively utilizing information.
During this same period the control group received no treatment. The
four posttest measures were administered to both the experimental and
control groups during the period March 9 to March 18. Again this
involved an in-class block administration of the TSCS, the CMI
Attitude Scale; and the POPI, and sending out and collecting the

completed ACL. Administrative instructions were identical to those
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given for the pretegt measures with the exception of the instruction
sheet which was addressed to the observers who received the ACL
(see Appendix D).

At the end of the quarter when all pre- and post-test data
were assembled, scores were available on all four.instruments for 30
experimental subjects. Complete sets of scores were not available
for two students in the experimental group who had withdrawn from the
course. Of the 30 who completed the course, one student was elimina-
ted as during the posttest period he developed serious medical
problems and was in the process of undergoing diagnostic medical
evaluation. By several indications, these events had a negative
effect on this individual which were not related to the course,

Li (1964) states that: "the use of equal sample sizes has
several advantages over the use of unequal sample sizes [ p. 197 ]."
These advantages include: ease of computation, minimization of the
effect of heterogeneity of population variances, and minimization of
the probability of committing a type II error for a given total number
of observations. Consequently, three students were randomly elimina-
ted from the 32 control subjects who were still available at the end
of the quarter (three students of the original 35 were lost due to
withdrawals and sickness). This resulted in a final total N of 58
with 29 students in the experimental and control groups, respectively.

All 15 profiled scores of the TSCS and all 24 scales scores
of the ACL were determined by the computer scoring services of
Counselor Recordings and Tests and National Computer Systems,

respectively. The Attitude Scale of the CMI was scored by hand as
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ﬁas the POPI. The scoring procedure employed with the former was the
standard method as described in the manual while the method employed
with the latter has been described in detail in the section dealing
with instruments. Both raw scores (CMI and POPI) and standard scores
(TSCS and ACL) were statistically manipulated. For each hypothesis -
the appropriate data were key punched on International Business
Machines (IBM) cards and processed by the College of William and Mary
Computer Center on an IBM 370/145 digital computer.

Statistical Methods

The statistical methods utilized in the treatment of the data
were selected to:

1. Determine if significant differences existed between the
experimental group and the control group after intervention which were
indicative of self-concept enhancement in the experimental group as
ascertained by four selected scales of the TSCS.

2, Determine if a significant difference existed between the
experimental group and the control group after intervention which
indicated an increase in the vocational maturity of the experimental
group as measured by the Attitude Scale of the CMI.

3. Determine if significant differences existed between the
experimental group and the control group after intervention indicative
of increased independent/responsible behavior by members of the
experimental group as determined by significant others utilizing
select scales of the ACL.

4, Determine if a gignificant difference existed between the

experimental group and the control group after intervention which
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indicated an increase in the process orientation to planning of the
experimental group as ascertained by content analysis.

One-way classification analysis of covariance was used to
test all four hypotheses. In terms of computer programming this
involved a Multiple Analysis of Variance Program (MANOVA). Dawson
(1975) states that: 'MANOVA can handle multiple criterion variables
while performing either an analysis of varlance or covariance
[ p. 1 1." The two control variables which served as covariates in
all analyses of covariance were age and appropriate pretest scores,
Each subject's age was determined from recorded information on the

CMI answer sheet, All hypotheses were tested using a .05 level of

gignificance.



Chapter &
Results’

The purpose of this investigation was to determine the effects
of the Life Career Development System on selected aspects of the self-
concept and career maturity of community college students.
Specifically, this study was addressed to the following four major
questions:

1. Are there any significant differences in self-concept
between participating groups which are attributable to LCDS counseling
as determined by the Total Score, Identity, Self-Satisfaction and
Behavior Scales of the TSCS?

2. 1Is there a significant difference in vocational maturity
between participating groups which is attributable to LCDS counseling
as determined by the Attitude Scale of the CMI?

3. Are there any significant behavioral differences between
participating groups which are attributable to LCDS counseling as
determined by the Self-Confidence, Personal Adjustment, Autonomy and:
Change Scales of the ACL?

4. 1Is there a significant difference in process orientation
to planning between participating groups which is attributable to
LCDS counseling as determined by contenrt analysis of self-descriptive
esggays?

Questions 1 and 3, both of which deal with self-concept in
this study, can each be considered in four subparts based on the

scales involved. The four major hypotheses that are related to the
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preceding four questions were all investigated within a Compromise
Experimental Group--Control Group design (Kerlinger, 1973) which
utilized pretests and posttests. The data to test each of the four
hypotheses were subjected to a one-way classification analysis of
covariance, FKerlinger has defined analysis of covariance as:

a form of analysis of variance that tests the significance of the

differences between means of final experimental data by taking

into account the correlation between the dependent variable and

one or more covariates, and by adjusting initial mean differences

in the experimental groups. That is, the analysis of covariance

analyzes the differences between experimental groups on Y after

taking into account initial differences in the Y measures (i.e.,

pretest measures) or differences in some pertinent independent

variable. The measure used for the control (pretest measures

or measures on a pertinent variable) is called the covariate

[ p. 370 1.
The statistical results of this investigation are presented by
hypothesis,

Hypothesis 1
Hypothesis 1 states that there will be a significant differ-

ence in the group participating in LCDS training and the group not
participating in terms of self-concept as determined by the following
four scales of the Tennessee Self~Concept Scale: (a) Total Score,
(b) Identity or Self-Concept, (c) Self-Satisfaction, and (d) Behavior.
To test each of these four subhypotheses of hypothesis 1, posttest

data from each of the four scales were separately subjected to a
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one-way classification analysis of covariance which adjusted for
initial discrepancies between the experimental and control groups in
terms of age and relevant pretest scale scores. After these covariant
adjustments had been carried out with regard to each scale these four
analyses produced the following F ratios: (a) Total Score F = 0.125,
(b) Identity or Self-Concept F = 0.007, (c) Self-Satisfaction F = 0.394,
and (d) Behavior F =.0.006. These four F values are not significant
at the .05 level. Tables 1, 2, 3 and 4 present the means and standard
deviations of the variables under consideration in terms of control
and experimental groups for the Total Score, Identity or Self-Concept,
Self-Satisfaction and Behavior scales, respectively. Tables 5, 6, 7
and 8, respectively, present information relevant to each analysis of
covariance utilized in testing the Total Score, Identity or Self-
Concept, Self-Satisfaction and Behavior subhypotheses. The TSCS
standard scores utilized in each of these analyses are reported in
Appendixes E, F, G and H. Ages are reported in Appendix I.

For all four subhypotheses of hypothesis 1 the null was
accepted. The research hypothesis that there would be a significant
difference in the experimental LCDS group and the control group in
terms of self-concept as determined by the Total Score, Identity or
Self-Concept, Self-Satisfaction and Behavior scales of the TSCS was
rejected. There wexre no statistically significant differences between
the two groups in terms of these four scales at the .05 level of
significance,

Hypothesis 2

Hypothesis 2 states that there will be a significant



Table 1
Hypothesis 1--Total Score, Summary

Data of the Variables

I
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Age Total score

Pretest

Posttest

Control group (n = 29)

Mean 24.897 46,655 48.207
Standard deviation 5.864 9.340 10.280
Experimental group (n = 29)

Mean 25.241 45,276 46,448
Standard deviation 8.007 9,823 10.332




Table 2
Hypothesis 1-~Identity or Self-Concept,

Summary Data of the Variables

192

Age Identity

Pretest

Posttest:

Control group (n = 29)

Mean 24,897 47.276

48.345

Standard deviation 5.864 10.730 11.953
Experimental group (n = 29)

Mean 25.241 45.345 . 46,586

Standard deviation 8.007 9.770 9.314
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Table 3
Hypothesis 1--Self-Satisfaction, Summary

Data of the Variables

H|

Age Self-satisfaction

Pretest Posttest

Control group (n = 29)

Mean 24.897 . 48,586 50.310

Standard deviation 5,864 9,368 10.050

Experimental group (n = 29)

Mean 25.241 48.621 49.379

Standard deviation 8.007 10.725 11.159




Table 4
Hypothesis 1--Behavior, Summary

Data of the Variables
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Age -Behavior

Pretest

Posttest

Control group (n = 29)

Mean 24,897 44,103 45.172
Standard deviation 5.864 g.182 10.156
Experimental group (n = 29)

Mean 25.241 42.103 43.345
Standard deviation 8.007 9.267 9.868
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Table 5
Hypothesils 1~-Total Score, Analysis of Covariance
of Control and Experimental Group Scores on
the Total Score Scale of the Tennessee

Self-Concept Scale

ettt —

Source of Sum of Degree of Mean " F
variation squares freedom sgquare

Between 3.113 1 3.113 0.125
Within 1,346.824 54 24.941

Total 1,349,937 55




Table 6
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Hypothesis l1--Identity or .Self-Concept, Analysis

Self-Concept Scale

of Covariance of Control and Experimental
Group Scores on the Identity or Self-

Concept Scale of the Tennessee

Source of Sunm of Degree of Mean F
variation .8quares freedom square
Between 0.168 1 0.168 0.007
Within 1,362.344 54 25.229

Total 1,362.512 55
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Table 6
Hypothesis l--Identity or Self-Concept, Analysis
of Covariance of Control and Experimental
Group Scores on the Identity or Self-
Concept Scale of the Tennessee

Self—-Concept Scale

e

Source of Sum of Degree of Mean F
variation .squares freedom square

Between 0.168 1 0.168 0.007
Within 1,362.344 54 25.229

Total 1,362.512 55




Table 7

Hypothesis 1l--Self-Satisfaction, Analysis of

Covariance of Control and Experimental

Group Scores on the Self-
Satisfaction Scale of
the Tennessee Self-

Concept Scale

97

Source of Sum of Degree of ‘Mean ' F
varjation squares freedom square

Between 13,938 1 13.938 0.394
Within 1,910.426 54 35.378

Total 1,924,364 55




Hypothesis l-~Behavior, Analysis of Covariance

Table 8

of Control and Experimental Group Scores on

the Behavior Scale of the Tennessee

Self-Concept Scale

98

Source of Sum of Degree of Mean " F
variation squares freedom square
Between 0.203 1 0.203 0.006
Within 1,858.842 54 34.423

Total 55

1,859.045




99
difference in the group participating in LCDS training and the group
not participating in terms of vocational maturity as determined by the
Attitude Scale of the Career Maturity Inventory. To test this
hypothesis, posttest data were subjected to & one-way classification
analysis of covariance which adjusted for initial differences between
groups in terms of age and pretest scores. The analysis, following
adjustment, produced an F ratio of 0.310, This F value is not
statistically significant at the .05 level. Table 9 presents the
means and standard deviations of the variables under consideration
for the control and the experimental groups. Table 10 presents
information pertinent to the analysis of covariance utilized in
testing this hypothesis. The CMI raw scores utilized in this analysis
are reported in Appendix J. Ages are reported in Appendix I.

For hypothesis 2 the null was accepted. The research
hypothesis that there would be a significant difference in the
experimental LCDS group and the control group in terms of vocational
maturity as determined by the Attitude Scale of the CMI was rejected.
There was no statistically significant difference between the two
groups in terms of relevant CMI scores at the .05 level of signifi-
cance.

Hypothesis 3

Hypothesis 3 states that there will be a significant difference
in the group participating in ILCDS training and the group not partici-
pating in terms of independent/responsible behavior as determined by
a significant other utilizing the following scales of the Adjective

Check List: (a) Self-Confidence, (b) Personal Adjustment, (c) Autonomy,
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Table 9
Hypothesis 2--Career Maturity Inventory,

Summary Data of the Variables

Age Career maturity

inventory

Pretest Posttest

Control group (n = 29)

Mean 24,897 39.690 39.793

Standard deviation 5,864 4,591 4,378

Experimental group (n = 29)

Mean 25.241 . -37.793 37.828

Standard deviation 8.007 4.952 5.977
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Table 10
Hypothesis 2--Analysis of Covariance of Control
and Experimental Group Scores on the
Attitude Scale of the Carcer

Maturity Inventory

Source of Sum of Degree of Mean " F
variation squares freedom square

Between 5.047 1 5.047 0.310
Within 878.244 54 16.264

Total 883.291 35
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and (d) Change. To test each of these four subhypotheses of
hypothesis 3, posttest data from each of the four scales were
separately subjected to a one-way classification analysis of covari-
ance which adjusted for initial differences between the experimental
and control groups in terms of age and appropriate pretest scale
scores. After these covariant adjustments had been made in terms of
each scale, these four analyses produced the following F ratios:

(a) Self-Confidence F = 0.502, (b) Personal Adjustment F = 0.013,

(c¢) Autonomy F = 0.001, and (d) Change F = 1.514. These four F values
are not significant at the .05 level, Tables 11, 12, 13 and 14
present the means and standard deviations of the variables under
consideration in terms of control and experimental groups for the
Self-Confidence, Personal Adjustment, Autonomy and Change scales,
respectively. Tables 15, 16, 17 and 18, respectively, present
information pertaining to each analysis of covariance used in testing
the Self-Confidence, Personal Adjustment, Autonomy and Change sub-~
hypotheses. The ACL standard scores utilized in each of these
analyses are available in Appendixes K, L, M and N. Ages are reported
in Appendix I.

For all four subhypotheses of hypothesis 3, the null was
accepted, The research hypothesis that there would be a significant
difference in the experimental LCDS group and the control group in
terms of independent/responsible behavior as determined by a signifi-
cant other utilizing the Self-Confidence, Personal Adjustment,
Autonomy and Change scales of the Adjective Check List was rejected.

There were no statistically gignificant differences between the two
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Table 11
Hypothesis 3--Self-Confidence, Summary

Data of the Variables

Age -Self-confidence

Pretest Posttest

Control group (n = 29)

Mean 24,897 54.345 - .53.483

Standard deviation 5,864 - 8.587 8.887

Experimental group (n = 29)

Mean 25.241 47.448 49.897

Standard deviation 8.007 10.476 9.413




104

Table 12
Hypothesis 3--Personal Adjustment,

Summary Data of the Variables

Age Personal adjustment

Pretest Posttest

Mean 24.897 46.448 46.966

Standard deviation 5.864 9.006 12,167

Eﬁperimental group (n = 29)

Mean 25.241 50.034 49,793

Standard deviation - 8,007 9,171 9,678




Table 13
Hypothesis 3--Autonomy, Summary

Data of the Variables
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Age ‘Autonomy

Posttest

Mean 24,897 53.966 53.655
Standard deviation 5.864 9.901 11.273
Experimental group (n = 29)

Mean 25.241 46.724 - 47.862
Standard deviation 8.007 11.436 11.578
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Table 14
Hypothesis 3--Change, Summary

Data of the Variables

Age Change

Pretest Posttest

Control group (n = 29)

Mean 24,897 47.966 48,103

Standard deviation 5.864 7.595 7.566

Experimental group (n = 29)

Mean 25,241 . 45,759 48,759

Standard deviation 8.007 11.828 9.941




Table 15

Hypothesis 3--Self-Confidence, Analysis of .Covariance

Adjective Check List

of Control and Experimental Group . Scores on

the Self-Confidence Scale of .the

107

Source of Sum of Degree of Mean " F
variation squares freedom square
Between 19.772 1 19.772 0.502
Within 2,126.394 54 39.378

Total 2,146.166 55
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. Table 16
Hypothesis 3--Personal Adjustment, Analysis of
Covariance of Control and Experimental
Group Scores on the .Personal
Adjustment Scale of the

Adjective Check List

Source of Sum of Degree of Mean F
variation squares freedom square

Between 0.803 1 0.803 0.013
Within 3,402,420 54 63.008

Total 3,403.223 55




Table 17
Hypothesis 3--Autonomy, Analysis of Covariance
of Control and Experimental Group Scores
on the Autonomy Scale of the

Adjective Check List

S —
—_—
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Source of Sum of Degree of Mean " F
variation squares freedom square

Between 0.057 1 0.057 0.001
Within 3,374.635 54 62.493

Total 3,374.692 55
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Table 18
Hypothesis 3--Change, Analysis of Covariance
of Control and Experimental Group Scores
on the Change Scale of the

Adjective Check List

i,

Source of Sum of Degree of Mean " F
variation squares freedom square

Between . 56.776 1 56.776 1.514
Within 2,025.692 34 37.513

Total 2,082.468 55
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groups in terms of these four scales at the .05 level of significance.

Hypothesis 4 states that there will be a significant differ-
ence in the group participating in LCDS training and the group not
participating in terms of a process orientation to planning as
determined by content analysis. To test this hypothesis posttest
data were subjected to a one-way classification analysis of covariance
which adjusted for initial differences between the experimental and
control gfoups in terms of age and pretest content analysis scores.
Following this adjustment, the analysis produced an F ratio of 6.301.
This F value is statistically significant at the .05 level. Table 19
presents the means and standard deviations of the variables under
conslderation for the control and the experimental groups. Table 20
presents information pertaining to the analysis of covariance used in
testing this hypothesis. The POPI raw scores utilized in this
analysis are reported in Appendix 0. Ages are reported in Appendix I.

Examination of the means indicates a significant trend in
directions which were not hypothesized. Students in the control group
showed a tendency to score higher on the posttest content analysis
than they had on an identical pretest measure. Students in the
experimental group, on the other hand, showed a slight decline in
posttest content analysis scores in comparison to their own pretest
scores. Because of these unanticipated results the strength of the
effect of the independent variable on the dependent variable was
examined in terms of the eta ratio.

[ Eta provides ] an indication of how dissimilar the means on



Table 19
Hypothesis 4~-~Process Orientation to
Planning Indicator, Summary

Data of the Variables

112

I
|

Age Process orientation

to planning indicator

Pretest Posttest

Control group (n = 29)
Mean 24,897 1.931 2,397
Standard deviation 5.864 0.651 0.839

Experimental group (n = 29)

Mean 25,241 1.914

Standard deviation 8.007 0.708

1.879
0.728




Hypothesis 4--Analysis of Covariance of Control

Table 20

and Experimental Group Scores on the

Process Orilentation to

Planning Indicator

113

Source of Sum of Degree of Mean " F
variation squares freedom square
Between 3.807 1 3.807 6.301
Within 32.630 54 0.604

Total 36.437 55
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the dependent variable are within the categories of the
independent variable. . . . When eta is squared [ it may be
interpreted as ] the proportion of variance in the dependent
variable explained (or accounted for) by the independent
variable [ Nie, Hull, Jernkins, Steinbrenner, & Bent, 1975,

p. 230 1.
Eta squared will equal zero when the means within the categories of
the independent variable are identical (Nie et al., p. 401). It
will increase toward a maximum value of one as the strength of the
mean difference increases provided variances within independent
variable categories are minimal (Nie et al., p. 230). In examining
the data relating to hypothesis 4 in terms of eta, it was found that
eta squared equaled .1024 (0.322). This indicates that the LCDS
treatment factor accounts for only 10.24% of the variation in the
dependent variable un@er consideration. Consequently, although a
significant difference exists between the experimental and the control
groups in directions which were not hypothesized, that dissimilarity
is relatively weak. The weakness of this association must be con-
sidered in interpreting these results. For hypothesis 4 the null was
rejected, The research hypothesis that there would be a significant
difference in the experimental LCDS and the control group in terms of
a process orientation to planning as determined by content analysis
was accepted. There was a statistically significant difference
between the two groups in terms of POPI scores at the .05 level of
significance. However, this difference was not in the positive

direction expected for the LCDS group.
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Summary

The results presented in this chapter may be summarized as
follows:

1. There were no significant F ratios discovered in the four
analyses of covariance concerned with self-concept.

2. There was no significant F ratio found in the analysis of
covariance concerned with vocational maturity.

3. There were no significant F ratios found in the four
analyses of covariance concerned with independent/responsible behavior
as determined by significant others.

4. There was a significant F ratio discovered in the analysis
of covariance concerned with a process orientation to planning. The
dissimilarity between the groups was relatively weak and not in the

direction expected.



Chapter 5
Summary, Conclusions, Implications
and Recommendations

Chapter 5 provides an examination of the results of this
evaluation by summarizing the study, presenting the conclusions and
discussing certain implications and recommendations which seem
pertinent,

Summary

The need for a structured approach to life career development
which aids community college students in meeting their needs by
increasing their self-esteem and their level of vocational maturity
has been well documented. The principle that career development
should involve the total individual by sequentially integrating his
or her goals, values, plans and decisions, in such a manner that
personal empowerment is enhanced provides a relevant framework which
has readily gained broad acceptance in various educational contexts.
The Life Career Development System potentially offers a modular
approach which can be flexibly adapted to a particular educational
environment in a way which facilitates the development of personal
empowerment as broadly defined. Tentative reports concérning the
effectiveness of this program have been based primarily on subjective
nonstandardized evaluative measures. Very little empirical data has
been available concerning the effectiveness of the LCDS in a general

sense. Even fewer reports of any kind have dealt with the
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effectiveness of the system at the community college level.

The purpose of this study has been to attempt to provide a
comprehensive systematic evaluation of this strategy at a given
educational level. More specifically, this study has attempted to
determine what effect a structured life career development system has
on cémmunity college students in terms of self-concept, vocational
maturity, independent/responsible behavior, and process orientation to
planning as determined by external criteria.

To answer these questions, this investigation utilized a
Compromise Experimental Group--Control Group design made necessary by
the educational environment and certain ethical considerations. This
design reflects the preclusion of experimental random assignment. The
subjects for this study were 29 students desirous of exploring
vocational options in a group counseling context and 29 students
enrolled in an elementary course in general psychology. The former
were designated as the experimental group while the control group was
comprised of the latter. All students were drawn from Thomas Nelson
Community College in Hampton, Virginia, during the winter quarter of
1976. This pretest posttest design involved treatment and no treat-
ment for the experimental and the control groups, respectively.
Treatment, the active variable, consisted of the following LCDS
modules: Exploring Self, Determining Values, Setting Goals, Expanding
Options, Overcoming Barriers and Using Information., These modules
were explored by the experimental group for 3 hours each week during
an ll-week period. The control group received no treatment during

this same period. Grades were in no way related to any student's
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performance on the pre- and post-test evaluative instruments and
both groups were made aware that participation and not performance
was the only requirement.

Statistical tests of significance concerning all research
hypotheses and the related null hypotheses involved one-way classi-
fication analysis of covariance. The effects of the LCDS, the
independent variable, were determined by comparing the experimental
and control groups. In all cases age and appropriate pretest scores
were used as covariants in order to control for initial inequalities
in these areas. All hypotheses were tested using a .05 level of
significance.

Gonclusions

The conclusions concerning the effectiveness of the LCDS with
this student population in terms of self-concept, vocational maturity,
independent/responsible behavior and process orieﬁtation to planning
as defined in this study will be presented by hypotheses.
Hypothesis 1

The research hypothesis that there would be a significant
difference in the group participating in LCDS training and the group
not participating in terms of self-concept as determined by the Total
Score, ldentity or Self-Concept, Self-Satisfaction and Behavior
scales of the Tennessee Self-Concept Scale was rejected. For all
four subhypotheses of hypothesis 1, the null was accepted. There were
no statistically significant differences between the two groups in
terms of these four scales at the .05 level of significance. It was

concluded that there were no differences between the treatment and
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the control group under the conditions of this experiment in terms of
the stated dependent variables.

Hypothesis 2

The research hypothesis that there would be a significant
difference in the group participating in LCDS training and the group
not participating in terms of vocational maturity as determined by
the Attitude Scale of the Career Maturity Inventory was rejected.
For hypothesis 2, the null was accepted, There was no statistically
significant difference between the two groups in terms of relevant
CMI scores at the .05 level of significance. It was concluded that
there was no difference between the treatment and the control groups
under the conditions of this experiment in terms of the stated
dependent variable.

Hypothesis 3

The research hypothesis that there would be a significant
difference in the group participating in LCDS training and the group
not participating in terms of independent/responsible behavior as
determined by a significaﬁt other utilizing the Self-Confidence,
Personal Adjustment, Autonomy, and Change scales of the Adjective
Check List was rejected. For all four subhypotheses of hypothesis 3,
the null was accepted. There were no statistically significant
differences between the two groups in terms of these four scales at
the .05 level of significance. It was concluded that there were no
differences between the treatment and the control group under the
conditions of this experiment in terms of the stated dependent

variables.
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Hypothesis &

The research hypothesis that there would be a significant
difference in the group participating in LCDS training and the group
not participating in terms of a process orientation to planning as
determined by content analysis was accepted. For hypothesis 4, the
null was rejected. There was a statistically significant difference
between the two groups in terms of POPI scores at the .05 level of
significance. This difference, however, was not in the positive
direction expected for the LCDS experimental group. O©On the contrary,
students in the control group showed a tendency to score higher on
the posttest content analysis than they had on an identical pretest
measure, In contrast, students in the experimental group showed a
slight decline in posttest content analysis scores in comparison to
their own pretest scores. An examination of the strength of the
effect of the independent variable on the dependent variable revealed
that although a significant difference existed between the experimental
and the control groups in directions which were not hypothesized, that
dissimilarity was relatively weak. Apparently, the weak but signifi-
cant difference between groups was brought about primarily by the
increase in the posttest scores of the control group rather than the
decline in the posttest scores of the experimental group, This would
argue against the LCDS having a detrimental effect on the experimental
group in terms of this outcome criterion. Instead, these results
would seem to point toward some other variable which had an effect
that was primarily apparent in the control group. In retrospect, this

variable seems likely to be motivation. This would readily explain
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the trends displayed by both the experimental and control groups.

The particular instrument utilized to test this hypothesis
required that each participant be motivated to produce a self-
descriptive essay in response to a certain general stimulus statement.
A difference in motivation between the two groups could account for
different levels of growth as well as different levels of performance
on this instrument. One or both of these differences could readily
provide an explanation for the discrepancy between groups. Pilaget
(in Battro, 1973) has stated: '"motivation does not play an independent
role in respect to cognitive schematism, but the two factors are
always inseparable [ p. 114 ]." Interpreting Piaget's theoretical
perspective in the same subject area, Furth (1969) has written:

To know is therefore an activity of the subject and knowledge is
a construction in the true sense of the term. Yet this should not
be understood as implying that any specific behavior, human or
animal taken in its concrete situation is nothing but knowing
behavior. Knowing activity is only a partial aspect of the
whole, i.e., the organism's concrete behavior, and there are other
aspects which always form part of that whole, as, for instance,
motivational aspects [ p. 15 1.
There are two considerations which must be borne in mind, Grades were
not a motivating force for either group and need not be considered.
Second, because of the nature of the educational setting, the research
design utilized had certain inherent weaknesses, the most serious of
which was an inability to use randomization and thus completely control

for all possible extraneous variables. These limitations in this
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particular research application mitigated against controlling for
inequalities other than those controlled for by utilizing analysis
of covariance in terms of age and relevant pretest scores. Thus,
the two groups were different to an unknown extent. Consequently,
it is certainly conceivable that there was a difference between the
two groups with regard to motivation. This difference seemed
subjectively apparent to the examiner when the posttest measures
were administered as well as on other occasions., It is felt that if
motivation had been controlled for, this weak but significant
difference between experimental and control groups would have dis-
appeared in terms of this dependent variable. In conclusion, there
seems to be considerable justification to assume that there were no
meaningful differences of primary concern in the context of this
experiment between groups in terms of this dependent variable.

Limitations

This investigation was carried out in an educational setting
where certain limitations were unavoidable. The two most notable are
discussed here briefly.

1. Due to practical and ethical considerations as well as
adminigstrative policy, it was necessary to utilize intact classes in
egtablishing control and experimental groups, Therefore, a combina-
tion of reasons prevented random assignment of participants to groups
and random assignment of treatment to groups. Consequently, the
experimental and the control groups were only equated statistically
in terms of pretest scores and age through the use of analysis of

covariance.
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2. This investigation was solely concerned with a specific
application of the LCDS in terms of a certain student population.
Therefore, these results are not generalizable to all LCDS applica-
tions or to all populations., Thus, in the broader sense, this study
serves only as a limited indicator of LCDS effectiveness and a basis
for more extensive research,

Implications

In examining the nonstandardized pre-post evaluative instru-
ments administered to the experimental group as part of the LCDS
experience, it is interesting to note that in group terms this
instrument indicated some measure of improvement. However, it should
be congidered that the LCDS approach teaches directly to the questions
which comprise this instrument. The scores of the experimental group
on this instrument are consistent with the results of both individual
written evaluations of the course and a lengthy group discussion
concerning the merits of the experience and the advisability of
certain modifications. Both of these forms of feedback indicated in
general that the participants viewed the course favorably, considered
it helpful and were opposed to any major restructuring. Considerable
pains were taken to elicit critical views. Consequently, it is felt
that these general comments to some extent accurately reflect the
perspectives of the participants. Thus, this course experience seems
to have been perceived positively by the participants while having no
effect in terms of self-concept and vocational maturity as defined in
this study.

These indications that this experience was favorable are in
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keeping with the earlier positive evaluations of Snead, Diment,
Hummel, Marshall, and Thorpe (1974); Seward and Wilkinson (1975);
Rodebaugh €1975); and Jennings and Walters (1975) which are discussed
in Chapter 2. The danger in placing too great an emphasis on the type
of positive evaluation described is expressed in part by Jennings
and Walters when they warn that the nonstandardized LCDS pre~ and
post-evaluative measures may be too subjective to be valid instruments
in assessing the effects of the LCDS. It is also expressed in part
by LeMay (1967) when he cautions that frequently, group researchers
have reported feelings and not evidence. However, taking both posi-
tive and noneffective considerations into account at face value, the
worth of the LCDS ultimately becomes a question involving a value
judgment. If the positive aspects of this approach are considered to
be sufficient justification, then the LCDS may be viewed as providing
a valuable experience for participants. If on the other hand
improvement in terms of self-concept and vocational maturity, as
defined, are considered to be of paramount importance, then there may
be insufficient justification to continue offering the LCDS in this
context, It would seem prudent to await the accumulation of more
research before making a final decision.

Recommendations

With the preceding in mind, several recommendations are made
for further research which are concerned with design considerations
and increasing generalizability.

1. It would be useful if a similar study could be carried out

in a setting where a randomized experimental design could be used.



125
This would be ethically feasible if the LCDS were being compared to
another counseling approach thought to be effective.

2, It would be informative to conduct a follow-up study after
a considerable period of time to determine if differences between
groups developed or were maintained which might be attributable to
the treatment variable.

3. It would be interesting to expand the LCDS offering to a
‘two-quarter experience where the system could be evaluated in its
entirety rather than in the adapted form ﬁhich was evaluated in
this study.

4, It would be useful to replicate this study at other
community colleges where the LCDS is being similarly utilized.

In conclusion, it is suggested that those responsible for community
college program development look critically at the objectives held for
a program such as the one described in this study and then tentatively
determine if the LCDS provides a productive means toward desired

ends.
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Appendix A
Academic and Professional Qualifications
of Content Analysts

1. Maxwell G. Bilsky

Ph.D. University of Michigan

Professor of Psychology, Madison College

Harrisonburg, Virginia
2. Jacqueline D. Driver

Ed.D. University of Maryland

Assistant Professor of Psychology, Madison College

Harrisonburg, Virginia
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GRADE CONTRACT
General 108
Life/Career Development

The grades in this three credit course are based on the following

standards:

F =

Extra credit work done on an individual basis on at
least three exercises from three of the Modules covered.
Three independent journal activities done outside of
class for each module.

Activities recorded in journal demonstrate excellent
work.

Regular attendance (no unexcused absences).

Full participation in class sessions including pre-

and post-evaluation measures.

Two independent journal activities done putside of
class for each module.

Activities recorded in journal demonstrate good work.
Regular attendance (no unexcused absences).

Full participation in class sessions including pre-
and post-evaluation measures.

One independent journal activity done outside of class
for each module.

Activities recorded in journal demonstrate average work.
No more than two unexcused absences.

Full participation in class sessions including pre-

- and post-~evaluation measures.

At least one independent journal activity done outside
of class for at least five out of the six modules,
Activities recorded in journal demonstrate conscientiocus
effort.

No more than four unexcused absences.

Full participation in class sessions including pre-

and post-evaluation measures.

Falling below one or more of the standards for a "D."

As a student in General 108 I contracted with the facilitators
and Thomas Nelson Community College to seek the grade of s
by fulfilling the appropriate standards, as listed above, within the
time period of this quarter. It is my understanding that, should circum-
stances require, the contract may be renegotiated and I may seek
another grade by fulfilling the appropriate standards.

SIGNATURES:

Student:

Facilitators:

Date:
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Appendix C
Pretest Letter

Thomas Nelson Community College

P. O, Box 9407 » Hampton, Virginia 23670
Phone (804) 826-4800

Dear Parent, Spouse or Close Acquaintance:

The bearer of this message is currently involved in
a course at TNCC which may or may not have some
effect on the manner in which he deals with everyday
situations. You are in a position to observe to
some extent this person's behavior. It is for this
reason that you are being asked to evaluate this
individual by completing the enclosed instrument.
This will be necessary at the present time and again
in several months when you will again be contacted.

The enclosed check list is basically self-explanatory.
Simply mark those adjectives which you feel are most
descriptive of the person bearing this message at the
present time. There are no good or bad or right or
wrong answers. We are simply trying to determine if
any change takes place.

Your cooperation is crucial in order for us to determine
the effectiveness of this'course. You are urged to

take the ten minutes necessary to complete the enclosed
instrument. Once completed, please place it in the
enclosed envelope, seal it and return it to TNCC by

way of the bearer.

Thank you for your cooperation. We will be contacting
you again in several months.

Equal Oppartunity Employer
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Appendix D
Posttest Letter

Thomas Nelson Community College

P, O, Box 9407 * Hampton, Virginia 23670
Phone (804) 826-4800

Dear Parent, Spouse or Close Acquaintance:

Thank you for cooperating earlier by completing
the check list that you received. In order for
your first evaluation to be of value, it is
necessary for you to again complete the same
instrument which is enclosed.

As before, the check list is basically self-
explanatory. Simply mark those adjectives which
you feel are most descriptive of the person
bearing this message at the present time. There
are no good or bad or right or wrong answers.

We are simply trying to determine your perception
of this person. This final evaluation is
important.

Please take the few minutes necessary to complete
this checklist, place it in the envelope provided
and return it as promptly as possible to TNCC by
way of the bearer.

Thank you for your further anticipated cooperation.

Equal Opportunity Employer




Appendix E
Tennessee Self-Concept Scale
Standard Scores

Hypothesgsis l--Total Score

Experimental Group Control Group
Pretest Posttest Pretest Posttest
49 51 53 50
49 47 44 61
46 49 40 53
29 31 47 50
36 36 56 64
46 42 55 62
42 48 43 40
51 54 36 39
33 37 55 66
49 52 50 46
55 56 54 52
63 69 46 39
24 26 46 51
42 46 51 56
50 48 50 46
32 39 32 49
51 52 24 27
39 39 44 45
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39
34
53
69
54
49
52
43
49
45

40

47
31
50
74
53
45
55
43
42
48

37

36
43
46
43
49
62
50
53
18
52

55

132
36
46
54
42
46
53
51
51
18
52

53



Appendix F
Tennessee Self-Concept Scale

Standard Scores

Hypothesis l--Identity or Self-Concept

Experimental Group Control Group
Pretest Posttest Pretest Posttest
46 54 49 48
48 42 55 58
50 52 42 57
32 32 53 50
36 44 56 56
42 44 59 66
37 43 40 37
54 53 36 32
27 37 57 63
55 58 55 55
57 61 51 54
6l 56 40 36
33 31 43 52
51 58 53 63
48 41 48 51
28 32 54 43
42 48 22 29
39 42 41 39

133



39
37
52
67
55
39
55
43
48
47

47

44
33
54
67
55
42
54
41
40
47
46

40
40
48
44
4.6
68
51
47
17
57

59
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41
55
46
39
67
52
44
17
59

37



Appendix G
Tennessee Self-Concept Scale
Standard Scores

Hypothesis 1--Self-Satisfaction

Experimental Group Control Group
Pretest Posttest Pretest Posttest
44 49 61 57
52 48 43 58
47 50 45 54
33 35 47 53
4] 40 56 63
54 48 52 58
54 55 46 43
51 54 39 49
43 . 43 51 63
43 51 50 45
57 57 57 58
64 74 56 44
18 20 46 54
39 39 57 58
57 37 55 51
40 46 52 56
58 57 30 30
43 42 51 48
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43
40
65
70
58
58
50
51
49
51

37

54
38
53
77
57
54
56
45
45
52

36

37
47
46
48
53
57
50
58
15
52

52
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39
51
59
47
54
44
51
53
14
50

35



Appendix H
Tennessee Self-Concept Scale
Standard Scores

Hypothesis l--Behavior

Experimental Group Control Group
Pretest Posttest Pratest Posttest
57 50 45 41
46 51 39 59
43 45 35 47
25 27 43 43
34 29 59 66
42 35 55 59
35 43 43 43
46 52 36 39
30 34 56 65
51 47 45 40
48 49 51 41
55 67 40 39
24 32 49 46
43 46 41 51
43 43 44 38
32 40 48 b4
48 47 23 26
38 38 40 48
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39
29
39
64
45
45
50
38
50
40

42

42
26
41
69
45
38
52
44
42
46

37

38
43
46
38
47
59
48
51
18
47

52
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39
47
43
36
4h
53
50
52
17
48
46



Appendix I

Age Data--Experimental and Control Groups

Age Frequency
Experimental Group Control Group
17 1 0
18 4 1
19 1 2
20 6 6
21 | 3 2
22 1 2
23 2 1
24 0 1
25 0 3
26 2 3
27 0 3
28 0 0
29 : 1 0
30 1 0
31 1 0
32 0 1
33 1 1
34 0 0
35 1 0
36 : 1 0

139



37
38
39
40
41
42
43
44
45
46

Total 29

29
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Appendix J
Career Maturity Inventory Raw Scores

Hypothesis 2

Experimental Group Control Group
Pretest Posttest Pretest Posttest
39 38 42 44
38 41 39 44
28 31 44 42
34 35 39 41
39 37 44 43
33 42 37 41
40 39 42 34
45 39 41 37
32 23 44 40
47 45 30 36
33 34 41 39
41 40 45 43
46 44 42 41
31 36 46 46
37 45 39 38
29 23 41 39
40 43 30 | 25
32 32 39 40
41 40 37 T3
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38
37
34
42
44
36
40
40
38

42

34
30
43
39
37
35
45
41
46

40

27
39
34
43
39
41
45
42
39
40
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33
36
35
42
40
45
44
42
42

43



Appendix K

Adjective Check List Standard Scores

Hypothesis 3--Self-Confidence

Experimental Group Control Group |
Pretest Posttest Pretest Posttest
57 65 50 45
37 37 47 47
38 57 43 49
48 53 38 - 43
59 59 61 53
48 50 53 40
36 33 58 48
53 51 57 66
27 44 48 46
28 41 49 45
44 39 61 63
62 66 . 45 50
66 62 60 57
42 48 58 64
62 71 49 51
39 36 53 58
43 48 50 57
44 42 66 61
41 43 60 47
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50
42
65
44
51
39
44
63
53
51

50
50
57
45
46
43
49
57
47
58

45
53
57
47
42
61
66
64
59

76

144
51

58
59
37
49
60
51
53
66

77



Appendix L
Adjective Check List Standard Scores

Hypothesis 3-~Personal Adjustment

Experimental Group Control Group
Pretest Posttest Pretest Pasttest
42 37 38 48
48 46 51 61
49 54 51 62
61 53 51 33
59 61 35 45
58 50 64 58
52 47 44 45
52 48 43 28
55 60 49 49
46 54 45 43
38 31 55 55
58 53 44 31
44 36 36 28
41 53 46 58
53 52 45 55
31 24 41 41
39 57 55 59
43 46 58 56

45 61 25 32
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33
57
49
60

70

47

58
50
50

63

44
67
41
57
61
45
57
44
49

56

45
44
55
50
55
45
46
24

56

51.
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36
46
55
54
63
48
54
15
57

47



Appendix M
Adjective Check List Standard Scores

Hypothesis 3--Autonomy

Experimental Group Control Group
Pretest Posttest Pretest Posttest
61 69 41 41
30 26 45 51
38 61 46 44
40 51 46 44
b4 44 59 57
35 43 46 41
26 28 43 49
49 48 55 73
38 40 51 68
28 38 44 44
48 50 58 56
65 63 69 59
63 59 . 54 64
50 35 60 50
67 57 ' 49 46
50 62 62 63
52 49 45 38
43 53 51 47
48 44 56 67

147



49
40
64
45
39
44
40
67
53

39

36
45
51
44
40
44
38
77
48

45

48
51
51
55
46
57
65
89
61

62

148
52
56
42

38

42
60
59
83
59

63



Appendix N
Adjective Check List Standard Scores

Hypothesis 3--Change

Experimental Group Control Group
Pretest Posttest Pretest Pogttest
52 57 55 © 50
29 29 42 54
51 60 45 45
56 54 32 32
39 52 46 48
38 45 38 45
29 24 45 54
39 51 55 42
33 55 35 41
22 35 45 45
38 38 54 60
62 56 62 51
65 58 45 45
42 42 | 48 48
70 60 51 54
45 57 54 56
56 51 48 48
42 42 38 32

42 52 38 39
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42
36
51
38
42
48
43
62
65

50

51
35
51
42
43
52
43
65
55
59

45
38
54
50
51
54
56
56
57

54

150
42
53
51
47
38
48
52
54
64

57



Appendix O
Process Orientation to Plamming Indicator

Raw Scores

Hypothesis 4

Experimental Group Control Group
Pretest Posttest Pretest Posttest
2 1 2 3
2 3 p. 2
1 1 2 3.5
3 1.5 1 2
2 2 2 4
1 1 2 3
1.5 2 1 2
1 2 1 2
2 2 2 3
2 2 2 1
3 3 2 1
2 1 3 1
3 2 3 3
2 2 2 3
2 1 2 3
2 3 2 2
2 1 1 2
1 2 2 2
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