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FOREWORD

The 1987 Employability and Work Family Integration Research Study
provides an excellent focus for career development practitioners to
review their current practices for delivering career information and
guidance services to Maine youth.

The study, based on the perceptions of 754 Maine youth from eight
schools, presents, through reviews of the literature and analyses of
data, the writers’ thoughts and recommendations that should be con-
sidered when working with youth as well as adults in career transition.

The approach to the development of this report is unique in that
nationally recognized experts agreed to assist the MOICC in the
writing of the subreports.

I encourage you to read this report and consider its applicability to
your community, school, or agency setting in the delivery of career
information and guidance in Maine.

Charles A. Morrison, Commissioner
Maine Department of Labor

Chair, MOICC
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To the Authors:

As project manager I extend my appreciation to each author for the personal
contributions made to the Work Family Integration Study.

Each author volunteered time to review an assigned area, prepare a focussed
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educational policy makers.

The authors, through their sharing of expertise, brought life and truth to this major
undertaking. Except for a few minor editing considerations, each author’s work is
published as presented.

Again, my thanks for the professionalism and commitment of each author.

Stephen D. Thompson
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OVERVIEW: Introduction to the study

Stephen Dexter Thompson
Maine Occupational Information Coordinating Committee

he Work Family Integration Study of 1987
Tsurveyed 754 sophomore students from eight
schools. Seven schools had been recruited by the
Maine Occupational Coordinating Committee
(MOICC) to participate in the formation of the
Rural Career Development Group (RCDG),
which served to bring focus to career develop-
ment issues for rurally isolated Maine school sys-
tems. The eighth school was one of Maine’s
larger urban high schools that had been involved
in comprehensive career education program-
ming during the mid-seventies under the Career
Education Incentive Act. The following chart
depicts the participating schools, the school size,
and the number of sophomore survey respon-
dents.

Schools Participating in Survey by

Population
N Mober % ogonirey
Bethel 606 77
Bingham 223 23
East Corinth 373 90
Eastport 224 47
Howland 312 78
Lincoln 439 105

South Portland 1208 245
Sullivan 387 89

The surveys were administered to sophomores
in April of 1987. The administration included (1)
the two-part Employability and Work/Family In-
tegration Survey, (2) an essay on work/family in-
tegration at age 30, and (3) the Career Decision
Making System (CDM) (Harrington and O’Shea,
1982).

The Employability and Work/Family Integra-
tion Survey was designed in two parts. Part One
collected personal information and perceptions
from survey respondents which would allow re-
searchers the opportunity to form student
profiles using variables such as gender, program
of study, self-perceived work environment,
grades, and earnings to define relationships be-
tween student profiles/groupings.

Part Two was designed using the pre-employ-
ment competency areas which are defined in Pre-
Employment Competencies System (Youth
Credentials Work Group, 1985). The competen-
cy system was developed in 1984 using the four
major competency areas of (1) Career Decision
Making, (2) Life/Work Management, (3) Job
Getting Skills, and (4) Work Maturity. In addi-
tion to these four competency areas, MOICC
staff with the assistance of Dr. Gayle Kimball of
the California State University at Chico,
developed a fifth competency area, Work/Fami-
ly Integration Skills.

With the continued assistance of Dr. Kimball,
an essay topic was developed to assess the
thoughts of students to issues relating to work



and family integration. The essay topic was as fol-
lows:

@ In a short essay, please describe what you
believe will be a typical work week when
you are thirty. Describe your work, your
lifestyle, and how you combine family (if
any) with work responsibilities and pres-
sures.

The third administrative part of the study was
the completion of the CDM. Developed by
Thomas Harrington and Arthur O’Shea (1982),
this instrument, among other tasks and out-
comes, assesses individual career interests within
six work environments--(1) Crafts, (2) Science,
(3) Artistic, (4) Social, (5) Business, and (6)
Clerical. The six work environments are some-
what comparable to John Holland’s (1973)
theory of career development.

Through the administration of the CDM, re-
searchers were able to obtain Holland-type
codes of respondents derived from an instru-
ment which reliably indicates preference for cer-
tain work environments. These results were
compared with information gained in Part One
of the survey instrument which called for stu-
dents to rank-order preferences for work en-
vironments, using Holland descriptions.

Purpose

The 1987 Employability and Work/Family In-
tegration Survey represents a collaborative ef-
fort by the MOICC, the College of Education of
the University of Maine, and the Maine Depart-
ment of Educational and Cultural Services. The
intent of the research team is to assess, over time,
the career development and life/career aspira-
tions of the 1987 sophomore. The 1987 survey is
a beginning that will include continued surveys
through their senior year, and then concluding
with a follow-up survey, five years following
graduation from high school. Initial findings will
provide a base for assessing changes in career
maturity, decision making skills, and view on is-
sues of employabilty and work/family integra-
tion. Simply stated, the short-term goals of the
study are:
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® 1. Prepare a baseline set of data for use
within a continuing career development
study.

® 2. Add insight for state and local educa-
tional planners, university-level prepara-
tion program educators, and appropriate
others to develop strategies to achieve ex-
cellence in the delivery of career guidance
services, kindergarten through adult-
hood, in Maine.

@ 3. Provide local educational agency per-
sonnel with individual student data to as-
sist teachers and counselors in their work
with students.

e 4. Evaluate the instrumentation used in
this study for replication in other school
systems.

e 5. Utilize findings to recommend specific
curriculum activities for students with
similar response profiles.

@ 6. Give information to parents in order
that they might become more effective ad-
vocates for the career development and
aspirations of their children.

e 7. To contribute to the growing body of
knowledge on the life and career aspira-
tions of high school-aged youth with its
relations to employability and work/fami-
ly integration.

Process and
Instrumentation

The survey instrument was originally employed
in 1984 and titled The 1984 Pre-Employment
Competency Survey. Designed by Stephen D.
Thompson and Michael D. Shannon, the survey
was administered to seniors graduating from fif-
teen Maine high schools during the spring of
1984. In the 1987 revision, the instrument was
divided into two sections with the new questions
added to Part One to account for work/family is-
sues, and the Work/Family Integration Skills
competency was added to Part Two. The format
of the instrument was redesigned to ease comple-
tion by respondents for easier codification by

Thompson
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data-entry personnel. In Appendix B will be
found a copy of the instrument.

In February of 1987, counselors from par-
ticipating schools attended an overview presen-
tation on the use and administration of the
survey. Procedures were discussed for the ad-
ministration of the instrument and respon-
sibilities of local educational agency personnel
were outlined. In April of 1987 the survey was ad-
ministered to the 754 sophomores at the par-
ticipating schools. Responses were recorded on
computer tape by data entry personnel of the
Maine Department of Educational and Cultural
Services. Dr. Michael D. Shannon wrote the ini-
tial job language for the computer analysis with
University of Maine computing consultant,
Wayne Persons, assisting in editing and rewrit-
ing programs to ensure desired outcomes.
University of Maine Doctoral intern, Thomas
Earley, under the direction of Dr. Stanley
Freeman, assumed responsibility for data
processing coordination at the University of
Maine computer center in Orono.

To gain maximum benefit and insight, the
project coordinator, Stephen D. Thompson,
asked other nationally recognized experts in
career development and work/family issues to as-
sist the MOICC in the project at hand by writing
subreports and commenting on survey findings.
The following is a list of participating authors
and their topics.

° Dr. Kenneth B. Hoyt, Distinguished Profes-
sor, Kansas State University: Comments
and Observations Regarding the Maine
Work/Family Integration Study of 1987.

o

Harry Drier, Research Scientist, The
Center on Education and Training for
Employment, The Ohio State University:
Youth Transition: Work maturity basic to
employment entry and success. With Janet
Ciccone.

o

Dr. Arthur O’Shea, University of
Masachusetts-Boston, Co-author of the
Harrington/O’Shea Career Decision
Making System: Career Interest Assessment
in the Maine Employability and Work/Family
Integration Survey.

Thompson

° Dr. Gayle Kimball, Professor of Women
Studies, California State University at
Chico: Preparing Adolescents for Their Fu-
ture Roles: Combining work and family.

o

Dr. Mary Elizabeth McCormac, Program
Consultant, National Occupational Infor-
mation Coordinating Committee,
Washington, DC: Job Seeking Skills: Prepar-
ing youth for change.

o

Dr. Charles W. Ryan, Professor of Educa-
tion and Chair, Department of Education-
al Leadership, College of Education and
Human Services, Wright State University,
Dayton, Ohio: Career Decision Making: En-
hancing life/work options.

[

Dr. Michael D. Shannon, Assistant Profes-
sor and Coordinator of College Student
Personnel and School Counseling
Programs, Education Division, The Col-
lege of Saint Rose, Albany, NY: Life Work
Management: Autonomy and problem solv-
ing.

Dr. Robert A. Cobb, Dean, College of
Education, University of Maine, Orono,
ME: Educational and Occupational Aspira-
tions of Rural Youth: A review of the research.
With Pamela S. MacBrayne.

o

o

Dr. Stanely L. Freeman, Professor of
Education, College of Education, Univer-
sity of Maine, Orono, Maine:

o

Janet Ciccone,Program Associate, The
Center on Education and Training for
Employment, The Ohio State University:
Youth Transition: Work maturity basic to
employment entry and success. With Harry
Drier.

o

Pamela S. MacBrayne, Special Assistant to
the President, University of Maine at
Augusta, Augusta, ME: Educational and
Occupational Aspirations of Rural Youth: A
review of the research. With Robert Cobb.
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COMMENTS AND OBSERVATIONS
REGARDING THE MAINE
WORK/FAMILY INTEGRATION STUDY
OF 1987

Kenneth B. Hoyt
University Distinguished Professor

Kansas State University

Introduction

Like most other "academaniacs,”" my usual ten-
dency is to study research reports in a very criti-
cal manner in order to learn how much
confidence I can place in the "new truths" such
reports claim to have produced. My first reading
of the Maine Work/Family Integration Study of
1987 was done in such a manner. Had this reac-
tion paper been written based on that reading, it
would look quite different from what appears
below.

After reflecting for a considerable period of
time regarding this report, I concluded that this
is, indeed, a unique kind of undertaking. Its
greatest values derive from considering what was
done, not in noting the specific research find-
ings. It deserves to be read in an unhurried,
reflective manner. Only if done in such a manner
can one grasp its basic importance and value as
a contribution to the literature.

Careful reading of the manuscript leads to
three bases for reflective thought. These are:
(1) The conceptual strategic contribution of the
study; (2) the development of instrumentation
for the study; and (3) the collaborative nature of
this undertaking.

Conceptual Strategic Contributions
of the Study

While never stated inexplicit form, those
responsible for this study appear to have several
strategies in mind, each of which holds implica-
tions for other States. Only the most obvious of
these will be identified here.

e First, it seems clear that this study was
designed, in part, as a means of gaining ac-
ceptance of the Maine Occupational In-
formation Coordinating Committee
operations by (a) rural school districts
and (b) professional school counselors in



Maine. This was accomplished through
number of sub-strategies including
(a) making the Career Decision Making
System (a part of the Maine OICC ser-
vices) one of the prime data-gathering in-
struments, holding potential for im-
mediate use in studying other data; (b)
selecting seven rural school districts and
contrasting data from these systems with
those from the most highly developed
career education program in Maine (thus
making it almost sure that the need for the
Maine SOICC in rural Maine school dis-
tricts could be demonstrated); and (c)
using career development literature
familiar to many counselors as part of the
rationale for the study. This kind of "get-
ting-a-foot-in-the-door"strategy appears
to have been very effective. Other
SOICCS would do well to reflect on what
was done here.

e Second, by dividing the basic data collec-
tion instrument into two parts--one aimed
at demographic/career development per-
ception items and the other at student
perceptions of need for employability
skills development--the researchers were
able to collect a great deal of immediate-
ly useful and interesting data. Thus, a
quick turn-around time for feedback both
to participating school districts and to
those responsible for approval of further
work on this study was assured. For
studies such as this one, where lon-
gitudinal data collection efforts are en-
visioned over a period of years, it is often
essential that the need for some kind of in-
teresting--and probably encouraging--
feedback be provided. This need was met
well in the strategies used here.

e Third, by involving a sub-study of judge-
ments made by classroom teachers (who
will be the prime implementers of the sys-
tem if it is made operational), a series of
data holding good face validity for other
Maine classroom teachers has been ac-
cumulated. The researchers now have
available an abundance of data consisting
of teacher judgements regarding (a) what
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is important to teach; and (b) the grade
levels at which teachers believe it is up-
propriate to teach these things. This is
bound to be helpful of the researchers
now attempt to convince teachers in other
school districts to implement the Maine
Employability Skills Development
Program.

e Fourth, by involving highly respected
career development experts both from
Maine and from other parts of the Nation
in writing parts of this report, the re-
searchers have utilized yet another clear
strategy in gaining acceptance for--and
avoiding criticism of--their efforts. Judge-
ments of the Maine experts are par-
ticularly important here. The fact that
these other experts have allowed their
names to be associated with this study
should help the researchers convince
others that they are engaged in a
worthwhile effort deserving of further
support.

Development of Instrumentation for
this Study

These researchers have drawn heavily on ear-
lier work completed in Maine by the Youth
Credentials Work Group of the Maine Depart-
ment of Labor. By expanding on this earlier
work, they have developed five broad areas of
employability and work/family integration, along
with twelve specific competency areas. This has
led to development of a very unique scheme of
five interrelated data colection efforts.

First, Part I of the "Student Survey" consists of
a combination of demographic and career
development items. Using data from this part of
the survey instrument, the researchers have
developed an easily useable means of assessing
the nature and realism of current career
plans/aspirations, the nature and amount of past
jobs held by students, and work/life values of the
10th grade students involved in this data collec-
tion effort. By relying entirely on self- percep-
tions of respondents, some of the resulting data

Hoyt
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are, admittedly, soft and in need of verification.
While this is being done, the researchers have
amassed a set of data immediately useful in draw-
ing statewide attention to the needs of rural
youth for assistance in the career development
process. By including some items clearly related
to concerns of many adults in Maine (e.g., "Do
you think your career plans can be met by
employment in Maine?") the immediate public
relations value of these data is apparent.

Part II of the "Student Survey" is equally innova-
tive in nature. Here, respondents are asked to
rate each of 64 "employability skills" in terms of
its relative importance as perceived by the 10th
grade students who served as respondents. The
authors have assumed that, if 10th graders indi-
cate a given skill is important for them to have,
the school district should attempt to provide it
prior to high school graduation. This is obvious-
ly open to question by those who recognize that
teaching such skills will inevitably become part
of the adult lifelong learning efforts in the years
ahead. Perhaps it would be most fruitful to focus
on appropriateness of the skills rather than the
age(s) at which such skills should become avail-
able to youth and adults. In any event, the poten-
tial usefulness of this instrument containing
these 64 employability skills is great indeed. It
represents an important contribution to the
literature independent of whatever may be
learned from analyzing the data themselves.

The 64 items in Part II are so specific they can
be grouped into a variety of different categories
depending on one’s conceptual orientation to
career development. The authors have used their
own preferred career development model. With
the data available in raw-score form on an item-
by-item basis, those with other kinds of career
development models could also find these data
useful. This is one of the clearest contributions
to the career development movement made by
this study. It should be appreciated by all of us.

A very unique part of the data collection instru-
ment involved asking each respondent to write a
250-word essay describing what he/she believes
will be a typical work week for him or her when
30 years old. The prime utility of these data will
obviously be to compare them with followup data

Hoyt

obtained from these same persons when, in fact,
they are 30 years old. If and when this is done, my
hunch is the resulting analysis will, once
again,clearly demonstrate that, at age 16, most
youth have very unclear and unrealistic notions
regarding the worklife they will be experiencing
as mature adults. This part of the data collection
efforts illustrates extremely well a basic principle
of student survey research; namely, if the re-
searchers do not have clear plans in mind with
respect to how data will be analyzed and used, the
collection of a particular kind of data should be
questioned. Apparently, the researchers plan to
compare data from these essays with various
kinds of demographic data collected in Part I of
the "Student Survey." It is not clear to me how this
will be either done or interpreted.

A sample of Maine teachers (apparently drawn
from the same high schools as the 10th graders
participating in this study) was also administered
an instrument consisting of the 64 employability
skills included in Part II of the "Student Survey."
For each skill, the teacher was asked to judge: (a)
its importance as a high school learner outcome;
(b) the grade level (junior or senior high school)
in which it should be taught; and (c), the subject
matter area in which the concept is most proper-
ly infused.

While this is obviously an innovative way of
motivating teachers to implement the teaching
of these employability skills, three important
considerations must be mentioned. First, it
seems quite likely that, in the case of several of
these skills (e.g., "describe the current labor
market"; "divide work tasks in the family setting
evenly"; "listen carefully and openly to the needs
of others") a need will exist to teach these skills
with differing emphasis at several grade levels.
As with the teaching of such skills as "sentence
construction," there is a need to teach the skill at
several levels depending on the maturity and
readiness of the pupil.

Second, it is equally clear that most of these
skills could and should be infused into more than
one subject-matter area. Hopefully, when data
are analyzed and interpreted, this will be recog-
nized and emphasized by the researchers.
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Third, while not included as a research ques-
tion in the teacher surveyj, it is obvious that, with
the way these 64 employability skills have been
written, coupled with the ways the researchers
have already grouped them, it would be possible
to consider teaching them to high school stu-
dents as a separate course rather than by infusion
into each subject matter area. Here, the re-
searchers have created for themselves an ideal
opportunity to contribute toward solving this
problem by setting up contrasting treatment
groups--one emphasizing infusion and the other
the separate course approach--both in terms of
student acquisition of competences and in terms
if overall changes in teacher/counselor par-
ticipation in the career development effort.

In spite of one’s position on the kinds of con-
ceptual questions raised above, all should agree
that this effort to include teachers as respon-
dents in the study holds positive potential for
motivating these and other teachers to use the
results once they become available. It was a wise,
appropriate, and proper move.

The Collaborative Nature of this
Undertaking

The most valuable lessons to be learned from
this research are those regarding the clever and
innovative ways the researchers consciously
made this a truly collaborative effort involving al-
most all the kinds of "actors" who, in the long run,
will determine the extent to which the data will
be used. It is in this domain where the other state
departments of education in general and in-
dividual state SOICC operations can learn the
most.

Without exception, each member of the writing
team has contributed some expertise in her/his
written document that serves to further justify
and substantiate both the need for this study and
the data collection procedures themselves.
There is much to be learned from their writings
that could serve as a basis for improving upon the
research design for this study when it is repeated
in other states.
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As Freeman notes in his paper, all authors have
not interpreted the data in the same way. Thus,
there are some apparent inconsistencies in the
perceptual views presented. This kind of varia-
tion is inevitable whenever persons not involved
in the actual design of instruments and the data
collection process are asked to comment on the
results. The value of the study is not lessened be-
cause this has happened. On the contrary, the ob-
vious presence of variation in the way findings
are interpreted will motivate the careful reader
to study the data more intently by himself/her-
self.

Almost every kind of person who, eventually,
will be responsible for using the results of this
study has been invited to participate in some way
in the total effort. This includes some of the most
respected educators in Maine as well as clearly
identifiable national experts in various aspects of
career/life development. As noted earlier, it has
also included practicing classroom teachers.
Collectively, the voices of those participating in
this study should produce strong support for its
continuation as a longitudinal project.

One of the important contributions of this
study was to demonstrate, in an unusually clear
manner, the potential State Occupational Infor-
mation Coordinating Committees (SOICCs)
have for initiating and implementing collabora-
tive career development efforts on a statewide
basis. Because of its unique structure, a SOICC
can work equally well with school administrators,
classroom teachers, counselors, career and voca-
tional educators, private sector persons, and
various state/local government agencies. With
the process of career development becoming in-
creasingly important on a lifelong basis, this kind
of SOICC potential needs to be recognized and
utilized. This study provides an excellent illustra-
tion of how this was done in one State.

Concluding Remarks

The observations found in this brief piece have
been intended primarily as an effort to help
readers look beyond the specific data derived
from this investigation to some of their broader
implications. In striving to reach this goal, it is

Hoyt
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not my intent that other ways of viewing the total
study should be ignored. On the contrary, it is my
hope that the thoughts found here will stimulate
many others to engage in their own reflective
thinking process regarding the implications and
broader significance of this research effort.

Hoyt

As each of us reflects upon these writings, it
seems to me that at least one thing will become
crystal clear--namely, the creative, innovative,
untiring professional leadership provided by
Mr. Stephen D. Thompson and Dr. Michael
D. Shannon. We are all deeply in their debt.
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THE 1987 EMPLOYABILITY AND
WORK/FAMILY INTEGRATION
SURVEY
Introduction

Stanley L. Freeman, Jr., Ed.D., N.C.C.
Professor of Education

University of Maine

aine is a hotbed of interest and activity in
M"raising aspirations" as the 1980’s an-
ticipate the changing economy of the 1990’s.
Governor John McKernan has declared this to
be a priority effort of his administration in order
to prepare Maine for its place in the global
economy. Project A.S.P.I.LR.E. has been
launched as a joint effort of the Department of
Labor and the Department of Human Services
to prepare adults for economic and social self-
sufficiency. The STAR Program of the Depart-
ment of Labor aims to provide unemployed
individuals with training opportunities that lead
to jobs in stable and expanding industries.
Meanwhile, the Department of Educational and
Cultural Services has announced an initiative to
assist 8th graders to forecast a future for them-
selves through Planning to Realize Educational
Potential (PREP). A broader effort to build
partnerships between schools and business is
known as the Aspirations Compact. At the
University of Maine, research and public service
efforts targeted to aspirations raising are under-
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way in the College of Education and the
Cooperative Extension Service.

In this context, it is timely that the Maine Oc-
cupational Information Coordinating Commit-
tee is releasing this report of its 1987 survey of
sophomores in eight Maine high schools. They
were asked questions to disclose their thinking
about their futures. The implied goal of aspira-
tions raising efforts is for high school youth to
crystallize an image of a future in which they will
be more educated and employed at a higher level
than have been their parents. The 1987 survey
tells us something about the process and the
problems of forming a futurized self-image, and
can inform policy planners about what may be
the more significant tasks in trying to influence
aspirations.

The Nature of the Study

The study was undertaken as the first phase of
a longitudinal investigation of some elements of
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career maturity behaviors of sophomore stu-
dents in eight Maine high schools. Seven of the
schools are classified as "rural" while one is a
Maine-style urban school. The intention is to re-
survey these same students again when they are
seniors and still later five years beyond gradua-
tion. One variable to be investigated is the rela-
tive effects of three different computerized
guidance programs being introduced in the rural
schools.

"This study should provide needed insights and
recommendations leading to improved career
development activities within Maine’s public
schools." (Memo from Steve Thompson, 4/27/87)
It is important to clarify the boundaries of the
survey from which insights and recommenda-
tions may be derived. The survey inquired into
the opinions of students as to the importance of
certain career-related competencies which are
alleged to be related to career planning and
employability. At no place in the survey were ac-
tual competencies measured. Therefore, caution
should be exercised by readers in interpreting
the actual state of career readiness of Maine
sophomores, and in judging the effectiveness of
Maine schools in producing competencies in
career planning.

The survey was in five parts including a survey
of teacher perceptions which is not reported
herein. Part I collected descriptive information
about the students including their current plans
for future education and work. Part II invited
them to list the "importance to you" of 64
knowledges and skills derived from a Maine
JTPA 1984 publication entitled Pre-Employment
Competencies System.Part III consisted of a 250
word essay assigned in English classes on the
topic of "a typical work week when you are thir-
ty." Part IV was the Harrington-O’Shea Career
Decision Making System.

Overview of the Report

The papers which follow present analyses of
selected portions of the survey data together with
relevant theoretical background materials. The
paper by Cobb and MacBrayne introduces the
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reader to the broad field of aspirations research
and clearly summarizes the conflicting nature of
findings from studies across the nation. They em-
phasize the important distinction between
aspirations and expectations, and suggest that
actual attainment is still different from either.
They note five "interesting aspects of the find-
ings" of the present study and conclude by rais-
ing the fundamental question of what should be
the ultimate goal toward which individuals are
encouraged to aspire by our educational system.

Ryan, assuming that economic development is
a desirable societal goal, writes about the
dynamics of individual career decision-making
which lead toward a labor force that will support
that goal. He notes some contradictions between
the realities of the labor market and the rhetoric
of aspirations-raising. But he reasserts the im-
portance of career education as a curricular
response to the need for reality in career plan-
ning and achievement. His analysis of the survey
data is set against theories of career decision-
making and leads us to more than a score of
recommendations for consideration by policy-
makers and educators.

O’Shea’s paper is an analysis and discussion of
the group data on the the Career Decision Making
System for the sophomore sample. He comments
on gender differences, rural versus urban dif-
ferences, and expressed versus measured inter-
ests. He also remarks on the disparity between
the career choices expressed by the sophomores
and the reality of the Maine labor market.

Shannon provides an important reminder that
career is more than work and that it requires
competency in a range of life management skills
to achieve a healthy and satisfying balance among
roles. He demonstrates the necessity of using a
combination of stage and task developmental
theories in analysis of career competencies and
remind us of the significance of attending to in-
dividual learning styles as we attempt interven-
tions. This thoughtful analysis of the sophomore
data leads into recommendations for both in-
struction and research.

Continuing the discussion of multiple life roles,
Kimball directs our attention to family. She

Freeman



INTRODUCTION

reviews the transformations underway in family
structures in contemporary society and the ac-
companying shifts in perceptions of family-work
interrelationships. She notes the absence of sig-
nificant changes in gender roles to accompany
the new family structures. Then she compares
the family futures envisioned by the Maine
sophomore sample in their essays with com-
parable data from California college students
noting certain unrealities in these previews of
coming events. Finally she offers a Swedish
model for a curriculum in family education with
recommendations for its implementation in
America.

As youth move from the parental family and
school into the work place they must present
themselves as having certain work habits and at-
titudes essential to maintaining employment.
Drier and Ciccone discuss these employability
skills, especially "work maturity", as something
that thus far has fallen through the cracks of pre-
employment education. Noting the shrinking
youth cohort, they anticipate that soon
employers must tap a labor pool -- unemployed
youth -- who lack work maturity skills and at-
titudes. Pointing to the experience of JTPA, they
inform us that such skills can be taught and they
review a wide range of programs which have at-
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tempted to do so, without any standardization.
They then analyze the Maine survey data while
reminding us that we are inquiring into the at-
titudes of immature 15 - 16 year olds and should
not place too much emphasis on specific scores.
They recommend caution in policy development
and suggest some useful research to achieve
more knowledge about this aspect of career
maturity.

Finally, McCormac reviews that portion of the
study which addresses the tasks of seeking
employment. She appropriately points out that
youth tomorrow will land their jobs in a work
world very different from the current decade.
However, she does not suggest that job seeking
skills will be any different as she reviews the
literature on the four skill areas: job search, com-
pletion of resumes and applications, contacts,
and interviewing. Her review of the Maine sur-
vey data leads to some recommendations for ex-
panded research.

In a post-script section, Freeman discusses
selected items from the above papers in the con-
text of the Maine scene and draws implications
for practitioners, for professional education, and
for research.
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Introduction

spirations of youth have long been of interest
Ato educational researchers and practitioners.
In exploring educational or occupational aspira-
tions, researchers generally have examined such
variables as gender, community size, place of
residence, race, socioeconomic status, matura-
tional effects, determinants of and influences on
aspiration development, or a combination of
these. This review of the related research focuses
principally upon studies which have examined
aspirations of rural youth in the United States.

Defining the Terms

When reviewing the literature on adolescents’
aspirations, it is striking to note the abundance
of research which occurred in the 1960s and early
1970s. It is equally striking to note the paucity of
research on this subject in the later 1970s and
1980s. Research in the area generally differen-
tiates between and compares aspirations and ex-
pectations. Typically, aspirations have been
defined as an individual’s desire to obtain a status
object or goal such as a particular occupation or
level of education. Expectations are the
individual’s estimation of the likelihood of at-
taining these goals, plans, ambitions or dreams.



The conceptualizations of these terms is credited
to Kuvlesky and Bealer (1966) in their attempt
to define occupational choice which they con-
sider to be a reflection of an individual’s aspira-
tions or preferences concerning work statuses. A
few studies compare aspirations and expecta-
tions to attainment which is defined as the be-
havioral realization of the goal.

Historical Overview of the
Aspirations Research

Underlying much of the research is the implicit
assumption that aspirations and expectations are
in some way predictive of actual attainment in
adult life, and that there is a process which begins
in childhood and might be subject to social inter-
vention if we understood it better. Aspirations
have been considered an essential component in
the motivation to achieve, operating somewhat
like a self-fulfilling prophecy. Much of the early
research on aspirations or status projection and
attainment was concentrated in the midwestern
states and involved primarily white, middle-class,
high school students. Due to the nature of those
populations, few blacks or lower socioeconomic
status youth were included. By using high school
students, the most deprived youth were often ex-
cluded by virtue of the fact of their non-atten-
dance at school. Furthermore, most of the
studies focused largely or entirely on boys be-
cause of an assumption that careers and status at-
tainment are more important for males or that
the status of females is determined by that of
their husbands (Coleman, 1976). More recent
studies have included low-income youth,
minority students, and girls.

Most of the reported research has focused on a
particular state or region, with few studies using
national data. Because the studies used various
instruments for measuring the variables ex-
amined and because rural cultures vary from
state to state (and even within states) one should
be cautious in generalizing the findings from one
region to another. Because much of the research
is somewhat dated, one must be particularly
cautious when making comparisons. The socie-
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tal changes which have occurred since the 1960s
and the melding of culture through travel,
telecommunications and mass media also sug-
gest that caution be utilized in interpretations.

Aspirations and
Expectations

One clear conclusion from the literature is that
aspirations of youth are usually higher than their
expectations. Those studies which examined
these variables longitudinally have reported that
although expectations generally declined with
age, aspirations remained high. Boyd, Faris, and
Shoffer (1984) examined a sample of low-in-
come, southern rural young adults over the
course of three time periods which ap-
proximated the three developmental stages sug-
gested by Ginzberg, Ginsburg, Axelrad, and
Herma (1951): fantasy, tentative, and realism.
Over time, occupational aspirations declined
only slightly while occupational expectations
declined dramatically for each time period.
Their study raised the question of why the young
adults in their sample continue to dream dreams
that they never expect to fulfill. Kuvlesky’s work
(1970) also produced evidence that aspirations
do not become significantly more realistic as
youth mature, at least within the limited time
frame of the high school years, countering
Ginzberg’s theory. Coleman (1976), whose sub-
jects also encompassed Ginzberg’s three stages
(from preadolescence to late adolescence),
reported substantial declines in occupational
aspirations, supporting Ginzberg. Again, expec-
tations declined more than aspirations.

In a study of 614 young adults, Sollie and
Lightsey (1975), found that aspirations in-
creased during the time period from 1966 (as
tenth graders) to 1972, when they had achieved
full-time employment status. Expectations
during this time period decreased. Both aspira-
tions and expectations were substantially higher
than actual occupational attainment. In their
study, neither race, sex, nor residence (small city,
small town, rural farm, rural non-farm), when ex-
amined, altered the nature of the relationship
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observed for the sample as a whole. Cosby (1978)
found that the rural youth in his study, when ex-
amined as adults, showed stability in occupation-
al aspirations, a decline in occupational
expectations, and an increase in educational
aspirations. Educational attainment in early
adulthood was reportedly influenced by career
preferences developed during their high school
years.

Dunkleberger (1984) found a different pattern
in his longitudinal study that compared youth in
their tenth grade year to their early 20s. His data,
obtained from 1,000 young adults raised in rural
areas of six southern states, showed a decline in
aspirations over this time period. Educational
goals were affected more than occupational
goals, perhaps, in his opinion, because educa-
tional goals are the first to come in contact with
the limitations of personal ability, financial
resources and opportunities that are en-
countered in adult life. Boyd (1975) suggested
that changes he found in occupational aspira-
tions, in values associated with occupational
choices, and in perceptions of goal blockage as-
sociated with occupational choice, reflected
changes occurring in the larger society during
the period under study. Employment oppor-
tunities had decreased toward the end of the
period with the beginning of the recession of the
early 1970s. Women had greater freedom in
choice of occupations, and legislation resulted in
increased participation of blacks in many oc-
cupations. These and other changes in the larger
society are mirrored in the changes observed be-
tween Boyd’s youth (Boyd, Faris, and Shoffer,
1984) in 1967 and 1972.

The Influence of
Aspirations, SES, Gender,
and Race upon Attainment
In a seven-year restudy of 432 males, Haller
(1966) concluded that the levels of occupational
attainment in adult life are substantially in-

fluenced by levels of occupational aspirations in
youth. Kuvlesky and Bealer (1967), on the other
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hand, stated that their study did not provide
strong support for the hypothesis that occupa-
tional aspirations are a good predictor of oc-
cupational attainment. They reported data from
a sample of 1,001 high school sophomore males
interviewed in 1947 regarding their occupation-
al attainment. Work by Ramsoy (1953) and
Coleman (1976) has suggested that structural
factors such as family background and
socioeconomic status are more of an influence on
attainment than are aspirations. Yoesting et. al.
(1968) examined a sample of 143 males and
females from eight rural high schools in Iowa
who were surveyed as seniors in 1948, again in
1956, and again in 1967. Their data suggest sig-
nificant relationships between educational
aspirations and attainment. No significant
relationships were found between occupational
aspirations of the youth and their residential
background, socioeconomic background,
father’s education, father’s 1948 occupation, and
the frequency of discussion of future plans with
parents. Significant relationships were found be-
tween the occupations attained by the young
adults and their socioeconomic background, oc-
cupational aspirations, educational aspirations
and attainment, father’s and mother’s education
and their own migration. Compared to females,
a greater proportion of males attained the oc-
cupation they had aspired to as seniors in high
school. However, a greater proportion of
females attained additional education beyond
high school. As high school seniors, educational
aspirations were the same for males and females.
Youth with higher socioeconomic status were
more likely to aspire to and attain post-secon-
dary education, as were those whose parents had
higher educational attainments. A study by
Dunkelberger and Sink (1975) examined pat-
terns of attainment for different categories of
young adults. Although some relatively small dif-
ferences appeared by sex, race, and
socioeconomic status, their data revealed that
the basic patterns of attainment were quite
similar. Their study also showed that education-
al aspirations remained high even when educa-
tional attainment was low.

In a three-wave longitudinal study of white,
non-metropolitan youth in Alabama, Georgia,
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and Texas in 1966, 1968 and 1972, Thomas, et al.
(1976), reported that the major direct influences
in educational attainment were level of educa-
tional and occupational aspirations. Cosby, et. al,
(1975), examined the relationship between adult
attitudes and adult attainment. Because re-
searchers had reported that adolescent aspira-
tions have a substantial effect upon later
attainment and yet these same aspirations are
often much higher than actual attainment. Cosby
sought to determine what happened to these
aspirations in the adult period in light of real-
ized, lower attainment. It was found that educa-
tional and occupational aspirations remained
high in adults, despite low status attainment
levels.

Studies in the 1950s and early 1960s tended to
show lower aspirations of youth in economically
deprived and minority groups, but more recent
studies have often shown all groups to have
similarly high aspiration levels. Racial differen-
ces in the educational aspirations of rural youth
were examined by Kuvlesky and Ohlendorf
(1967). In a study of selected low-income coun-
ties in Texas, black boys and girls had higher
educational aspirations and expectations than
white boys and girls. Studies by Bales (1979),
Coleman, et. al. (1966), and DeBord, et. al.
(1977), showed the educational aspirations of
blacks to be higher than whites. Lyson and Stover
(1982) studied a sample of South Carolina youth
as sophomores in 1967 and as seniors in 1969. As
sophomores, more black boys expected to obtain
a college degree than white boys, white girls, or
black girls. As seniors, white boys surpassed the
other three groups in expectations, Thomas and
Cosby (1975) reported that in their study of 6,000
deep south high school students, blacks had
lower occupational aspirations and expectations
and equivalent educational aspirations and ex-
pectations when compared to white students.
Aspirations were higher than expectations and
both exceeded attainment for all groups. Both
black and white students were optimistic about
their future relative to their present life situa-
tion, but blacks were more likely to perceive fac-
tors hindering the attainment of their goals. On
the other hand, a later study by Cosby (1978) did
not find any significant differences between
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races. All groups endorsed traditional success
themes of higher educational and occupational
attainment, Chu and Culbertson (1982) studies
the effects of socioeconomic factors on a sample
of 73 youth from three isolated rural Alaska
towns. Significant differences in educational ex-
pectations were found between the white and
Alaskan native youth, with the whites having
higher educational expectations. Despite the dif-
ference in expectations, the native youth’s educa-
tional aspirations were comparable to whites,
supporting Merton’s (1957) contention that
educational goals tend to be universal and cut
across cultural differences.

In Cosby’s (1978) study, sex was a substantially
more important social origin variable in the con-
text of occupational preference than either race
or socioeconomic status. Girls perceived their
occupational choices to be more restricted, but
the selection of housewife was more likely to be
expressed as an expectation than an aspiration.
Although early marital plans were found to
depress the educational attainment levels of both
males and females, the negative effects were
considerably greater for girls. Coleman (1976)
also found the major difference between boys
and girls to be that girls tend to name only a few
occupations while boys varied much more wide-
ly in their occupational aspirations. Lyson and
Stover (1982) found that as sophomores in 1967,
black girls had higher educational aspirations
that white girls and boys, but lower than black
boys. By 1969, both black and white boys sur-
passed black and white girls in expectations, In
1979, the percentage of those completing a col-
lege degree was highest for white boys, then
white girls, black boys, and black girls respective-
ly. Chu and Culbertson (1982) did not find sig-
nificant sex differences in their Alaskan sample.
In their study of sex differences in the education-
al and occupational aspirations of rural youth,
Dunne, et. al. (1981) examined a sample of 1787
tenth, eleventh, and twelfth graders in 26 rural
high schools in five regions: Northern New
England, Nebraska, New Mexico, Oregon, and
Tennessee. The young women in their sample
showed significantly higher educational aspira-
tions, the same or higher occupational aspira-
tions, and equal ranges of job choices. Their
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study questions the applicability of male-based
status attainment theories and the validity of in-
struments used in previous studies when con-
sidering aspirations of female youth.

Effects of Urbanness and
Ruralness on Aspirations

Size of community or residence has been con-
sidered to be a variable related to educational
and occupational aspirations in many studies,
and once again there are conflicting findings.
Studies in the 1950s and 1960s generally
reported that rural youth had lower aspirations
than others, and this was seen as a major factor
in low attainment. According to Coleman (1976)
however, studies in the late 1960s and 1970s
showed rather small differences, or none at all
between the stated aspirations of rural and other
youth, especially during the high school years.
Data obtained by Sewall (1963), in a Wisconsin
research project, supported the earlier studies
that educational planning and aspirations of
rural youth are generally lower than those of
urban youth. Studies by Slocum (1956), Mid-
dleton and Grigg (1959), Cowhig, et. al. (1960),
Burchinal (1961), and Ramsoy (1961) had shown
this to be the case. In a study by Harris, et. al.
(1975), in Australia, aspirations of country
adults were lower than those of their urban
counterparts. As inhabitants in isolated com-
munities experienced better education, im-
proved communications and greater mobility,
their aspirations were raised not only for them-
selves and their children, but also for the whole
community in which they lived.

In a study of rural/urban difference in educa-
tional aspirations of 6,000 Minnesota youth, Nel-
son (1971) found that rural students register
academic aptitude scores similar to those of
urban students and they are as strongly en-
couraged to attend college as urban students.
Rural students are as likely to enjoy school as
urban students and they do not reject college at-
tendance because of the scarcity of family finan-
cial support. What emerges from this study is the
importance of social class in understanding com-
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munity effects. Class differences in rural and
urban areas are pronounced in Minnesota.
When social class as a variable is controlled,
rural/urban differences are reduced. However,
the rural community structure appears to
depress college aspirations below the level of
comparable students from more urbanized
areas. Data from a sample of 52,639 Minnesota
high school juniors indicated to Nelson (1973)
that although attendance at small rural schools
appears to lower values on one variable
(rural/urban residence) related to aspirations, it
simultaneously increased values on a second re-
lated variable (participation in extracurricular
activities). He suggested that reporting simple
community size differences in determining
aspirations obscures complex and confounding
variables affecting the formation of aspirations.

Cosby (1978), however, found that the rural
youth he studied had high educational and oc-
cupational aspirations, countering the conten-
tion that lower achievement among rural youth
results from lack of aspiration or ambition.
Rural youth, even the more disadvantaged par-
ticipate psychologically in the "American Suc-
cess Dream" if not in terms of actual behavior or
attainment, according to Cosby. His results con-
curred with those of Slocum (1956) studying 30
rural high schools in the State of Washington
during the 1964-65 school year who found that
75% of the boys and 65% of the girls expected to
go to college, indicating that, in at least one sec-
tion of the country, rural youth had high educa-
tional expectations. Coleman (1976) found very
little rural/urban difference and very high oc-
cupational and educational aspirations among
all children in his 1969 sample. However, by 1975
his sample showed some tendency for rural
children to have lower aspirations, as compared
to both urban children in that year and rural
children six years earlier. Race and sex differen-
ces, however, were still greater than residence
differences. O’Neil (1981) examined postsecon-
dary aspirations of 720 high school seniors from
five different residential settings (rural farm,
rural non-farm, village, small town, and large
city) in Ontario, Canada. His results indicated
that the differences between groups are minimal
as residential location accounted for only a small
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proportion of the variance in aspiration levels.
As a group, in fact, rural non-farm students had
the highest overall level of postsecondary educa-
tion aspiration, followed by small town and city
students, than rural farm and village students.
Chu and Culbertson (1982) found that the
socioeconomic status of the community made a
difference in educational expectations, with
lower status community residents having lower
expectations. No differences were found in the
different communities,however, in the level of
educational aspirations.

A study completed at the University of Maine
by Cobb, Mclntire, and Pratt (1985) reported
that there is a growing body of evidence that sug-
gest that rural youth have lower levels of
academic and vocational aspirations than do
their counterparts in suburban and urban areas.
Their 1985 analysis of data from 10,416 high
school seniors from rural, suburban, and urban
areas, matched for socioeconomic variables,
showed that rural high school seniors in the
United States have lower educational aspirations
than their peers in suburban and urban areas,
and when they do aspire to postsecondary educa-
tion, their expectations for the level of educa-
tional attainment are lower. More rural students
than urban students expected to enter the work
force immediately following high school and
rural students’ aspirations for specific careers or
professions were generally at lower levels. In
terms of the impact that the expectations of
teachers, counselors, and parents have on the
aspirations of youth, their data confirmed a
relationship between expectations of significant
others and the resulting aspirations. Rural
parents, teachers and counselors evidently are
perceived by students to hold career and educa-
tional aspirations for youth that are lower than
those held by suburban and urban adults.

Aspirations of High School
Youth in Rural Maine

The 1987 Employability and Work/Family In-
tegration Survey collected occupational and
educational aspiration data on the 754
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sophomores studies in eight Maine high schools.
The other reports that comprise this monograph
offer tables and discussions of many of the find-
ings. Several interesting findings have emerged
from these authors’ review of the data upon
which we wish to make comment. First, it is a
positive sign that there is a high degree of con-
gruence between the students’ program of study
in high school and their expressed plans im-
mediately following high school. For example,
the necessity of enrolling in a college-oriented
curriculum if one plans to go to college upon
graduation clearly is recognized by these
sophomores. Secondly, it is interesting to note
that the percentage of Maine students par-
ticipating in this survey who are planning to
enter military service immediately upon gradua-
tion is twice the national average. This may be at-
tributable to a perceived lack of other options or
opportunities available to them in their com-
munities or statewide. Third, sex-role stereotyp-
ing influences appear to be very much in
evidence among this population. By wide mar-
gins, more females than males in this study
preferred Holland work environments described
as Social, Artistic, and Conventional, while the
males preferred Realistic and Investigative by
wide margins over the females. Fourth, among
those students who reported they know, over half
of the students from rural communities in Maine
do not see themselves able to achieve their career
plans after graduation from high school or col-
lege in or near their hometowns. Most report
that they will likely have to move elsewhere to
find the career to which they aspire. Again,
among those who ventured an opinion, over one-
third believed they would have to leave the State
of Maine altogether to achieve their career
plans. Most report that they would not com-
promise their career plans to stay in or near their
hometown. And finally, with respect to projected
family plans, these students view themselves as
being partners in less traditional and more
egalitarian families.

Page 6



ASPIRATIONS OF RURAL YOUTH

How Influential Can
Significant Others Be?

The influence of significant others on the for-
mation of aspirations has been the focus of many
studies. Parents, peers, teachers and counselors
have been noted as important to setting youths’
aspirations and expectations in studies by Sewall
and Shah (1964), Bordua (1960), Haller and
Woelfel (1972), and Mueller (1979). Although
he did not consider teachers and counselors in
his study, O’Neil (1981) found that parents and
peers significantly affected levels of aspiration.
Yang (1981), in his study of a national sample of
1714 rural high school seniors in 1972, found that
grades in high school, parents’ influence and
peers’ influence were significantly related to col-
lege aspiration and actual college attendance.
Teachers’ or counselors’ encouragement to ob-
tain higher education affected rural youths’
aspiration but not actual college attendance.
Mother’s expectation was the most powerful in-
fluence on rural youths’ college decision and at-
tendance. Family income and number of siblings
did not relate to aspirations or attendance after
controlling for other characteristics. Coleman
(1976) reported that his data indicated parents
were the predominant influence on young
children’s aspirations, with others in this order:
siblings, other relatives, other children, other
adults, teachers, and ministers.

Other Variables

Deosaran (1975) reported that a review of the
Canadian literature shows that both the level of
postsecondary educational aspiration and the
level of expectation are related to the student’s
social class, with the latter more strongly related.
In all groups, aspirations are higher than expec-
tations. Not only do a smaller proportion of
lower class students aspire to attend universities,
an even smaller proportion actually do attend.
Being both poor and female depressed the
likelihood even further. Language, ethnicity,
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location of residence, ability, family size, birth
order, information access, type of high school
program, personality traits and the role of sig-
nificant others were all related to postsecondary
educational aspirations. A study by Picou and
Carter (1974), that examined a sample of 1241
white, male, high school seniors in Louisiana,
found that peer modeling had the strongest in-
fluence in aspirations and that the impact of
peers was greater for rural youth than urban
youth. Sewall (1963) showed that occupational
choice was related to socioeconomic status,
academic attainment of parents, school and com-
munity attitudes and intelligence. These vari-
ables interacted to such an extent that no single
one could, by itself, provide an adequate explana-
tion for the formation of aspirations.

Implications of the
Research

The conflicting findings in the research
described above clearly indicates the need for
careful scrutiny of studies before making
generalizations with regard to the antecedents of
educational and occupational aspirations of
youth. Additionally, the need for more current
research is obvious. Moreover, the studies also
raise philosophical issues deserving of con-
sideration. If the aspirations of all youth are high,
should we be pleased that they are aiming so
high, based on the assumption that high aspira-
tions will create the strong motivation that will
spur them on to higher attainment? Or should
we be concerned about the psychological blows
that some will suffer when they encounter reality
and find they cannot achieve all of their goals?
Although the desire to achieve may provide
motivation and drive, it can also result in frustra-
tion for those who do not make it (Coleman,
1976). If aspirations are higher than expecta-
tions and expectations are higher than attain-
ment, should we be trying to raise aspirations, or
expectations, or attainment, or all three? And
what are the relationships of these three to op-
portunity? If opportunities are not there, should
we raise hopes or should we, instead, concentrate
on removing the structural impediments that
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exist for some groups and provide expanded
educational and occupational opportunities? Or
should we do both? Without high aspirations,
low attainment is almost a certainty. If rural
youth or other subgroups within our society have
lower aspirations, are they destined to lower at-
tainment? Or should they be encouraged to raise
their aspirations, expectations and, hopefully, at-
tainment?

And finally, is status attainment the ultimate
goal of youth or should it be the goal of the oc-
cupational choice process? Perhaps happiness,
quality of life, lifestyle, and personal fulfillment
are more appropriate ultimate goals. If so, more
research about these factors and the processes
leading to success in these arena+ is required. A
contributing and satisfying life may be achieved
in a variety of ways other than through educa-
tional and occupational attainments alone.
Educational and occupational aspirations, ex-
pectations and attainment would then be ex-
amined as means to an end.
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INTRODUCTION

s we look to the future, it is important for
Aeducation and human resource planners to
realize that Maine’s most valuable resource for
economic development is its people. The way in
which Maine citizens are educated and prepared
for entry into the work force, as well as the quality
and characteristics of the educational institu-
tions is important to the overall delivery of career
decision making skills. A variety of complex is-
sues will confront human resource planners in
Maine: the quality of curriculum, quality of
counseling and guidance services, capacity of in-
stitutions to respond, and the need for increased
productivity among the business and industrial
sector. Many of these needs are very complex and
were beyond the scope of this survey, but the
results do provide direction for planning as we
enter the last ten years of this century.

During the period 1990-2000, Maine’s work
force must be well educated and highly produc-
tive; however, there are major forces at work in
the economy that will require changes within the
educational system. The implications are
profound as we deal with issues of economic
development, educational equity, new tech-
nologies, women in the labor force, multicultural
changes in our society, and population shifts to
cite a few. To adequately prepare Maine citizens
for participation in the economy of tomorrow,
several major objectives must be accomplished:

° 1. Schools must prepare students with the
educational knowledge to acquire job seek-
ing and keeping skills.

° 2. Schools must improve the participation,
retention, and graduation rate of Maine
students at all levels of education.

° 3. Schools must reduce the loss and increase
the number of educated people in Maine.



° 4, Schools must improve the quality of
career-guidance at all levels.

The survey conducted by the Maine Occupa-
tional Informational Coordinating Committee in
Spring, 1987, is both timely and of critical impor-
tance in resolving many of the above issues.

Permit me to expand on a few of the realities
facing educational and human resource planners
as we look to the future. First, the economic
realities indicate that a service-oriented
economy will dominate the future and require a
variety of entry level employees who do not re-
quire advanced education at the collegiate level.
We also seem to be polarized along two extremes
in that there is a significant population of poor
and unemployed who are surrounded by wealth
and a group of citizens who fare economically
well. The largest segment of unemployed were
Blacks who have faced increasing frustration in
acquiring high-level skills to enter a rapidly
changing employment market. Many semi-
skilled and unskilled workers in the mass
production industries that dominated the
landscape prior to 1960 have become victims of
technologically caused unemployment. As a
result, our government has responded with anti-
poverty experiments such as Headstart, Neigh-
borhood Youth Corps, Job Corp, and Job
Training Partnership Act. However, it is com-
plex and bewildering to many that we now report
very low unemployment statistics and at the same
time must deal with a large number of citizens
who are frustrated by their unemployment and
underemployment. Also, as professional jobs
decrease due to retrenchment and business/in-
dustry realignment, many people who are profes-
sionally trained are now forced to take less
desirable jobs, work part-time or work at lower
wages. This impacts those below them in the oc-
cupational structure. We must deal with the
aspiration level of many people who felt that suc-
cess would be guaranteed if they completed high
school and/or college. As a result of the above
contradictions, society has called for increased
employment counseling and improved career
guidance in our school systems.

We also have a variety of other problems related
to an increasing cohort of elderly citizens who
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wish to participate fully, a declining birth rate
that has lead to population shifts, an increasing
number of women in the work force who wish
equal status, equal pay, and equal treatment.
Family problems have increased in the United
States, and it is now estimated that about one
third of children in schools are from single-
parent homes. We face increasing teenage al-
coholism, and drug abuse; drop-out figures for
the United States indicate every state having
problems retaining youth in school. In fact, U.S.
News and World Report indicated that drop-out
rates fluctuate from 45% in Louisiana to a low
9% in Minnesota (U.S. News and World Report,
1987). We also face increasing concerns for
health and safety in our cities, the increasing new
technology and its related problems for dealing
with displaced workers, and some loss of faith in
government agencies to rectify these problems.
In short, the societal problems of the 1960’s and
1970’s have accentuated the need for skilled
professionals who can assist in career planning
within the public school system. It is no longer
feasible for counselors to work in isolation within
each rural or city school system; now they must
interface on a daily basis with professionals
working in employment counseling, human ser-
vice agencies, drug and alcohol treatment
centers, halfway houses and literally enter the
world of youth who are being serviced by a variety
of individuals.

As we attempt to visualize the future, it is dif-
ficult to predict with certainty the physical, so-
cial, and economic behaviors that will occur in
the year 2000-plus. Some demographers have
predicted that the world’s population will out-
race its food supply and that by the time the
problem is recognized, it may be insolvable
(Shertzer and Stone, 1976).

As we attempt to summarize the variety of
reports that have focused on the above issues,
some sense of direction seems to emerge. It is im-
portant that we consider our role in a global com-
munity in the future, redefining full employment
and economic stability, searching for an equi-
table society, maintaining a healthy environ-
ment, and seeking to educate our population to
continue developing a better world. Education
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in the 1990’s must continue to provide and
promote mathematics, science, written and com-
puter literacy, and aesthetic and cultural needs
as we educate our youth. Solutions to a variety of
problems that exist are not the responsibility of
the school in isolation, but will require a multi-
team and agency approach. We cannot continue
to conceptualize education as short term and
that people will graduate from high school or
college to enter an occupation with few atten-
dant shifts over their career lifetime. Recent
figures indicate that 50% of the 12 million stu-
dents in United States colleges were adults, up
from 40% in 1979. This indicates that our career
guidance programs will need to be redirected to
respond to the needs and interests of youth, mid-
dle aged, and older adults as we plan for the fu-
ture.

Another critical variable that will impact the
quality and substance of career guidance
programs in Maine will be both population shifts
and our move toward a multicultural society.
Career counselors will need to develop sen-
sitivity to ethnic differences and the need for in-
tegrating this awareness within counseling
programs. The recent publication, Cultural
Literacy (1987), has strongly suggested that in-
sensitivity to the shifts in our Hispanic, Black and
Asian populations cannot be neglected as we
plan programs in both rural and urban states. As
a multicultural society, the mobility of people
will increase interaction with various segments
and non-hispanic counselors, for example, will
need to be conversant with the language and cul-
ture of this cohort. It is certainly true that a mul-
ticultural society must recognize the values of
ethnic diversity and plan programs that enable
people to work together and understand the
values of each group.

With the above in mind, it is important to reas-
sert the importance of career education in the
schools and restimulate interest in this concept
which held so much promise for revitalizing the
public school curriculum in the 1970’s. It appears
that we still emphasize academics without blend-
ing the need for reality of achievement with
career planning. Far too often career counseling
lacks goals and a planned approach to helping
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our youth prepare for the future. Career or
academic program choice are often viewed as ac-
cidental and the figures generated by the recent
Maine Educational Assessment Survey suggest
that far too many young people are randomly
choosing the college curriculum as their focus
when the realities of the job market at their
fingertips does not support this (Maine Educa-
tional Assessment, 1987). These results indicate
that many youth plan to attend college after
graduation and at the same time indicate they
plan to live in Maine which may not be consistent
with the reality of the occupational opportunity
market. The MOICC survey generated data
which does provide cause for concern as we look
to improving the curriculum available to Maine
youth. From my perspective, Maine students
who drop out of school should not accept the
blame and analysis of the MEA data indicates
that teachers and guidance counselors appear to
have had very little influence on their career
choice. One wonders if we have had any influence
at all in their career planning.

CAREER DECISION
MAKING

The intent of the Career Decision Making com-
petency as defined by MOICC and used as part
of the 1987 survey is oriented to assessing Self
Awareness, Career Awareness, Labor Market
Information, and Career Choice. A brief com-
ment is appropriate on the role of career
decision making as an important ingredient in
successful job seeking. Recently, a variety of re-
searchers have theorized about decision making
theory and the relationship to occupational
choice through the use of decision models. Herr,
(et al 1970, 1979) suggested that these approaches
assume that an individual chooses a career or oc-
cupational goal which will maximize gain and
minimize loss. Herr maintains that implicit in
this approach is the expectation that the in-
dividual can be assisted to predict the outcomes
of each career alternative and the possibility of
success. The individual then chooses a career
goal which promises the greatest gain for per-
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sonal investment and at the same time permits
some options.

At the elementary school level, a career educa-
tion program using a decision model approach
might employ activities that teach the decision-
making process. Opportunities for self-aware-
ness and opportunities to gain accurate
information about the world of work are vital
components of the decision-making theories.

The following concepts are significant to this
approach:

@ 1. Choice occurs under conditions of un-
certainty or risk (Brayfield and Crites,
1964).

@ 2. A choice among possible courses of ac-
tion can be conceptualized as motivated
to two interrelated sets of factors: the
individual’s valuation of different alterna-
tives and his appraisal of his chances of
being able to realize each of the alterna-
tives (Blau et al., 1956).

@ 3. The process of making a decision be-
tween uncertain outcomes requires
reconciliation of several general factors:
the relative valuing of the outcomes, the
cost of attaining the outcomes, and the
probability that each outcome may occur
(Davidson et al., 1957).

@ 4. Decision-making includes the identify-
ing and defining of one’s values; what they
are and what they are not, where they ap-
pear and where they do not (Katz, 1966,
Herr and Cramer, 1979).

SOCIOLOGICAL THEQRY - Basically, this
approach states that sociological factors--such as
social class membership, home influences, the
school, the community, pressure groups, and
role perception--influence career development.
These factors influence career choice by deter-
mining the employment opportunities available
to an individual and which of those opportunities
will be considered and by identifying the social
needs that particular occupations will satisfy.
According to Peterson (1973), elementary school
career education programs that incorporate
sociological theories of career development may
include some of the following elements: (1) a
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program of parent involvement and parent
education, (2) activities designed to encourage
students to examine their values in relation to
values of other pressure groups, (3) group ac-
tivities which enable the student to identify his
role perception (e.g., leader, follower, enabler,
or isolate), (4) activities taking full advantage of
the experiential background of the student (eth-
nic, cultural, etc.), and (5) examination of oppor-
tunities in the community.

PERSONALITY APPROACHES - This ap-
proach to understanding career development
suggests individuals have unique needs which
direct them to occupations or environments
which satisfy these needs. The motivating factors
may be conscious or unconscious, and are
thought of as being goal-directed. Psychoanalyti-
cal approaches have worked as a method of satis-
fying basic impulses and providing some outlet
for unconscious wishes. This theory is limited in
that it does not take into consideration those ex-
ternal influences that individuals experience
over their life and career choice is often regarded
as less important than personality development.
A more modern approach is to stress the
developmental task or concepts of vocational
maturity and tie them to specific counseling
programs delivered through schools and human
service agencies.

Holland (1973) assumes that a person expresses
personality needs through the choice of an oc-
cupation. He maintains that we can classify in-
dividuals into a limited number of personality
types and that work situations or work environ-
ments can similarly be classified into a few
categories. Holland’s theory suggests that a
person’s growth and development are influenced
by both hereditary and environmental factors.
Each person is a product of the culture and
peers, parents, and other adults play a major role
in the ultimate career choice of each individual.
Out of these experiences and interactions, a
habitual or preferred method for dealing with
environmental tasks is developed. Holland
divides the occupational world into six model en-
vironments, which attract people with matching
personality typologies. The personality orienta-
tions correspond to the occupational environ-
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ments. For example, a realistic person would
prefer to deal with activities and learning tasks
that emphasize the use of psychomotor skills.
The manipulation of objects, the playing of
games, and other motor activities would charac-
terize a learning situation for this student.

A career education program using Holland’s
theory would encourage activities promoting
self-understanding and personal adjustment. In
addition, because of the significance of occupa-
tional stereotypes in this theory, it would be
necessary that students acquire accurate infor-
mation about the world of work early in their
school career.

DEVELOPMENTAL THEORY OF CAREER
DEVELOPMENT - The position espoused by
Super, Havighurst, and other investigators states
that career development begins early in life and
proceeds along a continuum of experiences. Oc-
cupational choice is a developmental process
that involves a series of tasks divided over a series
of life stages. Individuals pass through similar
life stages and a career program must provide ex-
periences compatible with these periods. Ac-
cording to Havighurst (1964), for example, a
developmental task for children ranging in ages
from 5-10 is to identify with a worker and achieve
success in the work tasks appropriate for this age

group.

The attainment of success in the tasks assigned
to elementary school children is essential for
development of later career success. A child who
experiences success activities will be stronger
psychologically and able to absorb the stresses of
adult participation in our culture. Learning to
make compromises between self-concept and
reality is essential to participation in the real life
situations of work and leisure.

Both Super and Havighurst suggest that per-
sonality development and career development
are interdependent variables in the maturation
process. It is important, therefore, that career
education programs integrate the concepts of
appropriate career development theory.
Provision for individual differences must also be
accounted for in the career education program.
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Ginzberg (1951) et al., have proposed that oc-
cupational choice is not a single decision, but a
developmental process which takes place over a
minimum of six or seven years and often ten or
more years. The process is largely irreversible
which implies: (1) that decisions cannot be
repeated and (2) that later decisions are limited
by previous decisions. Ginzberg proposes three
stages of career development: fantasy choice,
tentative choice, and realistic choice. These
periods correspond roughly to the elementary
school years, the junior and early high school
years, and the late high school years and after.

Super (1963, 1972, 1980), in expounding one of
the more interesting theories of career develop-
ment, suggests that the process of vocational
development is essentially that of developing and
implementing a self-concept. According to
Super, every person is suited to do many dif-
ferent jobs, and occupational choice depends on
many factors--socioeconomic background,
abilities, and available opportunities. Through a
process of compromise between individual and
social factors, the individual chooses a career
that will enable him to be the kind of person that
he views himself to be. An individual may change
an occupation if it is discovered that it is not con-
gruent with self-concept or if self-concept chan-
ges. Super holds that students must be provided
with exploratory activities that help individuals
differentiate their unique needs in the career
area. Satisfactory career adjustment provides the
foundation for self-expression, status, and self-
esteem. In school, teachers could devote con-
siderable energy to providing experiences that
help children clarify their self- concept. Steps to
self-knowledge might include a realistic ap-
praisal of interests, abilities, values, and per-
sonality traits. Each student should be given
opportunities in school to clarify reasons for be-
havior, feelings, and attitudes.

In sum, school counselors and teachers who use
career decision-making theories can help stu-
dents clarify career plans as part of the school ex-
perience. Career decision-making theories
provide the theoretical structure for developing
sound programs of career guidance. The use of
career planning models can help students ap-
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praise their career interests and develop plans
for a changing occupational world. School-based
programs will need constant redefinition as we
approach the year 2000.

FINDINGS

The 1987 Work Family Integration Survey col-
lected information on personal characteristics
and perceptions, and self-descriptions of pre-
employment competence among sophomore stu-
dents from eight Maine high schools. This
summary provides an overview of the results of
the survey pertaining to the Career Decision
Making competencies. Many findings not direct-
ly relating to this competency area do not appear
in this summary. Interested readers should ex-
amine the other sections of this report to under-
stand the full findings of this second
Employability and Work Family Integration Sur-
vey.

The data related to the career decision making
competency area focuses on self assessment,
career awareness, labor market information, and
career choice. The survey respondents are asked
to respond to 19 items that focus on sexual bias,
personal values, identifying skills and abilities,
describing past work experiences, describing
obstacles to employment, identifying occupa-
tional clusters, relating school subjects to work-
related skills and knowledge, describing various
types of work and their impact on lifestyle,
describing functions of various jobs of interest to
them, understanding the effects of an aging
society on the work force, and other data related
to labor market information and career choice.

In the labor market items, the respondents are
asked to rate their valuing of competencies per-
taining to the current local labor market, relate
specific career choice to regional labor markets,
and identify growth and demand occupations. In
the career choice items, the respondents are
asked to plan a strategy for achieving a career
goal, identify realistic choices, identify abilities
and relate them to an occupation, specify ap-
propriate career goals and demonstrate under-
standing of the economic consequences of career
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decisions in regard to education, training, and
employment. All items require the respondent to
address critical areas related to career decision
making and meaningful planning,

In relation to the career decision making com-
petency, it does appear that no difference exists
between females or males in terms of a medium
value reported response to self assessment,
career awareness, labor market information and
career choice. In general, between 200 and 300
respondents, both male and female, ranked the
competency value as medium.

In looking at the self-assessment phase of the
career decision making competency by program,
we again note that the college-bound give it a
medium value rating. The career awareness
phase was also given a medium value rating by
the college-bound and similar ratings occurred
in the labor market information and career
choice phases. It is interesting to note that stu-
dents in the general, vocational, business,
cooperative education and undefined did not
view the competency of high value to them. The
ratings are slightly higher in the medium value
category. The implication is that for students in
the non-college-bound programs, we are not
doing an adequate job of informing them of the
value of these four competency areas in relation
to career decision making.

Students who understand the self-assessment
competency indicated that knowledge in this
area would be of value to them. Self-assessment
is defined as knowledge of self as related to the
world of work. One’s ability to assess self-
knowledge is directly tied to the learning process
and must be continually re-examined through
the course of one’s public school career. It re-
quires the use of divergent thinking abilities that
permit one to appraise general interest, abilities,
skills and tie these values to a specific career area
where they can be utilized. Students who are able
to successfully demonstrate knowledge of this
competency are able to identify their values,
identify skills and aptitudes, describe their
employment history and potential obstacles to
future employment.
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In the career awareness competency, it is sug-
gested that youth will need exposure to a variety
of occupations and the ability to understand the
interrelatedness of employment opportunities in
the United States. Students will need to become
familiar with career clusters and the occupation-
al organization of our society. When a student
understands the world of work and how careers
fit into that world, they can begin to narrow their
choices down to specific occupations. The career
awareness competency represents a continuing
sense of the changes in the work world and what
is needed for success and adaptability. Students
should be able to identify career clusters,
describe specific jobs of interest and the daily job
functions of those occupations. The data indi-
cates that this competency was rated of high
value on items 9, 11, 21, 42, 48 and 56. It appears
that about 75% of the survey respondents are
familiar with this concept and rated it very im-
portant to them.

The labor market information competency re-
quires the respondent to understand employ-
ment trends and relate them to local and regional
labor market needs. Respondents need some
idea of specific jobs in their region and a general
profile of the local labor market. If the respon-
dent is not able to fulfill their career choice and
wishes to reside in a particular area, such as the
state of Maine, he/she must then consider related
occupations or the possibility of relocating to a
more favorable labor market. In this competen-
cy, the respondents are required to indicate a
personal valuing of competencies that relate to
the current local labor market; identifying
growth and demand occupations, and discussing
the characteristics of these occupations as they
fit within specific career choices. The majority of
the respondents agree with the value of this com-
petence and rated it of medium to high impor-
tance to them. In fact, the ratings on items 16, 25
and 52 indicate somewhat of a split between the
college-bound and those in other school
programs on the value of this particular com-
petence.

The career choice competence places the
responsibility for choosing a career on the stu-
dent, but it must reflect their abilities and the
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reality of the labor market. Respondents should
understand that one will be required to make a
variety of choices over their lifetime and this will
require a knowledge of training opportunities
and, often times, the necessity of relocation.
Careers do change, and the technology that
awaits us in the future will force both changes in
our economy and contradictions in the job
market that will lead to insecurity for some. Stu-
dents should be flexible and able to demonstrate
that they can select an appropriate career goal in
relation to their abilities and formulate a plan for
achieving that career. The respondent data for
career choice items 10, 39, 47, 55, and 63 indicate
80% rated all five items as very important to
them (both genders).

In examining additional data for the career
decision making competency, we note that stu-
dents do display divergent views on the impor-
tance of some items, but are consistently high in
supporting other areas as noted above. The sur-
vey respondents consistently indicated that part-
time work does not interfere with school (83%)
and that it does help in developing future job suc-
cess (61%). In addition, we note that many of the
respondents feel that work outside of school has
influenced their career plans, but not in a sig-
nificant direction. For example, 37% indicated
that yes, it had some influence, but 63% said no,
it was not important to them.

It is also worth noting that 22% (N =161) do not
spend much time in evaluating their skills. On
the other hand, for the remainder of the survey
respondents, 47% (N =349) spend from ten to
twenty-plus hours in evaluating their skills and
thinking about educational and career plans.

If we look at the area of career guidance, the
data indicate that for most of the survey respon-
dents, 36% (N =180) found their jobs through
direct contact and 21% (N=104) found their
jobs through the family. Again, the data is very
significant in that these respondents did not find
their part time jobs through the school (2%).
This finding should be of concern to us and
provide cause for immediate evaluation of what
does occur in career guidance programs within
the Maine public school system.
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Other elements of the survey that relate to
career decision making suggest that many of
these high school sophomores have a well-
defined educational plan that indicates 22% will
seek a bachelor’s degree. For the remainder,
their educational plans are spread across secur-
ing the high school diploma (33%), attending a
two-year business college (9%), attending a
two/four-year vocational/technical institute
(15%), and the remainder seeking advanced
degrees beyond the baccalaureate level. Survey
respondents frequently cited a strong interest in
professional-type careers (56%), white collar
work (23%), and blue collar area (22%). In
analyzing the responses, we find that 46% of the
sophomores plan to attend post-secondary
education in Maine. This rate of attendance
would seem adequate, but may be low in terms of
post-secondary attendance and participation by
public school students.

The survey results are extremely consistent with
prior studies conducted on sophomores and
their career planning and career decision
making skills. We find some element of unrealis-
tic behavior when we examine the data for
planned post-secondary attendance where 47%
indicate a two- to four-year college. This figure
is high, but may indicate that for some
sophomores, the crystalization of their career
plan has not occurred, and it is much easier to
cite attendance at a post-secondary institution
than make some other firm decision regarding
job entry after high school. The data does indi-
cate that 13% will enter the armed forces, but
there is a significant 16% that do not know what
their career plans are after high school at this
time. Again, it is difficult to tell from the survey
data whether the average student who makes up
50% of the sample is citing this type of plan in
relation to the other 50% who are A and B stu-
dents, as reported in the data. It is interesting
that 45% of these sophomores do plan to live in
Maine at age 30, and plans should be made to as-
similate them into the labor market as smoothly
as possible. The data of most concern, which
needs further study, is the high percentage
(48%) who are in the college track and the com-
parison of this type of high school training with
the realities of the Maine labor market. As has
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been stated earlier in this report, we anticipate a
service-oriented job market in the future and the
attainment of a college degree may not be ap-
propriate for youth who plan to live in a rural
area where the opportunities may be more
limited. [Note: All percentages have been
rounaed to the nearest whole.]

RECOMMENDATIONS
FOR CAREER AND
EDUCATIONAL
PRACTICE

After carefully reviewing the data generated by
the career decision making competency and
reflecting on the trends indicated, it appears that
the following recommendations should be con-
sidered by educational, human service agencies
and labor utilization planners:

e l. Continue to develop high school
programs for all students that will focus
on the development of career decision
making skills.

e 2. Develop plans for improving the train-
ing of school counselors in the area of
career decision making,

e 3. Develop programs to expand career
awareness programs throughout the
school system. The data indicates the col-
lege-bound were in the majority in rating
this competency and saw it as of high value
in relation to the other reporting groups.

@ 4. Develop plans to train educators in the
use of labor market information through
in-service teacher training programs. A
series of incentives for in-service
programs to assess needs and strategies
for developing skills among high school
students in career decision making would
be appropriate.

e 5. In preparing a program that would
focus on career choice, it is important that
this receive greater emphasis in the public
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school curriculum in Maine as it was rated
of high value by students in the college
track.

e 6. Develop specific career awareness
programs for students in business,
cooperative education, vocational educa-
tion, college, and the general program,
with integrative concluding material.

e 7. Develop a program to train Maine
educators in the realities of the local and
regional job market. Technology shifts
will require people trained in health ser-
vices, information services, and telecom-
munications, and this information must
be communicated to educators.

e 8. Develop a plan for revising a high-
school curriculum to include career
decision making as a formal curriculum
offering. It may be necessary to lengthen
the school day to fully implement this
recommendation.

e 9. Develop a plan for giving credit for
part-time work experience for those stu-
dents who participate in labor market ac-
tivities. Guidance programs should
develop initiatives in using this type of in-
formation in presenting a career decision
making program.

@ 10. Develop a funding plan for publicizing
career options and training opportunities
in the state of Maine.

e ll. Establish a task force to review school
counselor certification requirements in
relation to the changing career world in
which counselors must be trained.

e 12. Review counselor training programs at
both the University of Maine and at the
University of Southern Maine to deter-
mine if they are adequately servicing the
career development component in train-
ing counselors for work in public schools.

e 13. Develop a plan to increase dissemina-
tion efforts for informing counselors,
school psychologists, and teachers of the
career decision making competency and
its use in the school.

@ 14. Develop a seminar series for delivery
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at parental group meetings throughout
the state that would focus on career
decision making and career options that
are available.

@ I5. Establish a task force of school coun-
selors and teachers to develop career
guidance strategies for working with
tenth to twelfth graders. The data indi-
cates that only 4% saw the counselor as
having much influence on their career
planning.

@ 16. Develop a television series to publicize
Maine career opportunities and have this
program based on solid labor market re-
search.

e 17. Establish a funding pool for mini
projects that would address marketing,
recruiting, and career needs of Maine
youth and what information is needed to
assist them in the career decision process.

@ 18. Develop a plan for expanding partner-
ships between schools and the busi-
ness/industry community to enhance the
quality of career awareness in Maine.

@ 19. Develop a research project to identify
the link between highly motivated youth
in vocational classes and the acquisition of
academic skills.

® 20. Develop a Maine rural job creation
policy with incentives for school districts
who would identify local needs and tie
school programs to them.

e 2l. Develop a process and plan to use
telecommunications for reaching rural
schools who are often isolated and disad-
vantaged in terms of having accurate
labor market information.

e 22. Develop a plan for increasing the
Maine high school graduation rate. Na-
tional data indicate that only 78.6% were
completing high school in 1985 (U.S.
Department of Education), with a loss of
about 21% to marginal jobs.

@ 23. Develop a plan to examine the basic
structure of schools, e.g. a 12-month
school year with variable graduation
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points; this would require fundamental
changes in existing school policy.

@ 24. Develop a seminar series for teachers
and counselors that focuses on attitudes
toward the poor and disadvantaged who
live in rural areas and need to be apprised
of labor market information.

The above recommendations, while not all in-
clusive for the data presented, should provide a
stimulus for both research and discussion.

SUMMARY

After carefully assessing the career decision
making survey responses and putting them into
context related to the social-economic environ-
ment of Maine, several concluding comments are
appropriate. As we deal with rural isolation and,
in some cases, economic disadvantage, it is im-
portant to have a well-defined career guidance
program in all Maine public schools. If we are to
bring equity in terms of career choice and plan-
ning, then it is critical that well-defined career
guidance programs start early in the elementary
grades and provide opportunity for self-aware-
ness, career-awareness, and decision-making
development. It is noted that the Los Angeles
public schools recently voted to be open year
round and one rationale focused on reaching stu-
dents who need remedial assistance to
strengthen their educational development. It
was suggested that it does not make sound educa-
tional sense to keep children out of a learning en-
vironment for three months when there is much
to be done. It may be possible to build on policy
decisions such as this to develop some form of
modified year-round plan so that students could
participate in career decision making oppor-
tunities during summer months. The data indi-
cate that students view this activity as quite
helpful and are quite certain of its value as they
develop plans.

In short, the career decision-making com-
petency does provide a chance when formally ap-
plied in a school for students to develop career
awareness, career choice, self-assessment and
labor market information skills. The results are
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intriguing in their promise for additional
development of career guidance services in
Maine.
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INTRODUCTION

It is estimated that three and a half million per-
sons complete an interest inventory each year in
the United States. Many are students in Grades
7-12. Zytowski (1973) has challenged the useful-
ness of such widespread administrations of these
instruments maintaining that they are of value to
only a limited number of persons, namely, those
who have access to a variety of occupations and
those who seek to plan ahead to maximize their
occupational satisfaction. The Maine
Employability and Work/Family Integration
Survey is especially relevant to Zytowski’s
proposition since it involves a largely rural
population facing a limited number of occupa-
tional options if they are to remain in their rural
surroundings, and a significant percentage of
students in this study intend to do so.

The present paper will concern itself in par-
ticular with the results obtained for the Career
Decision-Making System) (CDM) (Harrington
& O’Shea, 1982), the self- scored form which was

compieted by 607 of the 754 subjects in the study.
The CDM is an inventory that measures the six
occupational interest areas which were first
identified by Guilford (1954) and which Holland
(1970) later expanded into an occupational clas-
sification system and theory of career develop-
ment. The six CDM interest areas and
corresponding work environments are: (1)
Crafts; (2) Scientific; (3) The Arts; (4) Social;
(5) Business; and (6) Clerical. Prior to complet-
ing the CDM, students had been asked to rank
order these six work environments from most ap-
pealing to least appealing. These data provided
the basis for making two major comparisons: ex-
pressed vs. measured career interests and stu-
dent career aspirations vs. the realities of the
current Maine job market and the market
projected for 1995.

The research literature concerning expressed
or stated career interests and inventoried inter-
ests is quite extensive and clearly suggests that
the expressed interests of clients should be given
careful consideration by counselors. The Strong
Vocational Interest Blank studies reviewed by
Dolliver (1969) indicated that stated interests
have predictive validity that equals or surpasses



that of inventoried interests. From a review of
longitudinal studies, Whitney (1969)concluded
that expressed choices predicted future employ-
ment about as well as interest inventories. Gade
and Solich (1975) reported that the expressed
choices of high school seniors were significantly
more accurate predictors of graduating college
major and of career-entry occupations than
Vocational Preference Inventory codes. Rose and
Elton (1970) found expressed choice to be a vi-
able alternative to measured interests provided
the client had formed some idea as to what career
to pursue. In a study involving 100 high school
students, Harrington and O’Shea (1982) found
that 78 of them had at least one of their two ex-
pressed cluster choices included in the clusters
suggested to them by the CDM.

Further research has shown that when stated
and inventoried interests are not in agreement,
stated interests are the more predictive (Bartling
& Hood, 1981; Borgen & Seling, 1978; Dolliver
& Will, 1977; Gottfredson & Holland, 1975; Hol-
land & Lutz, 1968). These studies also found that
when stated and inventoried interests agree, pre-
dictability is higher than when they do not. On
the basis of their research, Slaney and Russell
(1981) suggested that groups lower in agreement
between stated and inventoried interests were
less "career decided" than groups higher in
agreement.

The current study gathered an immense body
of data. In addition to completing the CDM and
stating their first preference among the six work
environments, students also indicated their two
most preferred occupations and their first choice
among the twelve interest areas of the Guide for
Occupational Exploration (GOE) (1984) interest
areas. This paper will center its attention on (1)
male-female differences in CDM results and
stated work environment choices; (2) the con-
gruency of self- reported preferred Holland
work environments and highest CDM scale
score; (3) congruency between preferred Hol-
land work environment and first stated specific
job preference; (4) congruency between highest
CDM scale scores and first stated job
preference; (5) congruency between preferred
GOE interest area and first stated job
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preference; and (6) rural career interests vs.
metropolitan career interests.

MALE-FEMALE
INTERESTS

Table 1 summarizes the CDM results and the
preferred work environments for the students in
this study. It is clear that the present sample ex-
hibited many of the socialization characteristics
that have typically been found in interest inven-
tories that use raw scores (Harrington & O’Shea,
1982; Holland, 1985). A comparison of these
data with results (Table 2) from a Self Directed
Search (SDS) study by Gottfredson & Holland
(1975) reveals that the current females were far
less socially oriented than the that earlier SDS
group. Their interests were spread more broad-
ly with substantially more clerical interests and a
stronger attraction to scientific, artistic, and
business activities. The males in this study had
much greater interest in business, fewer social
and scientific preferences, and more artistic,
clerical, and crafts interests.

The more balanced interests of the female stu-
dents in this sample certainly encourage the
belief that changes are occurring in female at-
titudes toward work. However, the crafts area
received little consideration from females in
either sample. Interpretation of these data must
be cautious because the CDM and SDS are quite
different instruments and because the CDM had
put special emphasis on achieving sex balanced
scales. The samples as well were quite different.
It is difficult, then, to determine the reasons for
the changes.

Males in this study on the CDM showed much
weaker social interests and much stronger busi-
ness interests than in the Gottfredson and Hol-
land (1975) study, perhaps reflective of a 1980’s
move toward more pragmatic choices and away
from the altruistic.

The current data, while encouraging in the case
of females, should alert counselors to the need to
assist all students in expanding the career op-
tions which they are willing to entertain.

O’Shea
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Table 1
Preferred Work Environment and Highest CDM Score by Sex

Preferred Work  Male Female

Environment N % N %
Crafts 141 4767 12 393
Scientific 48 16.22 23 7.54
The Arts R 14.86 62 2033
Social 12 4.05 125 40.98
Business 25 8.45 35 11.48
Clerical 21 7.09 46 15.08
No Choice 5 1.69 2 0.66
TOTAL* 291 303

Highest CDM Male Female

Score N % N %
Crafts 146 4932 6 1.97
Scientific 53 17.91 32 10.49
The Arts 20 6.76 54 17.70
Social 7 2.36 99 32.46
Business 52 17.57 26 8.52
Clerical 18 6.08 88 28.85
TOTAL* 296 305
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Table 2
Highest Self-Directed Search Score by Sex

SDS Scale (CDM Title) Male Female

N % N %
Realistic (Crafts) 869 40 14 0.6
Investigative (Scientific) 493 227 195 8.0
Artistic (The Arts) 178 82 308 12.6
Social (Social) 435 20 1632 66.7
Enterprising (Business) 133 6.1 27 1.1
Conventional (Clerical) 61 2.8 271 11.1
TOTAL 2169 2447

Table 3

Frequency of Matches for Males and Females Between
Preferred Work Environment And Highest CDM Score
Environment - CDM Scale Males Females
N = 291 N = 303

Realistic - Crafts 110 4
Investigative - Scientific 20 12
Artistic - The Arts 13 28
Social - Social 0 68
Enterprising - Business 10 4
Conventional - Clerical 6 32
TOTAL 159 148
Percentage 48.8 54.6
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Expressed and measured interests in this study
were on average quite congruent although there
are discrepancies. For example, male expressed
interests in The Arts are much more pronounced
than the measured while the reverse is true for
Business in that more male students (17.57%)
had their highest score in that area as opposed to
only 8.45 per cent having it as their stated first
choice. Table 3 shows that roughly 50 per cent of
both males and females had the same expressed
and measured work environments. There is con-
siderable research evidence that the predictive
accuracy of expressed choice and measured in-
terests is greatest when they are congruent (Bor-
gen & Seling, 1978). Counselors can relate this
information to their clients. In the case of those
whose expressed choices and measured interests
are not congruent, counselors should examine
the overall situation. If it is a question, for ex-
ample, that a first expressed choice is a person’s
second measured interest, then there can be
greater confidence in the appropriateness of the
choice than if it is a less favored measured inter-
est.

Table 4 compares the congruence of first oc-
cupational choice with stated work environment
preference, measured interests, and preferred
Harrington-0’Shea (1984) interest area. Stu-
dents had been asked to articulate their first and
second specific job preferences, for example, ac-
countant, truck driver, or reporter. They had also
been requested to choose their preference from
the twelve interest areas of the GOE. Table 4
shows that there was about 50 percent agreement
of first job choice with both expressed work en-
vironment preference and CDM measured work
environment. However, there was a much lower
agreement between GOE choice and specific oc-
cupational choice. An examination of individual
choices clearly indicated that students could not
accurately distinguish among the GOE work
groups. For example, a person selecting
zoologist as first specific occupational choice
might indicate a preference for the Plants and
Animals Work Group rather than the Scientific
Work Group, the GOE group which actually
contains zoologist. In the same way a person
wanting to be an accountant might under-
standably choose the Business Detail Work
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Group rather than Leading-Influencing, the
GOE Work Group that contains accountant.
Counselors, then, who might intend to use the
GOE, should spend time with their clients
clarifying the definitions of the twelve interest
areas. It is evident that students in this sample in
fewer than 25% of the cases were able to relate a
specific job to its actual GOE interest area. Table
5 looks at the congruence between highest CDM
score and expressed work environment
preference. It is obvious that the highest degree
of congruence existed among persons scoring
high on the Crafts scale, with 75 percent of them
also making Crafts their first choice of work en-
vironment. Conversely, approximately the same
percentage of those making Crafts their work en-
vironment choice also scored highest on Crafts
on the CDM. The area where congruence was
lowest was Business. Only 17.5 per cent of per-
sons scoring highest on Business had made Busi-
ness their first choice of work environment.
There seemed to have been considerable con-
fusion among the students in this study with
regard to the business field. It was the least
preferred among the work environments with
only 9.88 per cent selecting it. Yet 13.4 per cent
of the sample described themselves as planning
on a management job and another 14.1 per cent
on a supervisory one. While it is true that there
are management and supervisory occupations in
other work environments, for example,
laboratory supervisor in the Scientific work en-
vironment, it would appear that there was some
lack of congruence between expressed interest in
management and interest in management as
measured either by the CDM or by a rank order-
ing of the six work environments. The low level
of measured enterprising interests is not
peculiar to the present sample as evidenced by
the SDS data in Table 2. It would be advisable for
counselors to be alert to students planning on
management careers whose interests do not sup-
port such a choice. They may well need to explore
together the appropriateness of the choice.

A further congruency determination was made
by comparing students’ first three work environ-
ment choices with their three highest CDM
scores. Table 6 provides a summary of the results
of the comparison. In the great majority of cases
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Table 4

Agreement Between Expressed Occupational Choice And GOE Choice,
Work Environment Choice, And CDM Highest Score

In Agreement:

Paired Comparisons Male (N = 296) Female (N = 301)
% N %

Occupational Choice versus

GOE Choice 58 19.6 81 26.6

Occupational Choice versus

Work Environment Choice 157 53.0 146 479

Occupational Choice versus

Highest CDM Score 162 54.7 156 511

NOTE: Six persons did not indicate gender.

(77.76%) at least two of the environments match,
and in 123 cases (20.26%) all the environments
were the same. Counselors should be aware of
the research cited earlier that there is more ac-
curate prediction of future occupation when ex-
pressed and measured interests are congruent
(Borgen & Seling, 1978). Where the two diverge,
counselors should not be discouraged but rather
should seize the opportunity to work closely with
their clients in probing for clues as to the reasons
for the divergence. It is clients with contradictory
profiles who are in most need of career counsel-
ing. Contradictions will help identify those in
need. The CDM is especially useful in this regard
since it not only measures interests but also has
respondents indicate their expressed interests.

STUDENT PLANNING
AND THE MAINE JOB
MARKET

Table 7 reports on student selections of GOE
Interest Areas. It is interesting to compare these
selections with where people work in the state of
Maine and where they are projected to work in
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1995 (Maine Department of Labor, 1987). For
example, 13.3 per cent of students in this survey
chose Artistic as their preferred interest area,
while another 5.8. per cent selected Physical Per-
forming; thus, almost one in five students chose
these two areas. This compares with Maine
Department of Labor estimates of a combined
less than 1 per cent of persons in the state
employed in 1984 in art, writing, music, enter-
taining, and athletics; very little change is
projected through 1995. With almost half the
respondents in the sample planning on remain-
ing in Maine, it is clear that many of those look-
ing to an artistic career will have to seek alternate
employment. Even those who leave the state will
find the artistic field highly competitive with
aspiring workers far outnumbering job openings
(United States Department of Labor, 1986).
Counselors in working with artistically oriented
students must clarify for them the distinction be-
tween vocation and avocation. Many, of course,
will have to satisfy their artistic interests through
after-work activities. In such cases, secondary in-
terests assume greater importance and become
the focus in developing career plans. With al-
most one in five students expressing unattainable

O’Shea



CAREER INTEREST ASSESSMENT

Agreement Between Most Preferred Work Environment and Highest CDM Score

Table 5

N = 607

Highest Most Preferred Work Environment

CDM Scale N/C Crafts Science Arts Social BusinessClerical Total
Crafts
N 6 11500 38 13 4 4 4 153
FP 099 1895 132 214 066 066 066 2521
RP 392 7516 523 850 261 261 261
Scientific
N 0 17 32 11 14 8 4 86
FP 000 280 527 181 231 132 066 1417
RP 000 1977 3721 1279 1628 930 465
The Arts
N 1 3 6 41 12 o -+ 74
FP 0.16 0.49 0.99 6.75 1.98 1.15 0.66 12.19
RP 135 4.05 811 5541 1622 9.46 541
Social
N 0 5 5 10 69 12 6 107
FP 000 08 08 165 1137 198 099 17.63
RP 000 467 467 935 6449 1121 561
Business
N 0 8 15 20 10 14 13 80
FP 000 132 247 329 165 231 214 1318
RP 0.00 1000 1875 2500 1250 1750 16.25
Clerical
N 0 6 5 12 31 15 38 107
FP 000 099 08 198 511 247 626 17.63
RP 000 561 467 1121 2897 1402 3551
TOTAL 7 154 71 107 139 60 69 607

115 2537 1170 1763 2290 9.83 11.37 100.00

FP = Frequency Percent; RP = Row Percent; N/C = No Choice

O’Shea
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Table 6

Student Three Most Preferred Work Environments
Compared With Three Highest CDM Scores

RP 198 20.20

Sex 0 1 3 3 Same/ TOTAL
Match Same Same Same In Order
Not
Indicated
N 0 1 1 1 6
FP 000 016 049 016 016 099
RP 0.00 1667 50.00 16.67 16.67
CP 000 081 08 118 263
Male
N 7 75 169 30 15 296
FP 115 1236 27.84 494 247 48.76
RP 236 2534 5709 1014 507
CP 5833 6098 4842 3529 3947
Female
N 5 47 177 54 22 305
FP 082 774 2916 890 362 50.25
RP 164 1541 5803 1770 7.21
CP 4167 3821 50.72 6353 57.89
TOTAL 12 123 349 85 38 607

5750 14.00
FP = Frequency Percent RP = Row Percent CP = Column Percent

6.26 100.00

goals, the importance of counselor intervention
takes on special significance.

Another area of imbalance is the clerical.
Whereas 10.1 percent of the sample chose Busi-
ness Detail as their preferred interest area, 15.8
per cent of Maine workers were classified as
clerical in 1984; that percentage is expected to
remain virtually unchanged through 1995. The
sales area, too, was chosen by a relatively small
percentage of students, 3 per cent as opposed to

Page 8

the 5.3 per cent actually employed in it in 1984
and the 5.6 per cent projected for 1995. A much
greater discrepancy arose in the factory work
area since only 1.2 per cent of the students chose
the Industrial Interest Area as compared to the
1995 per cent of Maine wage earners performing
such work in 1984 and the 16 per cent projected
for 1995. Accommodating constitutes another
area of imbalance: 4.9 per cent of students choos-
ing it and 14.2 per cent of workers engaged in it

O’Shea
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Table 7

Students’ Most Preferred GOE Interest Areas
GOE Interest Area N Percent
Accommodating 28 49
Artistic 76 133
Business Detail 58 10.01
Humanitarian 76 133
Industrial 7 12
Leading/Influencing 66 11.5
Mechanical 59 103
Physical Performing 33 58
Plants and Animals 52 9.1
Protective 4 7.7
Scientific 56 9.8
Selling 17 3.0
TOTAL 572 100.00

in 1984 with projections of 16.4 per cent in 1995.
Plants and Animals attracted 9.1 per-cent of the
students but employed only 3.4 per cent of Maine
workers in 1984 with a projected decrease to 2.9
per cent in 1995. The GOE Humanitarian Inter-
est Area includes religious work, social work,
counseling, nursing, various therapies, special-
ized teaching, and child and adult care. It ap-
pealed to 13.3 per cent of students; however, only
2 per cent of Maine workers comprised this area
in 1984 and little change is expected through
1995. Protective occupations, too, were in im-
balance in this study attracting 7.7 per cent of
students but employing only 1.4 per cent of
workers in the state in 1984 with 1.5 per cent
projected for 1995.

The Leading-Influencing Interest Area is very
broad and covers mathematics, educational and
library services, social research, law, and many
business management occupations. These career

O’Shea

areas embrace about 15 per cent of Maine
workers in 1984 with projections of 15.4 per cent
for 1995, yet only 11.5 per cent chose them. The
final GOE Interest Area to be examined is
Mechanical and includes engineering, transport
operation, and various crafts and technologies.
The area accounted for about 26 per cent of
Maine workers in 1984 and is projected for 26.4
in 1985, yet was chosen by many fewer of the stu-
dents, only 10.3 per cent.

While it is arguable as to whether or not stu-
dents fully understood which occupations made
up which GOE interest area, the discrepancies
between their choices and the existing Maine job
market constitute a concern for counselors. It is
of course, not the task of counselors to ensure
that student make career choices reflecting an
existing job market. However, it is important that
they take responsibility for helping students un-
derstand the job market and where the areas of
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most intense competition are. Career choice
should be based on as much information as pos-
sible including job availability. Maine students
have access to the Guidance Information System
with its up-to-date projections for the Maine job
market; counselors should encourage them to
use it to estimate the climate they can expect to
encounter when they complete their education
and training.

CONCLUSION

This paper has concerned itself with the inter-
est assessment part of the Maine Employability
and Work/Family Integration Survey. The as-
sessment should be helpful to counselors in
several ways. First, it shows how the CDM can
focus on expressed vs. measured interests as an
aid in estimating the appropriateness of client
planning. Where there is disagreement, the
counselor must work closely with the client in ex-
ploring both stated and measured career op-
tions. Where measured interests confirm
expressed choice, research suggests that the
client can have greater confidence in the choice.
The study also revealed a rather striking im-
balance between student plans and existing
employment conditions in Maine. In Zytowski’s
(1973) view, cited at the beginning of this paper,
this imbalance might be a reason for abandoning
interest assessment. On the contrary, it seems an
added reason for using interest inventories, that
is, to highlight problem areas and to identify
those students whose plans are leading them to
areas of great competition, thus providing coun-
selor and client with another area of focus.In ad-
dition, the study should alert counselors to the
need to make students more aware of non- tradi-
tional occupations, that is, that all occupational
areas are open to both males and females. Final-
ly, the study might encourage counselors to fol-
low these students as their careers progress. The
rich fund of data gathered to date would make
such a follow-up especially valuable.
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INTRODUCTION

his portion of the monograph is a presenta-
Ttion of the concepts and findings regarding
the development of competence in addressing
life/work management tasks of the high school
students under study and student perceptions of
the importance of these tasks. In Part I, a com-
prehensive definition of life/work management
and its sub-factors of managing personal respon-
sibility and problem solving/coping is followed
by an overview of developmental theories that
may offer additional insight into the concepts
under review and the high school students who
have participated in this project. Part II presents
selected findings from the 1987 Employability
and Work/Family Integration Survey which was
undertaken for the Rural Career Development
Group by staff of the Maine Occupational Infor-
mation Coordinating Committee. A discussion
of the findings and listing of recommendations
for educators.

PART I

The Competencies

As a topic for research and discussion, "This
competency area deals with managing a person’s
life and solving problems. It presents the skills
required to balance a person’s private life and
work life" (Youth Credentials Work Group,
1985, page 1-20). Borrowing from Chickering
(1969) and others will enhance the concep-
tualizations of the Youth Credentials Work
Group (YCWG) and assist in greater under-
standing of the Life/Work Management com-
petency construct.

The nature of work has changed and brought
with it a shift in out-of-work life patterns. Mc-
Daniels (1984a) cites shorter work weeks, longer
vacations, earlier retirements, and expanded
leisure options as trends that will be continuing
to affect workers. Skill to balance vocation,
avocation, and lifestyle is critical to the worker of



the future. So interrelated and confounded are
these constructs that it falls to each individual to
gain knowledge and skill to prevent excessive at-
tention to one construct from having negative ef-
fects upon the others,or, according to Greenhaus
(1987, p. 7), career management skills.

The illustration in Figure I-1. suggests an ideal
configuration of these constructs in an
individual’s life. Chickering (1969) describes his
view of the interrelatedness of one’s vocational,
avocational and lifestyle interests in a discussion
of the psychosocial tasks of developing purpose.
Consultation with the glossary of career
guidance terms developed by the NVGA (Sears,
1982) offers definitions of vocation and avoca-
tion. Brief corruption of the definitions in Table
I-1. could take vocation to represent occupation-
al pursuits and avocation to represent activities
outside of the workplace. The arena in which a
person elects to undertake each of these en-
deavors is a manifestation of lifestyle.

In considering life/work management, time
must be given not only to the interrelatedness of
these factors but to the primacy attributed to
each by individuals in their career planning.
Which factor will provide a "rudder to the ship
of life" in that it defines the possibilities for the
others? Some examples assist in the under-
standing of these ideas.

Figure I-1. An ideal configuration of life
constructs.

Page 2

LIFE/WORK MANAGEMENT

Table I-1.

Definition of Vocation and
Avocation

° VOCATION: An occupation with commit-
ment, distinguished primarily by its
psychological as contrasted with its
economic meaning. Vocations are task-,
outcome-, and person-centered.

o

AVOCATION: An activity pursued sys-
tematically and consecutively for its own
sake with an objective other than monetary
gain, although it may incidentally result in
gain. Avocations are task-, outcome-, and
person-centered, and are usually under-
taken for enjoyment. (Sears, 1982)

Example 1.: Upon leaving school a woman has
made the choice that she wishes to ski whenever
she has any free time. To assist in this avocation-
al interest she has chosen to seek employment as
a teacher (vocation) in Colorado. Here it is evi-
dent that avocational pursuit has primacy over
her work choice and will has many effects on her
lifestyle options.

Example 2.: Life at sea has been a dream for
one young man. He responds to a job an-
nouncement that seeks people to work as deck-
hands on a world traveling steamer. He applies
and is hired (vocation). Once at sea he realizes
that he no longer can keep a garden (avocation)
nor can he attend meetings of his fraternal or-
ganization (lifestyle).

Example 3.: Due to faulty controls of toxic was-
tes a family has been forced to move from their
long-time home to a location that offers a more
arid climate. The parents have been forced to
give up their jobs (vocation) the children their
schools (vocation-like) and the friends and ac-
tivities to which they have become fond over the
years (life-style). In their new life they find that
new neighbors are weavers, woodworkers,
baseball players, and Girl Scouts (avocation).

Example 4.: One fellow is finding it impossible
to work as a welder at a remote Alaskan pipeline
maintenance station (vocation), collect exotic
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fish (avocation), and keep up with the disco
crowd (lifestyle).

Perhaps it can be inferred from these examples
that one’s lifestyle is composed of the clubs and
organizations to which one chooses to belong,
residential and living accommodations, and
leisure pursuits, among other factors. In this
sense lifestyle differs from vocation and avoca-
tion while going beyond the discussion of leisure
offered by McDaniels (1984b) to include such
other diverse aspects as family size to even the
color one chooses to paint a house or apartment.
Furthermore, Greenhaus (1987, p. 11) discusses
this interrelationship when he writes, "
leisure, family, and self-development are also
seen as legitimate and important activities that,
at times, take precidence over work. In a sense,
then, many employees seem to be seeking a
bounded involvement with work."

According the the Youth Credentials Work
Group (1985), the broad competency area
Life/Work Management is composed of the
specific competencies of managing personal
responsibility and problem solving/coping.
Achievement of competence in the sub-factor of
managing personal responsibility is demon-
strated through an ability to:

@ develop primary and alternate transpor-
tation sources to work setting

e arrange for adequate primary and back up
child care services

e provide basic needs such as food, shelter,
clothing, etc. for self and dependents, and
utilize appropriate social service agencies
when necessary

e employ consumer skills to plan and main-
tain a realistic weekly budget

e express awareness of general employer
expectation regarding substance abuse
which includes alcohol and drug usage

The skills outlined are minimal, to say the least.
It is assumed that possession of these five skills
will assist a high school-aged person or young
adult to set a balance between work and life
responsibilities within the vocation, avocation,
and lifestyle framework. And, when necessary,

Shannon

put one aspect of life and career involvement "on
hold" to attend to special interests or demands in
another. An example would be delaying some
avocational pursuit, allowing time for an enrich-
ment coursethat may lead to enhanced job per-
formance.

"Problem solving is a process, and the end
‘product’ or solution reflects how effectively the
process was completed” (YCWG, 1985, p. 1-23).
A succinct statement for such a powerful con-
cept. Problem solving is a skill, and for some a
gift, that is applicable to all aspects of life. Work
and play offer problem solving activities that dif-
fer only in scope. Is there much difference be-
tween the decision processes of a nurse
practitioner in treating a patient or the weekend
softball coach in considering using a suicide
squeeze? Or, how about the junior high school
student and his grandmother piecing together a
jigsaw puzzle and the broker advising a client on
the purchase of an unknown stock? Each rough-
ly approximates the process outlined in Table I-
2

Table I-2.

Steps of Decision Making
° 1. identify and state a problem clearly

° 2. analyze the problem by getting more in-
formation if needed

° 3. develop alternative solutions

> 4, choose a course of action that looks
{easible

° 5. stick to that course of action or make ad-
justments in the methods as needed

Managing Personal Responsibilties, as defined
by the YCWG (1985), suggests the attainment of
autonomy on the part of the developing in-
dividual. Movement from a posture of depend-
ence (upon parents, peers, spouse, social
services, etc.) to a more functional balance of in-
dependence and interdependence in life and
career is evidenced in the stated competencies.

Gordon Lawrence, in addition to an overview
of personality type concepts in learning style
analysis, presents a model for understanding the
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gifts and liabilities an individual may have in
working through a decision making or problem
solving model. In People Types, and Tiger Stripes,
(Lawrence, 1980, pp. 58-65), it is suggested that,
through the application of Myers-Briggs type
theory (Myers, 1980), a balanced decision
making model would place equal emphasis on
the definition and analysis of a problem situa-
tion, analysis and suggestion of alternative solu-
tions, logical review of the feasibility of options,
and implementation of a course of action with
consideration to persons involved. Through his
work, Lawrence has found that strength in one
area is coupled with lesser ability or emphasis in
another. [Readers are urged to consult
Lawrence’s publications for additional informa-
tion on this model.]

In approaching work with youth it is under-
standable that skill in, or preference for one
aspect of a problem solving model may be
manifested within individuals. This is supported
by the previous discussion and suggested by the
Youth Credentialing Work Group (1985) on
page I1-23. Assisting youth in gaining a balanced
set of problem solving skills will have rewards for
both the worker and the employer.

From the definition of problem solving/coping
given by the YCWG, this writing team assumes
the coping construct is a part of the "sticking to
a course of action or making necessary adjust-
ments"; step 5. of Table I-2. An expanded defini-
tion of coping would include internal and
external persistence or change. Tiedeman’s
decision making model (1963) offers greater in-
sight into the decision making process that
comes following the implementation step which
lends much to an understanding of coping. More
importantly, Bloom’s taxonomy of learning ob-
jectives (1956) indicates analysis and synthesis
(problem solving and coping) are the highest
level cognitive skills. Due to the complexity of
these cognitive processes, persons designing
career guidance interventions may be prudent to
consider behaviors employed in evaluating the
achievement of problem solving/coping com-
petence in high school students may be little
more than intellectual agreement unaccom-
panied by true skill in application of these learn-
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ings; perceived competence versus instrumental
competence.

Pertinent Theories

To more fully understand the achievement of
competence in Life/Work Management, a review
of the developmental stages in which the stu-
dents surveyed may be found and developmental
tasks on which they are working is in order.
Managing personal responsibility and problem
solving/coping are quite conceptual in nature.
For a high school sophomore many of the related
ideas are just that, ideas with little or no true
realism in his or her life. Knowledge of the
reasoning structures and changes in the quality
of reasoning is pertinent to the discussion. Addi-
tionally, the work on achieving competence,
thought important by the YCWG and the re-
search team of the Maine Occupational Informa-
tion Coordinating Committee, may or may not be
a task of the student group studied.

Intellectual Development

Jean Piaget’s work on intellectual development
of children (Piaget, 1926, 1952, 1985; Ginsburg
and Opper, 1988) defines stages through which
development proceeds. Each stage is charac-
terized by differing psychological structures and
interactions of the individual and the environ-
ment. Movement from one structure to another
is evidence of progression to a higher stage
within Piaget’s hierarchy. A person’s level of
development represents the "most adequate”
reasoning and thought structure at the time
(King, 1978).

Through interaction with the external environ-
ment an individual is bombarded with stimuli.
Structures for organizing, interpreting and
making meaning out of stimuli are called
schemata (schemes, forms, or styles). When in-
coming information can be interpreted with an
existing reasoning structure then it is described
as being assimilated. As mentioned, the current
highest level of development is defined by the ex-
isting ability to assimilate. When stimuli cannot
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be processed within an existing structure a new
one must be developed to incorporate new infor-
mation gained from experience (Whitbourne,
1987, p. 180), known as accomodation. Achieve-
ment of a state of balance between between as-
similation and accommodation is known as
equilibrium.

The student group under study has progressed
through the Piagetian stages of the sensorimotor
period (birth to two years), the preoperational
period (two to seven years), and the concrete
operational period (seven to eleven years). The
formal operations stage begins at about age
twelve and continues through adolescence, and
defines the stage in which the high school
sophomores are operating. If such is the case
then these individuals will possess a system of
mental operation characterized by flexibility and
effectiveness with capacities for hypothetical
propositions.

The current level of development among the
sophomores is a function of exposure to stimuli
and accommodation of new concepts. Career
development, then, is a function of exposure to
"career development stimuli" and accompanying
levels of assimilation and accommodation. Per-
sons with less exposure to stimuli would, in most
likelihood, exhibit lower levels of career growth
and expressions of importance for the competen-
cies of life/work management.

In these writers’ view, the strength of Piaget’s
model is in the time from birth through the onset
of the formal operations stage. Additional rich-
ness in following the intellectual and ethical
development of individuals during the time from
mid-adolescence to middle adulthood is lent by
the propositions of Perry (1970) through deeper
understanding of structural changes.

While an overview of Piaget’s writings, and
those of his followers, will suggest that a person
of high school age is capable of dealing with the
hypothetical, Perry’s work expands upon these
tenets with a caveat regarding the view of
knowledge and sources of Truth. Learners in
Piaget’s formal operation stage parallel Perry’s
stage of Dualism. Within dualism, the world is
assumed to contain answers that are "right or
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wrong." This posture will allow the individual to
handle conceptual issues with a degree of skill
and success but the general stance is that a right
answer exists. If there are right answers, assumes
the individual, then teachers and counselors exist
as authorities to present either the answer or the
path to the answer.

Parker (1978) discusses the "new catechism"
concept in trying to understand the dualistic per-
son. This concept comes from the manner in
which individuals with a dualistic posture, and in
the formal operation period, accept new ideas
from persons viewed as experts with little ap-
parent critical analysis of the learnings. A sense
of growing freedom in decision making while
lacking experience in the process fosters this be-
havior in the individual. Knefelkamp and Slepit-
za (1976) have defined a model of career
development founded upon Perry’s work that
describes the "career style" of dualists. Briefly
stated, the dualistic stage "is dominated by
simplistic, dichotomous thinking about career
planning which is largely controlled by informa-
tion obtained from external sources" (Herr and
Cramer, 1979, p. 97).

The Knefelkamp/Slepitza model (1976) has
identified nine areas of qualitative change in
which developmental growth is detectable: locus
of control; analysis; synthesis; semantic struc-
ture; self-processing; openness to alternative
perspectives; ability to assume responsibility;
ability to take on new roles; ability to take risks
with self. These change areas are necessary con-
siderations during the investigation of the
achievement of competence in life/work
management. While students may be echoing
"right answers" to the queries of skill, these other
avenues of assessment may lend more ap-
propriate and insightful information, as sug-
gested by theory on intellectual development.

Psychosocial Task Development

Erikson (1968) has suggested that the primary
developmental task of adolescence is estab-
lishing identity. Requirements of this process
and activities which foster identity formation
have been outlined by Widick, Parker, and
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Knefelkamp (1978). Developing persons need
experiences that (1) help to clarify interests,
skills and attitudes, and (2) aid the individual in
making commitments.

Environmental influences fostering identity
allow for (1) experimentation with varied roles;
(2) the experiencing of choice; (3) meaningful
achievement; (4) freedom from excessive
anxiety; and (5) time for reflection and intro-
spection. An issue that arises within persons ac-
tively working on these tasks is they are
"sometimes morbidly, often curiously, preoc-
ccupied with what they appear to be in the eyes
of others as compared to what they feel they are"
(Erikson, 1959, p. 89).

Super’s (1976) life-career rainbow, refined in
1980, suggests nine major roles that describe the
life space of individuals: child, student, leisurite,
citizen, worker, spouse, homemaker, parent, and
pensioner. The high school student is actively
working on the development of multiple iden-
tities. The high school identities include Super’s
child, student, and worker with citizen roles
"played out" within the school and social or-
ganizations.

In addition to the personal quest for identity,
the high school student is experiencing environ-
mental press from numerous sources. Respon-
ses to these challenges call for the mustering of
internal and external supports. When the chal-
lenges and supports are in a balanced or nearly
balanced state then development will proceed at
the person’s own rate (similar to the Piagetian
concept of equilibrium). Excessive challenge or
an overly supportive environment can impede
development and bring about undesirous conse-
quences.

Often the choices a student must make are
based upon an incomplete sense of self at the
present, with even less clear views of self in the
future. A common task to high school students
in North America is the reality of post-high
school planning. Herr and Cramer (1979, p. 186)
have listed six possible post-secondary options,
listed in Table I-3. These options bring the
reality of moving from the lifestyle of the de-
pendent child to the more independent young

Page 6

LIFE'WORK MANAGEMENT

Table I-3.
Post-Secondary Career Options

° 1. Choosing a post-secondary vocational or
technical school to pursue some skilled
speciality.

° 2. Gaining access to a college and selecting

a major field of study with its myriad im-
plications for later vocational endeavors.

° 3. Converting part-time work experience
while in school into a full-time position in
the labor market.

° 4. Entering the labor market for the first
time.

° 5. Deliberating about military service, mar-
riage, combining work and continuing
education.

° 6. Acquiring an apprenticeship oppor-
tunity.

adult much closer. The immediacy of the task or
need for a decision can have impact upon the
quality of the outcome or resolution of the task.
As such, the students under study are actually
performing future-problem-solving activities.
The consequences for which, at the present time,
are practically nil.

Jordaan and Heyde (1979, p. 4) indicate per-
sons "deal with...vocational development tasks at
the ‘appointed’ or expected times." Readiness for
actively addréssing career planning tasks is a
concept that has been under research by Grib-
bons and Lohnes (1968, 1982) for over twenty
years. Movement through a task hierarchy sug-
gests that there are specific tasks to be addressed
a particular points in time. Their work (Grib-
bons and Lohnes, 1982 p. 127) has found that a
significant portion of the population are poorly
oriented to career development tasks and can an-
ticipate difficulties with future career processes.
While both research teams point out the time of
ascendency for specific career development
tasks, they also discuss the possibility of recycling
to an earlier set of competencies when necessary
for persons first encountering new and over-
powering obstacles in their development.
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Life/Work Competence

Achieving life/work management competence
has a hierarchical nature as suggested in the dis-
cussion of task approaches to human develop-
ment. As previously mentioned, the stated skills
in managing personal responsibility and
problem solving/coping are minimal for
entrance to the labor force. Increase in aware-
ness and sophistication of abilities to successful-
ly apply these competencies in the workplace
follow a path of differentiation and integration
suggested by task theories. The minimal skill
levels which may be achieved during the high
school years may not be the most appropriate to
the life and work situations of the middle adult
or the older worker. While life/work manage-
ment tasks in the school years address achieving
entry-level skills the later tasks may relate more
to the career aspiration tasks identified by Derr
(1986), summarized in Table -4

It is the contention of this writer that a com-
bined application of stage theory and task theory
will offer a more complete picture of the
developing individual. The proceeding discus-
sion has suggested that theories of cognitive and
intellectual development indicate how a person

Table 1-4.
Career Aspiration Tasks

° GETTING AHEAD - pursuing traditional
career success in terms of rapid advance-
ment in the organization

> GETTING SECURE - seeking job security
and organizational identity more than ad-
vancement or challenge

° GETTING FREE - wanting autonomy and
independence and the option to solve
problems in one’s own way

° GETTING HIGH - valuing excitement,
challenge, and the content of the work

° GETTING BALANCED - giving equal
priority to career, family, friends, leisure,
and self-development activities.

Shannon

"thinks" in regard to career development. And,
task theory identifies the career development
"hurdles" an individual is addressing. Informa-
tion such as this is of immense value in the design
and implementation of career development
programming.

PART 11

Selected Findings

Results of the 1987 Employability and
Work/Family Integration Survey relating to
Management of Personal Responsibilities
(MPR)and Problem Solving/Coping Skills
(PSC) are presented in this section. Data and
statistics reported herein have been obtained
from procedures and routines available in the
Statistical Analysis System, (SAS Institute,
1985). The major portion of the following writ-
ings are based upon analysis of variance statistics
in the ANOVA and GLM programs with addi-
tional analysis performed with the Waller-Dun-
can K-Ratio T Test (SAS Institute, 1985, pp.
113-138 and pp. 433-506) when comparisions
were between three or more groups. When
analyses between two groups were undertaken
the least significant difference (LSD) T Test was
performed (SAS Institute, 1986, pp. 118) as the
follow-up statistic.

The response format for the competency sec-
tion of the survey instrument called for the stu-
dent to indicate degree of importance for each
item on a Likert-type scale from 1 to 6, with six
being the highest level of importance. An impor-
tance score for each student was computed by
summing the raw score responses for the subs-
cale items. The MPR subscale was composed of
three items, allowing a possible score ranging
from zero to eighteen. Likewise, the six items of
the PSC subscale made it possible for a student
score to range from zero to thirty-six. Higher
scores on each of the subscales indicate higher
levels of importance.
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Seven general research questions were
generated prior to appproaching the analysis of
the data. For each question at least one analysis
of variance and relating follow-up statistic was
computed in order to investigate possible dif-
ferences in competency importance among sub-
populations of the total sample. The questions
guiding the data analysis were:

@ 1. Are there differences in the MPR and
PSC scores of males and females?

@ 2. Are significant differences found in the
MPR and PSC scores of persons indicat-
ing work environment preferences?

@ 3. Are any differences in MPR and PSC
scores detectable between students ex-
pressing differing plans for their life fol-
lowing graduation from high school?

e 4. Do the MPR and PSC scores of stu-
dents of varying levels of educational
aspiration show any significant differen-
ces?

e 5. Do the MPR and PSC scores of stu-
dents who work differ from the the non-
working students?

® 6. Are there any differences in the MPR
and PSC scores of students intending to
pursue additional study in Maine com-
pared with those persons intending to
study out-of-state?

@ 7. Do the MPR and PSC scores differ be-
tween the groups of students indicating
higher, lower, or similar levels of ability in
comparison to their peers?

Summary of the Raw Data for MPR
and PSC

A general summary of mean and response fre-
quency for each of the items for the MPR and
PSC subscales is offered in Table II-1. A strong
trend observable in the table is the fiftieth per-
centile tends to fall in response category four or
five.

The most notable deviation from this trend is
the set of responses for PSC1; dealing with
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gender bias and stereotyping. While about half
of the students report high levels of competence
on the subscale items it is important to consider
the half of the sample falling across the zero to
three reponse categories. Such a set of results
may indicate students perceive many of these
competencies to be important to their future life
and work situation. But at this point in their lives,
gender bias and stereotyping do not have much
of an impact on these individuals.

Research Question One

1. Are there differences in the MPR and PSC scores
of males and females?

Found in Table II-2 is a presentation of mean
scores for the two subscales of Life/Work
Management (LWM) for the entire sample and
for males and females. The comparison of the
male and female scores in the table shows the
females to indicate higher importance scores
than the males. A further analysis of the male and
female scores, reported in Table II-3, finds the
differences to be significant within the levels set
for this study. It is then to be assumed as the first
reported finding that the females tend to report
higher levels of importance for the competencies
of MPR and PSC, the two subscales of Life/Work
Management, than do the males.

Therefore, the response to the first research
question is: Yes, there are significant differences
between the MPR and PSC scores of the males
and the females in this study.
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Table II-1

Mean Score and Response

Frequency for Subscale Items

Mean 0 1 2 3 4 5 6

MPR1:

Develop and maintain a personal budget.
4.8 3 41 23 53 118 174 342

MPR2: Apply consumer skills such as comparative shopping budgeting for home manage-
ment.
44 3 34 46 102 177 201 191
MPR3: Describe the impact of drug and alcohol abuse on employment.
4.6 5 e 49 74 108 188 286
PSC1:. Understand how sex role bias and stereotyping hinders people trying to enter the
world of work.
34 5 126 73 189 167 72 122
PSC2: Stick to a planned course of action or make adjustments to that plan based upon its
success or failure.
4.5 2 30 35 83 180 247 177
PSC3: Devise plans to overcome barriers to educational choices and employment.
44 2 28 33 108 175 222 186
PSC4: Develop more than one solution to a problem from which to choose a likely course of
action.
43 3 49 45 102 167 193 195
PSCS5: Identify and state problems clearly.
4.6 1 33 39 70 122 235 254
Shannon Page 9
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Table II-2

Subscale Means for Total Sample
And Females and Males
(Total N = 754)

Sample Standard  Female Female Male Male
Mean Deviation Mean N Mean N
Managing Personal Responsibilities
13.8 3.38 14.2 376 13.3 372
Problem Solving/Coping
259 5.78 26.5 376 25.3 372
(Discrepancy between total of Female N and Male N is due to some students not indicating gender on
survey.)
Table II-3
ANOVA of Male and Female
MPR and PSC Scores
Competency F Value R-Square PR > F
MPR 14.35 0.018874 0.0002
PSC 7.54 0.010003 0.0062
Research Quesﬁon Two Similarly, in item 24 the students were asked to

2. Are significant differences found in the MPR and
PSC scores of persons indicating work environment
preferences?

The survey instrument gathered responses to
student preference for future work environment
on two items. The first was item 11, selection of
the most appealing Holland work environment.
In this activity the student rank ordered from 1
to 6 the most appealing to the least appealing
work environment.

Page 10

rank order occupational interest areas, descrip-
tions obtained from the Guide to Occupational
Exploration (GOE), (U.S. Department of Labor,
1979). This ranking activity directed the students
to indicate from four sets of rankings the most
appealing occupational area. The results of the
Holland ranking activity are summarized in
Table II-4, and Table II-5 summarizes the GOE
area rankings.

Shannon
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Table I1-4

Ranking of Preferences for
Holland Work Environments

(N = 736)
Realistic 190
Social 158
Artistic 129
Investigative 94
Conventional 90
Enterprising 75

Table II-5

Ranking of Preferences for
GOE Interest Areas

(N = 572)
Artistic 76
Humanitarian 76
Leading 66
Mechanical 59
Business 58
Scientific 56
Plants and Animals 52
Protective Services 44
Physical Activity 33
Accomodating 28
Selling 17
Industrial 7

Each of the two tables suggests distinct expres-
sions for work environment preferences among
the students responding to the items. The Hol-
land environment results show the top two
preferences, Realistic and Social, to be exact op-
posites according to Holland’s (1985) descrip-
tions of the work environments. This finding
supports any claim that student preference for a

Shannon

work environment is somewhat independent in
the survey sample.

Similar to the Holland work environment
preferences, there seems to be a dispersion of
preferences among the GOE interest areas. In
each set of responses there is a fair amount of
variability among the choice options, with no one
or two choices dominating the results for the two
items.

An analysis of variance of the MPR and PSC
scores was computed for the six Holland environ-
ments and twelve GOE interest areas, with a fol-
low-up Waller-Duncan K-Ratio T Test. The
Holland environment results summarized in
Table II-6 indicate a significant difference in
both the MPR and PSC scores. The MPR scores
fall into three distinct Waller groupings, with
four categories of PSC scores as summarized in
Table II-7 and Table II-8. From the results ob-
servable in Table II-7 and Table II-8 it is evident
that there are differences on MPR and PSC
mean scores between the six Holland work en-
vironment preferences on each subscale.

For the Waller Groupings of the MPR and PSC
scores of the twelve GOE interest areas reported
in Table II-9 and Table II-10 there is evidence of
a slight trend for the students preferring the
Business area to have the highest importance
scores. Students indicating the Industrial area as
the most preferred work setting had mean scores
lower than all the others in both tables but the N
of seven, compared to 17 as the next lowest in
size, may have had more of an influence on the
outcomes than the tables may suggest.

In regard to the second research question, the
reported results suggest that within the sample
studied: There are significant differences in the
MPR and PSC scores of persons indicating work
environment preferences.
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Table II-6
ANOVA of MPR and PSC Scores for

Holland Work Environment Preference Groups

Competency F Value R-Square PR > F
MPR 2.66 0.017861 0.0217
PSC 5.87 0.038620 0.0001

Table II-7
Waller Groupings for Holland Work

Environment Preference Groups
On Means of MPR Scores

Waller Grouping Mean N Holland Environment
A 14.46 158 Social

AB 14.05 75 Enterprising

AB 14.02 129 Artistic

AB 13.52 90 Conventional

B 3.29 94 Investigative

B 13.31 190 Realistic

Means with the same letter are not significantly different)

Table II-8

Waller Groupings for Holland Work
Environment Preference Groups
On Means of PSC Scores

Waller Grouping Mean N Holland Environment
A 27.05 94 Investigative

A 26.88 158 Social

AB 26.64 129 Artistic

AB 26.60 75 Enterprising

BC 25.21 90 Conventional

C 24.24 190 Realistic

Means with the same letter are not significantly different)

Shannon
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Table I1-9

Waller Groupings for GOE
Interest Area Preferences
On Means of MPR Scores

(Means with the same letter are not significantly different)

Waller Grouping Mean N GOE Interest Areas
A 14.72 58 Business

AB 14.54 28 Accommodating
AB 14.47 66 Leading

AB 14.26 76 Humanitarian

AB 14.06 17 Selling

AB 13.82 56 Scientific

AB 13.65 52 Plants and Animals
AB 13.59 44 Protective Services
AB 13.46 59 Mechanical

ABC 13.36 33 Physical

BC 12.64 76 Artistic

C 11.42 7 Industrial

Shannon
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Table 11I-10
Waller Groupings for GOE

Interest Area Preferences

On Means of PSC Scores
Waller Grouping Mean N GOE Interest Areas
A 28.13 58 Business
AB 27.64 56 Scientific
AB 27.57 28 Accommodating
AB 27.50 66 Leading
ABC 26.88 17 Selling
ABC 26.32 76 Humanitarian
ABCD 26.18 33 Physical
ABCD 25.28 76 Artistic
ABCD 25.23 52 Plants and Animals
BCD 24.68 44 Protective Services
CD 24.00 59 Mechanical
D 23.14 7 Industrial

(Means with the same letter are not significantly different)

Research Question Three Table II-11

Student Indication of

3. Are any differences in MPR and PSC scores Post High School Plans

detectable between students expressing differing

plans for their life following graduation from high (N = 727)

school? Post-High School Plans N
One of the questions on Part One of the survey

instrument sought information on students’ Attend 2- or 4-year College 341

plar.ls following graduation from high schoql. Do Not Know 117

While such an item assumes that all persons will

be completing their schooling, which may be an Enter the Armed Forces 95

erroneous assumption, 727 of students

responded. The frequencies of response to each Bnfer the Work Fonee 39

of the eight options for survey item six are Attend Vo-Tech School 45

presented in order of rank outcome in Table II-

11. Other 36
It is clearly evident that attending a two-year or Get Married 25

four-year college is the choice of the major por- Apprentice 9

tion of the students. This sense of decidedness
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on the part of many of the students will assist
them in short-term planning for life and career
activities. Conversely, the second largest group
was found to be those expressing no knowledge
of post-high school plans. This could be taken as
either a lack of commitment or total lack of
knowing.

The results of the analysis of variance per-
formed on the MPR scores and the PSC scores,
Table II-12, indicate significant differences be-
tween the groups of students of differing plans
for life after high school. The MPR results
presented in Table II-13 indicate three Waller
Groupings in which the college-bound show the
highest importance score average while those in

the "Do Not Know" group present the lowest
score. The high and low groups on the analysis of
the PSC scores, offered in Table II-14, are the
same as for the MPR scores with the difference
being a change in order of the middle groupings.

From the results offered in the tables the
response to research question number three is:
There are significant differences found on the
MPR and PSC importance scores of students ex-
pressing differing plans for their life following
graduation from high school.

Table I1-12
ANOVA of MPR and PSC Scores for Students of
Differing Post-High School Plans
Competency F Value R-Square PR > F
MPR 438 0.040899 0.0001
PSC 11.04 0.097086 0.0001
Table II-13
Waller Groupings for Students of
Differing Post-High School Plans
On Means of MPR Scores
Waller Grouping Mean N Post-High Plans
A 14.1 341 2- or 4-year College
AB 14.06 95 Armed Forces
AB 13.78 9 Apprentice
AB 13.55 45 Attend Vo-Tech
AB 13.29 59 Enter Work Force
AB 13.28 36 Other
AB 12.84 25 Marriage
B 12.67 117 Do Not Know
Means with the same letter are not significantly different.)

Shannon
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Table II-14
Waller Groupings for Students of Differing Post-High School Plans
On Means of PSC Scores
Waller Grouping Mean N Post-High Plans
A 27.63 341 2- or 4-year College
A 27.56 9 Apprentice
AB 25.81 95 Armed Forces
ABC 2522 59 Enter Work Force
BC 2511 45 Attend Vo-Tech
BC 2481 36 Other
C 23.12 25 Marriage
C 22.99 117 Do Not Know
(Means with the same letter are not significantly different.)

Research Question Four

4. Do the MPR and PSC scores of students of
varying levels of educational aspiration show any
significant differences?

This research question was intended to be a fol-
low-up to research question number three which
investigated MPR and PSC differences in post-
high school plans. In this activity the MPR and
PSC scores for students of differing educational
aspiration are studied.

A total of 727 students made an indication of
their future educational plans. The results
presented in Table II-15 appear to be somewhat
inconsistent with those offered in Table II-11,
but this issue will be covered in a later section of
this publication. The indications from the
responses to the question on educational aspira-
tion are that the largest group of students express
that a high school diploma is the current highest
level of educational attainment sought but over-
all, it would appear that the majority of the stu-
dents aspire to 2- and 4-year degrees.The
outcome of the analysis of variance presented in
Table II-16 suggests that significant differences
were found between the educational aspiration
groupings on both the MPR and PSC scores.
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Table II-15

Student Indication of
Highest Level of Educational

Attainment
N = 727)
| Attainment Level Responses |
High School Diploma 243

4-year Bachelor’s Degree 158
2- or 4-year Vo-tech Degree 110

Master’s Degree 80
2-year Business Degree 62
Doctoral Degree 42

2-year Liberal Arts Degree 32

Further analysis of these scores found four
Waller Groupings on the MPR scores, Table II-
17, and seven separate groupings on the PSC
scores in Table II-18.

The results of the analysis of the MPR scores,
as mentioned, fell into three Waller Groupings
which is not inconsistent with the outcomes from

Shannon
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Table I1-16

ANOVA of MPR and PSC Scores for Students of
Differing Levels of Educational Aspriation

Competency F Value R-Square PR > F

MPR 2.97 0.024142 0.0072

PSC 10.17 0.078118 0.0001
Table II-17

Waller Groupings for Students of
Differing Educational Aspiration
On Means of MPR Scores

Waller Grouping Mean N Educational Goal

A 14.46 158 4-year Bachelor’s Degree

A 14.45 42 Doctoral degree

AB 14.31 80 Master’s Degree

AB 13.97 62 2-year Business Degree

AB 13.52 110 2- or 4-year Vo-tech Degree
AB 13.28 243 High School Diploma

B 13.09 32 2-year Liberal Arts Degree

(Means with the same letter are not significantly different.)

Table II-18

Waller Groupings for Students of
Differing Educational Aspiration
On Means of PSC Scores

Waller Grouping Mean N Educational Goal

A 30.07 42 Doctoral Degree

B 27.82 80 Master’s Degree

BC 26.92 158 4-year Bachelor’s Degree
BCD 26.133 62 2-year Business Degree
CDE 2522 32 2-year Liberal Arts Degree
DE 24.95 110 2- or 4-year Vo-tech Degree
E 2434 243 High School Diploma

(Means with the same letter are not significantly different.)

Shannon
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the first three research questions. On the other
hand, each educational aspiration level group
fell into an almost hierarchical pattern on the
PSC scores. As evidenced in Table II-18, stu-
dents with doctoral aspirations had the highest
mean score and lowest mean score was found
among the high school diploma group. Between
the high to the low score progression went from
Master’s, Bachelor’s, 2-year business, 2-year
liberal arts, and 2- or 4-year vocational degree.

In returning to Research Question Number
Four it may be stated that: The MPR and PSC
scores of students of varying levels of education-
al aspiration show differences that are sig-
nificant at the levels set for this study.

Research Question Five

5. Do the MPR and PSC scores of students who
work differ from the the nonworking students?

The survey instrument contained two items that
gathered responses on students’ work behavior.
The first was for students to indicate how many
summers they had held a full-time job since
seventh grade. Of the 747 students responding
nearly half had not worked full-time during the
summer, and as presented in Table II-19, the next
largest group had worked one summer. The
second work-related question asked if the stu-
dents had work part-time during the school year.
A total of 745 students responded to this ques-
tion with slightly more than half (425) indicating
they had worked part-time during the school
year. Analysis of variance procedures were per-
formed on the MPR and PSC scores for the sum-
mer work group and for the students responding

LIFE/'WORK MANAGEMENT

Table II-19
Number of Summers Students
Had Worked
Full-time Since Seventh Grade
(N = 747)
Summers Worked N
None 347
One 192
Two 108
Three 100

to the part-time work during the school year
item.

Results of the ANOVA procedures for MPR
and PSC scores of students responding to the
summer work item, presented in Table II-20, in-
dicate significant differences on both subscales.
Analysis of variance results on the MPR and PSC
of part-time workers and nonpart-time workers
indicated no significant differences on either
subscale.

Follow-up analyses were performed on the
scores of the groupings obtained from the results
to the summer work item. Table II-21 and Table
II-22 summarize the Waller Groupings for the
two analyses. It is clear from reviewing each table
that the students who have not worked full-time
any summers since the seventh grade have the
highest mean scores on both the MPR and PSC
subscales.

Who Have Worked Full-time for 0, 1, 2, or 3 Summers

Table I1-20
ANOVA of MPR and PSC Scores for Students

Since the Seventh Grade

Competency F Value R-Square PR > F
MPR 291 0.011596 0.0340
PSC 4.14 0.016426 0.0064
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Table I1-21

Waller Groupings for Students of
Differing Levels of Full-time Summer Work Experience
On Means of MPR Scores

Waller Grouping Mean N Summers Worked
A 14.15 347 None

AB 13.68 108 Two

AB 13.45 100 Three

B 13.33 192 One

Means with the same letter are not significantly different.)

Table I1-22

Waller Groupings for Students of
Differing Levels of Full-time Summer Work Experience
On Means of PSC Scores

Waller Grouping Mean N Summers Worked
A 26.58 347 None

AB 25.73 108 Two

AB 25.55 192 One

B 24.42 100 Three

Means with the same letter are not significantly different.)

Table 11-23
Student Responses Regarding Meeting

Post-secondary Educational Plans In Maine

Frequencies and Subscale Means

(N = 743)

Student Response N MPR Mean PSC Mean
Yes 339 413 26.21
Do Not Know 233 13.52 25.31
No 171 13.53 26.22

Shannon Page 19



From the results of the analyses of variance the
response to Research Question Five would be:
The MPR and PSC of students who work differ
from the nonworking students. A qualifier would
have to be included to define students who work
as students who have worked full-time during the
summer months and not include part-time work
during the school year in the definition.

Research Question Six

6. Are there any differences in the MPR and PSC
scores of students intending to pursue additional
study in Maine compared with those persons
intending to study out-of-state?

During the sophomore year of high school the
reality of post-secondary educational planning
may tend to urge students to become more aware
of their educational options. Responses to pre-
vious research questions suggest that differences
on the MPR and PSC subscale scores for stu-
dents of varying educational and career aspira-
tion exist. The intent of Research Question
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be a cause for alarm in working with high school
sopomores.

The reported means on each subscale for all
three response groups show little range (MPR
range = 0.61; PSC range = 0.91) that suggests
little variablity between groups. The analysis of
variance outcomes reported in Table II-24 indi-
cate that the differences found are not significant
at the levels set for this project.

The results of the analysis of variance lead to a
response to the sixth research question that
would say: There are no significant differences
found on the MPR and PSC scores of students
intending to pursue additional study in Maine
compared with those persons planning to study
out-of-state. With the large number of students
stating indecision on this item at the time of the
survey and awareness of the level of realism in the
life and career aspirations of persons at the level
of development of the sample studied, the results
ought to be taken as an indication of of a pos-
sibility rather than a certainty.

Table I1-24

ANOVA of MPR and PSC Scores for Students
Planning to Pursue Post-Secondary Study

In or Out of Maine

Competency F Value R-Square PR > F
MPR 295 0.007914 0.0529
PSC 0.005229 0.1438
Number 6 is to investigate possible differences
on the MPR and PSC subscales of students plan- Research Question Seven

ning their post-secondary education in Maine as
compared with those stating an out-of-state
preference.

A total of 743 students responded to the post-
secondary education planning item. From the
results in Table II-23 it is seen that the largest
group are those student intending to study in
Maine, with well over twice as many students
stating a plan to study in Maine compared with
those persons planning to leave the state. The
large number of undecided students should not

Page 20

7. Do the MPR and PSC scores differ between the
groups of students indicating higher, lower, or
similarlevels of ability in comparison to their peers?

Item 23 on the survey instrument asked stu-
dents to respond, Higher, The Same, or Lower,
when the folowing item stem was posed to them,
"Compared to other students in the majority of
your classes are your abilities . . . " A total of 733
students responded to this item with a vast
majority of them indicating they viewed their
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abilities as about the same as those of their peers,
as Table II-25 presents. The table also shows the
range for the mean importance scores on the
MPR and PSC subscales. Lack of variability on
the means for both MPR and PSC suggests there
would be no differences on the mean importance
scores between the ability groupings; which is
supported by the ANOVA results offered in
Table II-26.

The data presented would support a statement
that, the MPR and PSC scores show no sig-
nificant differences between the groups of stu-
dents indicating higher, lower, or similar levels
of ability in comparison to their peers.

Summary

Of the seven research questions generated for
this section of the monograph, five received af-
firmative responses and two negative. The re-
search questions have been stated again below

with an indication of affirmative or negative
response.

° Research Question 1: Are there differences
in the MPR and PSC scores of males and
females? YES

° Research Question 2: Are significant dif-
ferences found in the MPR and PSC scores
of persons indicating work environment
preferences? YES

° Research Question 3: Are any differences
in the MPR and PSC scores detectable be-
tween students expressing differing plans
for their life following graduation from
high school? YES

° Research Question 4: Do the MPR and
PSC scores of students of varying levels of
educational aspiration show any significant
differences? YES

° Research Question 5: Do the MPR and
PSC scores of students who work differ
from the nonworking students? YES

Table II-25
Frequencies and Mean Competency Scores of
Student Comparison of Abilities with Peers
By MPR and PSC Mean Scores
(N = 733)

Comparison of Ability N MPR Mean PSC Mean
Higher Than Peers 178 1335 26.46
The Same as Peers 520 13.97 25.80
Lower Than Peers 35 13.42 24.80

Table 1I-26
ANOVA of MPR and PSC Scores for Student
Groups Comparing Abilities to Peers
Competency F Value R-Square PR > F
MPR 2.39 006516 0.0910
PSC 1.53 0.004161 0.2183

Shannon
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° Research Question 6: Are there any dif-
ferences in the MPR and PSC scores of stu-
dents intending to pursue additional study
in Maine compared with those persons in-
tending to study out-of-state? NO

° Research Question 7: Do the MPR and
PSC scores differ between the groups of
students indicating higher, lower, or similar
levels of ability in comparison to their
peers? NO

PART III

Discussion and Recommendations

The general trend in the findings summarized
in Part II was that significant differences were
found between subgroupings of the students sur-
veyed on the MPR and PSC subscale importance
scores. The data that has been generated was ob-
tained from a rather large sample of Maine high
school sophomores that may allow many of the
results obtained to be generalized for the
sophomores in the entire state. On the other
hand, this is the first administration of the survey
instrument does not allow for any comparison
with standard scores or with any other student
population groups. The intent of the staff of the
Maine Occupational Information Coordinating
Committee is to incorporate this data in a lon-
gitudinal study of the sophomore cohort. The
study will employ annual assessment of career
development constructs of the cohort with as-
sessment of the life/work management con-
structs again at the senior year and five years
after the group’s graduation date. At those times
the results obtained in this "baseline" survey will
be incorporated into the data analysis.

For the task at hand, the discussion will focus
on the use of the information gathered and
reported for the benefit of the students surveyed
in the form of recommendations for educators.
Five sets recommendations have been developed
that include (1) gender differences, (2) indica-
tion of work environment preferences in apply-
ing Holland’s theory of personality and work
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environments, (3) decidedness of post-secon-
dary planning, (4) educational aspiration, and
(5) consideration for the awarenesses gained
through full-time work experience.

Each recommendation will be based upon the
theoretical constructs presented in Part I and
data reported in Part II of this portion of the
monograph.

Gender Differences

Ginsberg and Opper summarize some of the
work of Piaget in studying the development of
adolescents. They state that, "the adolescent
makes reality secondary to possibility" (Ginsberg
and Opper, 1988, p. 200). This statement is an in-
dication that the more rapidly developing
adolescent will be able to negotiate abstract con-
cepts with greater effectiveness than those who
are developing at slower rates. Educators in the
local school can employ standardized test scores,
physical growth charts, and observation to com-
pare the growth of males with females.

The results obtained on The 1987
Employability and Work/Family Integration
Survey have shown the females to manifest
higher scores on managing personal respon-
sibility and problem solving/coping. These
results may be an indication that females are
more prepared to deal with the abstract concepts
that pertain to future problem solving and mean-
ingfully discuss events that lie three to five years
in the future than their male counterparts. If the
old wives’ tale that girls grow faster than boys
holds to be true then there is a need to present
information to girls at a time and in an order that
differs from boys. The work of Piaget and his col-
leagues supports the tenet that adolescent males
and females will develop similar learning and
reasoning structures. Invariance of the sequence
for developing is found in all persons while the
attainment of differing levels of achievement
varies with intelligence and social environment
(Piaget and Inhelder, 1969, p. 153). Additional-
ly, Osipow (1983, p. 270) reports, "Some data
exist to suggest that the rate of development of
verbal, spatial, numerical, and analytical abilities
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is different across gender," but is unable to pin-
point the reason for such difference.

Career development programming in high
schools may be enhanced by applying some of the
results obtained in the study of the gender dif-
ferences. Rather than design a "one size fits all"
set of activities, the educational planner may
wish to have some activities that are not con-
ducted in a heterogeneous group. At times the
girls could work separately from the boys, having
each group report their outcomes to the other.
In this style of learning the direct competition
between boys and girls could be minimized in the
small group activities while drawing upon the
strengths of each gender to the benefit of the
other in the large group sharing.

Readiness for vocational planning, a concept
employed by Gribbons and Lohnes in their lon-
gitudinal work on career development (Grib-
bons and Lohnes, 1982), may be manifested
differently in boys than in girls. The girls’ higher
importance mean scores on MPR and PSC may
be an indication that they are more ready than
the boys for making meaningful life and career
plans. This may also represent heightened readi-
ness for learning activities that will assist them in
planning process.

Lastly, the results suggest that the boys may
need some additional assistance in approaching
the life/work management competencies. They
have expressed lower levels of importance for
these competencies than did the girls in their
class. This may be indicative of several need areas
that would include realistic future planning skill
development, gaining greater awareness for the
processes of problem solving and decision
making, and managing their finances.

Work Environment Preferences

Selection of preferred work environment is a
student’s indication of the psychological en-
vironment in which he or she would be comfort-
able while at work. Holland’s (1985) theory
places much emphasis on work environments
and congruence between personality type and
environment models. Persons satisfied with one
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work environment tend to possess personality
types that match the type of the setting. From
the work of Holland, a person’s type is predictive
of the environment in which satisfaction may be
found and vice versa.

In reviewing the results of the students sur-
veyed it is evident that differing levels of impor-
tance for the skills of managing personal
responsibility and problem solving/coping are
manifested among the six Holland types. Initial
observation could lead to spurious assumptions
if the data of Part II of this portion of the
monograph is the sole source of information.
The report of O’Shea (found elsewhere in this
monograph) adds much to the understanding of
expressed and assessed work environment and
personality type. But for the present discussion
the information in Table III-1, page 24, will
provide adequate support.

The tabled findings show that nearly half the
males preferred Realistic environments and
females Social. Each gender group also indi-
cated the other’s top choice as the sixth most
preferred, or least preferred, work environment.
Working strictly from the standpoint of
stereotypes in gender and in occupational selec-
tion of males and females, such a finding is not
disturbing.

But the question for a researcher could be, "Did
the prior analysis of variance detect environment
preferences or was it an additional measure of
male/female difference?" The information to
formulate a concrete answer is confounded in the
data as gathered. As such, how can these results
best be applied to the benefit of the sophomore
respondents? Two recommendations are of-
fered.

If the males and the females tend to make
stereotypic selections then career programs
could be devised that would expand horizons into
nontraditional occupations. This first recom-
mendation is not new to career guidance person-
nel but the results do point to continued need in
this area.

The second recommendation can be taken for
its own merit or used to put the first into action.
Holland’s theory succinctly defines the per-

Page 23



LIFE'WORK MANAGEMENT

Table III-1
Most Preferred Work
Environment by Gender
(N = 736)

Environment Males Females
Realistic 173 16
Investigative 61 33
Artistic 48 80
Social 14 142
Enterprising 34 41
Conventional 31 57

sonality of individuals in each of the six types.
With about a fourth of the total sample selecting
Realistic as the most preferred environment and
another fourth indicating their preference for
Social an understanding of these opposite types
as learners will enhance the delivery of career
development programming.

Words that Holland has used to describe the
Realistic type include: practical, asocial, persist-
ent, uninsightful, uninvolved (Holland, 1985, p.
19). How might this person prefer a learning en-
vironment to be structured? Again, Holland has
written that this type has a preference for, "ac-
tivities that entail the explicit, ordered, or sys-
tematic manipulation of objects, tools, machines,
and animals and to an aversion to educational or
therapeutic activities" (Holland, 1985, p. 19).
Concrete learning activities with a high degree of
immediate reward will meet many of the learn-
ing environment needs of the Realistic person,
male or female.

Turning to the Social types, Holland has
describe this type with such terms as: idealistic,
sociable, warm, empathic, understanding (Hol-
land, 1985, p. 21). The preferred activities for the
Social type, "entail the manipulation of others to
inform, train, develop, cure, or enlighten; and an
aversion to explicit, ordered, systematic activities
involving materials, tools, or machines" (Hol-
land, 1985, p. 21).
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The learning environment for these opposite
types, too, is in opposition. If the student group
surveyed is indicative of the entire population of
high school sophomores, then learning styles
must be accounted for in educational planning.

The work of Gordon Lawrence (1983), while
not based on Holland’s theory, is an orientation
to learning styles and application in the teaching
and learning process.

School counselors and teachers tend to be So-
cial types and persons usually teach in the man-
ner in which they best learn. Could it then be an
assumption that career development program-
ming may tend to favor the Social types? The
results of the analysis of variance and follow-up
statistics show the Social types to have the
highest mean scores on managing personal
responsibilities (falling into a separate category
in the Waller groupings), and the second highest
mean score on the problem solving/coping com-
petencies (but in a separate Waller Grouping
with the highest mean score group). On both of
these subscales the Realistic group had the
lowest mean scores of all six personality types.
Do not let it be taken that a direct cause and ef-
fect relationship between teacher type and stu-
dent type is the reason for the lower Realistic
scores, but such awareness should be employed
in the execution of career development learning
modules.
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Decidedness of Post-Secondary
Planning

From the prior discussion of pertinent theories
it should be evident that many external influen-
ces are operating on the decision making proces-
ses of the sophomores. But, the students
functioning at higher levels of development may
possess a greater sense of autonomy in making
future planning decisions. This last statement is
supported in the findings of Part II for the two
largest groups responding to the item on post-
high school plans were 2- or 4-year college (N =
341) and Do Not Know (N = 117). It is clear fom
Table II-13 and Table II-14 that the college-
bound students have the highest MPR and PSC
mean scores with the undecideds having the
lowest scores.

For each of the 117 undecideds there is the pos-
siblity for a different reason for not making a
commitment. Any number of personal, family,
economic, and social issues could be pressing the
individual to keep options open. At the same
time the students are still over two years from
graduation, when the future becomes the
present, and decisions will have to be imple-
mented. How decided are the decideds, and why
are the undecideds undecided? These questions

may form the foundation for an extended learn-
ing activity on life and career planning.

Piaget’s ideas of assimilation and accommoda-
tion, together with the cycle of differentiation
and integration of the psychosocial theorists,
would allow room for many changes of choice
and opinion over the time between the
sophomore year and accepting a diploma at
graduation.

Information on grade average by post-secon-
dary plans category, summarized in Table III-2,
suggests higher level of educational success on
the part of the 2- or 4-year college group, and
lower grades among the Do Not Knows. The low
grade point average of the undecided students
could be an indicator for their entering the work
force rather than entering some competitive
post-secondary educational programs. While
this group expresses the lowest levels of impor-
tance for the competencies of managing per-
sonal responsibility and problem solving/coping,
it just may be the group in need of significant in-
tervention on the part of those responsible for
career guidance in the schools.

The recommendation here would be to offer
some intrusive programming to the undecided
students. The goal would not be to make a
decision but to expose students to options and as-
sist program staff in learning why each individual

Table III-2
After Graduation Plans
By Grade Average
Post-High Plan A avg. B avg C avg. C/D avg.
Apprentice 0 3 4 2
Armed Forces 3 36 34 20
Attend Vo-Tech 0 15 20 9
Do Not Know 4 24 57 30
Marriage 0 10 8 5
Other 1 13 17 4
Enter Work Force 0 19 25 14
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has not come to a decision--many reasons are
quite valid.

Educational Aspiration

Students aspiring to lower educational levels,
not to imply that obtaining a high school diploma
and entering the work force is a negative or un-
worthy aspiration, exhibit lower mean scores on
the importance of the subscales of life/work
management. Obviously the person seeking a
Doctoral degree will be delaying entrance to the
work force for many years beyond the time when
the high school graduate will be starting employ-
ment. But this immediacy suggests a need for ac-
quiring the competencies for life/work
management among lower aspirers.

A career class or occupational exploration
group that is composed of individuals of similar
levels of educational aspiration could cover the
topic of life/work management competence. Ac-
tivities such as this would allow exposure to peers
of similar future plans. If the Holland type for
each student was available the learning environ-
ment and individual learning tasks could be
tailored to each person’s need and learning style.
While development of competence may not
occur in this activity the gaining of an apprecia-
tion, or valuing, of the competence may increase.
The lower aspirers in this study did not exibit
lower competence scores, they showed lower
mean scores on their indication of importance
for the competencies.

Work Experience

From the group of students surveyed it seems
like the more summers they had worked full-time
the lower the importance placed on the com-
petencies for life/work management. This
relationship is nearly inverse to what these
writers had expected to find. The students who
had not worked at all showed the highest mean
scores on the importance for managing personal
responsibilities and problem solving/coping.
Perhaps why this is so among the sophomores
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will never be learned but some intuitive reasons
are put forth.

Three concepts have guided this intuitive
process: quality of work available, field of
employment, and occupational level. From the
summer of the seventh grade to the sophomore
year in high school is about three years. Between
those years ages range from about thirteen the
first year to up to sixteen the third. What is the
quality of the work experiences that are available
to the person thirteen to sixteen, even for full-
time employment? Many times students in this
age range are not allowed by law to work in com-
petitive work situations such as grocery stores
and fast food restaurants. This leaves such op-
tions as mowing lawns, child care, and delivering
papers. While the money may be somewhat
rewarding the quality of the work experience
does not nearly approximate that of most future
work settings. Therefore, students who have
worked one, two, or three summers in low quality
jobs may not have been in need of the competen-
cies of life/work management.

Often times the field of employment in which
high school students find work has no relation to
interests, future plans, or skills. Again, how
could labor in a field of endeavor that has little
or no relation to future plans contribute to future
success? Here may be an avenue for intervention
on the part of the career development specialist.
Helping students to see what is not directly ob-
vious or to learn through vicarious experience:
watch the older workers and find out what it is
that they do. With an awareness of the LWM
competencies the student could try to relate
them to coworkers who are and are not very suc-
cessful in the workplace. Direct the student to
ask questions of fellow workers for additional in-
sight and awareness of the need for the skills the
defined competencies imply.

The full-time summer worker is recognized as
not a permanent member of the staff. As such the
benefits available to full-time, year-round
workers are not offered. Promotions are not
from, say, field work to managerial positions.
This work tends to be temporary, low-level with
no hope for upward mobility.

Shannon



LIFE/WORK MANAGEMENT

Perhaps the students surveyed have developed
high levels of LWM competence but due to their
experiences in the world of work do not hold
them in high regard.

The major recommendation at this point is for
the staff of the Maine Occupational Information
Coordinating Committee and the Rural Career
Development Group to perform follow-up re-
search on the work behavior of the survey
sample.

As time passes the impact of work experience
may manifest itself in the value attributed to the
life/work management competencies. The stu-
dents will continue to develop and make better
meaning of their experiences and their environ-
ment. Such a new way of gathering and interpret-
ing information may assist in interpreting work
activities in more meaningful ways.
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Thjs is the new generation that wants to have it
all--dual-career families, two or three
children, long maternity leave, involved fathers,
high earnings--without understanding the
strains or impact on career advancement, energy
levels, and family life. Over 700 high school stu-
dents in Maine were surveyed in 1987 about their
goals for the future, and compared with a 1985
survey of over 700 California undergraduates.
Students on both coasts juxtapose current
egalitarian gender attitudes with traditional
gender attitudes without thinking about the
practical implications. Instructors on both
secondary and college levels need to inform stu-
dents about the realities of the work world, issues
in role-sharing, and the effect of gender
stereotyping. Ideas for a course on work/family
life are included at the end of this article.

CURRENT FAMILY
STRUCTURES

Futurists such as Alvin Toffler (1970) and John
Naisbett (1981) observe that we are living in a
time of parenthesis between major eras, called by

Toffler the second and third wave civilizations.
In such a turbulent and rapidly changing period,
it is important to prepare young people for the
changes they can expect in their future roles
combining work and family in its various contem-
porary forms. The third wave began in the late
1950’s when industrial workers became a
minority--most workers now process words and
numbers or provide services. Where the in-
dustrialized second wave civilization was stand-
ardized, hierarchial, and centralized, the third
wave civilization is decentralized and based on
computerized information-processing. The
standard second wave family form was the
nuclear family with its bread-winning father,
breadbaking mother, and at least two children.
Multiple-options are a keynote of the third wave,
including various family options.

We may still think of the family as the 19th cen-
tury type of nuclear family, but it actually repre-
sents a small minority of the current families, less
than 10% (Sexton, 1985). Since 1978 the
majority of married couples have both been
breadwinners. Women are about 45% of the
workforce. One of the most far reaching social
changes of the 20th century is the entry of
mothers of young children into the workforce:
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62% of mothers with children under 18 were
employed in 1985, including 55% of mothers of
children under five in 1986. By the end of the
1990s most children over the age of one will have
employed mothers. The rapid change leaves us
without role models of role-sharing between
spouses who both earn the family’s living and
nurture it as well. In a poll for Time magazine,
80% agreed that "Many women today are having
a hard time balancing the demands of raising
children, marriage and work" ("The child-care
dilemma", 1987). The majority of women work
full-time: about 28% of all women workers in
non-agricultural industries worked part-time in
1985 (U. S. Department of Labor, 1986; Be-
sharov and Dally, 1986). The majority of women
in professional careers are teachers and nurses-
-not highly paid jobs. Only 14% of couples both
have careers, with only 6% both having high-
paying technical and other professional and
managerial jobs.

The single parent family is the most rapidly
growing family type, consisting of 26% of
families with children. It increased by 69% from
1970 to 1983. One out of every five children, and
more than half of all black children, live in a one-
parent family. Usually that parent is female
(90%) and often is poor. Working women earn
64% of what men earn; a female college graduate
still averages as much as a man who dropped out
of school in the eighth grade.

Many more Americans are living alone than
ever before--single people comprise 23% of U.S.
households. At 50% the divorce rate for recent
marriages is the highest in the world. But
Americans do believe in marriage anyway. Most
divorced people remarry (5 of every 6 divorced
men and 3 of every 4 divorced women). This leads
to a large increase in the number of stepfamilies.
The typical family pattern by the year 2000 will
be to live alone or with a roommate for a while
after leaving one’s parents’ home, marry, have
less than two children, divorce, be a single
parent, then remarry (Charner and Furstenberg,
Jr., 1982). Elderly women are more likely to be-
come single again due to the death of their
spouse. We need to prepare young people for the
reality that both men and women need career
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training as they will work most of their adult
lives. Many women will become the single heads
of their families, responsible for most of the
economic support, and again be single in their
old age. Young women need to examine their
choice of traditional female jobs which are usual-
ly low paid.

THE IMPACT OF
DIVISION OF FAMILY
WORK

Men with working wives do around 30% of the
family work, only 10% more than husbands with
homemaker wives (Pleck, 1985, p. 146, p. 150).
Women had less leisure time in 1983 than they
did in 1959 (Bloom, 1986). After an extensive
survey of American Couples, Philip Blumstein
and Pepper Schwartz concluded that, "His work
gives him a great deal of influence. The assump-
tion that they should be indulged shapes the lives
of heterosexual men" (Blumstein and Schwarts,
1983, p. 326). Furthermore, even when couples
stated that they believed in sharing, "the idea of
shared responsibility turned out to be a myth."
50-50 Parenting also found that among couples
who consider themselves egalitarian, women
spend more time parenting. Husbands in first
marriages reported spending 29 hours a week on
child care compared to their wives’ 41 hours
(Kimball, 1988, p. 264).

Men have a sense of "entitlement," according to
a study of Men In Dual-Career Families (Albino
Gilbert, 1987, p. 20). An example is that dual-
career couples are more likely to move for the
man’s career than the woman’s (Catalyst, 1981).
Even the co-authors of a book on dual-career
marriages struggled with inequality. Francine
Hall explained after her divorce, "Our marriage
was fine as long as I went along with him, made
[job] compromises or sacrifices and didn’t talk
about them" (Lublin, 1986). The implication is
clear that what men do is more important than
what women do. Hopefully we can give children
a different message, more suited for the fast ap-
proaching 21st century. A recent study found

Kimball
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that in dual-earner marriages, both spouses
having MBA degrees, the men had a higher
anxiety level than their wives and earned less than
MBA men with homemaker wives (Harrell and
Baack, 1986). The new pressure on men to be su-
perfathers and sensitive companions is making
life difficult for them as well as for supermoms.

Joseph Pleck (1985, p. 156) examined why hus-
bands of working wives do 30% rather than half
of the family work, despite the fact that "the
majority of men are more psychologically in-
volved in their families than in their jobs." He
concluded that men have longer and inflexible
work hours and earn more than women; if men
spend more time with their families, they will
produce less at work. Furthermore, they follow
the example set by their father’s social attitudes
and the media reinforce inequity, they lack some
domestic training, and men may not receive sup-
port for change from their wives or their friends.
Pleck notes that only around half of wives sur-
veyed wanted more help from their husbands. In
studies of role-sharers in 50-50 Marriage and 50-
50 Parenting, 1 found a significant influence is
having the self-confidence and belief in gender
equality necessary to swim against the current of
traditional roles. In addition, couples often react
to their own fathers lack of involvement in fami-
ly life, and vow to be different.

Because of the lack of role sharing, women have
had to choose between a high powered career
and family, unlike their male counterparts. In a
Wall Street Journal survey (Rogan, 1984) of top
women executives, only around a third of the
women under 40 had children, perhaps because
only 5 percent of their husbands assumed sole
responsibility for any childrearing tasks. This
survey replicates other studies (Mall, 1985)
showing that successful women are much less
likely than their male counterparts to have
spouses and children. Combining marriage,
parenthood, and work poses little role conflict
for men since women provide them with support
services at home and at work. Yet young women
seem to think that the woman’s movement solved
problems of inequity. A female senior vice-presi-
dent, Joanne Black, warns about the invisible
wall that prevents most women from progressing
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beyond middle management: "There is always a
wall. It’s just that now, younger women think the
issue has gone away. Then they hit that wall.
They’re unprepared for it" (Jacobs and Hardes-
ty, 1987). Young women need to be informed
that only 2% of the top management in large cor-
porations are women.

Despite the fact that studies show that
employed women have a greater sense of mastery
over their lives, more self-esteem, better mental
health, and fewer physiological symptoms of
stress than homemakers (Baruck, Barnett, and
Rivers, 1983, pp. 37, 104, and 144; Moen, 1983,
p. 24; Ferre, 1984), some mothers are so bur-
dened they are leaving careers which do not ac-
commodate the needs of working parents. One
out of four women graduates of the Harvard
Business School class of 1970 has quit her
managerial work (Jacobs and Hardesty, 1987).
Recent books such as Staying Home Instead tell
mothers "How to quit the working-mom rat race
and survive financially" (Davidson, 1986). No
such books are written for fathers. Employed
mothers report being plagued by guilt feelings
(Berg, 1987). The lack of U.S. social supports for
employed parents results in over seven million
latchkey childern, adding fuel to the fire of their
mothers’ guilt feelings. However, studies agree
that children in good child care develop similar-
ly whether their mothers are employed or not
(D’Amico, Aavrin, and Mott, 1983, p. 145).
Girls, especially, are proud of their working
mothers and benefit from independence.

ATTITUDES OF YOUNG
PEOPLE

Our future rests with young people. To find out
if their attitudes are changing, I surveyed 755
single college students at California State
University, Chico, in 1985 and 1986 (Kimball,
1986). I asked them to predict how they will or-
ganize their future careers and family lives. Most
of the students plan to have careers and to marry
and have two or three children, more than the
current birth rate. They are similar to other sur-
veys of college students’ "rising expectations”
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which show men moving toward more focus on
family and women on careers, hoping to "have it
all" (Kimball, 1988, p.285). Also similar to other
surveys of college students, CSUC students plan
to continue traditional role divided parenting
practices with the added expectation that mar-
ried women will have careers. They have not
given much thought to how they are going to have
the large homes and fancy cars they mention in
essays describing their lives at age 35, yet almost
half the women students plan to stay home more
than a year with each child and almost a third
want more than two children.

College students surveyed by Catalyst (1987)
also had unrealistic notions about the number of
children they will have: only 3% thought they
would have one child, 46% planned on two
children, 31% thought they would have three and
20% more than three children. About a quarter
of women students (22%) surveyed for Catalyst
(1987) plan to stay home with their first child
more than a year: 43% plan to stay home from
four to twelve months. Most men don’t plan to
stay home more than several weeks at the most.
Essays written by South Portland, Maine, school
students, indicate that girls envisioned a lot of job
flexibility--part-time work, work at home, years
away from work--to care for their children. Boys
gave less thought to issues of combining career
and family, and emphasized the kind of job they
would hold. In contrast, the Catalyst survey of
dual-career business couples found that the
median time off work for new mothers was 12
weeks; 68% of the mothers were back on the job
four months after the birth of their infant.

However, a national survey of 3000 high school
seniors in the late 1970s (Herzog, Bachman, and
Johnston, 1983) also revealed consensus among
girls and boys that mothers of young children
should not work full-time and preferably should
be at home full-time. Black students and those
with working mothers were more likely to ap-
prove of employment of mothers with young
children. (To a lesser degree students with
higher academic ability, plans to attend college,
and liberal political views were also likely to be
more approving of employed mothers.) The high
school students also professed belief in fathers

Page 4

sharing parenting equally with their wives. But,
when asked if it is usually better if the husband
works outside the home and the wife takes care
of the family, 49% agreed, 36% disagreed, and
15% neither agreed nor disagreed. Adults cur-
rently agree that mothers should not work out-
side the home, (53% of women and 61% of men
polled for Time magazine think that children suf-
fer when mothers are employed) ("The child care
dilemma," 1987; Zuckerman, 1985). When
UCLA freshman were asked a similar question a
decade later, in 1986, only 20% agreed (Catalyst,
1987). Young people are adopting more
egalitarian beliefs without thinking about the
practical implications. Catalyst has prepared
classroom exercises and bibliography about com-
bining work and family for college students. In
their visits to universities they found "Students
on many campuses have told us they’re going to
have it all--careers, personal relationships,
children. But when questioned they really have
no idea there might be conflicts." Only 13% of
the students they surveyed had given dual-earner
issues a lot of thought. Few students surveyed by
Catalyst at six college campuses (225 women and
152 men) recognized the tradeoffs" required in
combining work and family. The women students
for example, did not seem to realize that taking
extensive maternity leaves would impact on their
career development and earnings (Catalyst,
1987). The women did predict lower earnings at
age 30 than the men ($29,767 vs. $39,660),
despite the fact that almost as many of the women
(91%) plan to work full-time most of their adult
lives as the men (95%). Women students sur-
veyed by Catalyst have different values than men:
it’s more important to women to feel needed by
others and achieve something important at
work. Making money, being one’s own boss,
having leisure time, and competitiveness are
more important to men. The researchers con-
cluded that students are "uneducated about and
unprepared for the realities of combining work
and family."

A CSUC female comments, "I don’t anticipate
any particular problems. I've grown up expecting
to combine both career and family." In contrast,
dual-career couples I've surveyed often describe
being exhausted and frustrated by time con-
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straints and conflicting demands of their various
roles. Researcher Laura Lein (1984), who
studied dual-earner families with young
children, describes the "pressures of multiple
responsibilities and limited resources” that can
result in fatigue and irritation.

Over 100 CSUC student essays predicting a
typical weekday at age thirty-five revealed a lack
of realism. Energy abounded for dual-careers
and children. Time was found to cook gourmet
meals, jog, golf or go to exercise classes after
work, play with the children and drink wine by
the fireplace before "savage love making at bed-
time." Very few students mentioned time con-
straints, fatigue, illness, the possibility of divorce,
or children with problems. Large homes, swim-
ming pools, and luxurious cars (Porsches, Mer-
cedes) were mentioned in the pursuit of "the
finer things of life." Nannies were described by
some.

The following is a typical prediction, by a
woman age 21: At age 351 am a practicing attorney
in a small law firm. I have two young kids. At 6:30
my husband and I wake. We take tums with break-
fast and getting the kids up and dressed. The kids get
dropped off at daycare (or school or grandparents).
I'm at my office by 8:00. My job affords me a cer-
tain amount of flexibility with my schedule which
means that I will be able to spend weekday hours
with my kids. Sometimes my spouse and I will meet
for lunch. We both work until 5:00, then pick up the
kids and come home. We have a light meal, made
by either of us, and then maybe go to the racquet
club for some exercise. A nice hot tub and a few
games with the kids and we go home. We relax and
go to bed fairly early.

In another essay, asking for predictions of the
issues involved in combining career and family,
students were more likely to express anxiety
about combining a career and family; more were
anxious than complacent. "With the ’liberation’
of women not only are we expected to be in good
shape, intelligent, hold a career, and have kids,
we are still supposed to be good homemakers,"
explained a 29-year-old future teacher. Some
women are worried about the super-woman
image. "'m scared to death," wrote a 20-year-old
sociology major. "I want a good job really bad and
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I'm afraid I can’t reach my expectations--I guess
when it comes to money. It seems like you have
to have a lot of money these days to even get mar-
ried and especially to have children. Those are
my expectations--marriage and children--and
what if I can’t reach them?"

A male computer science major, 20, expresses
the financial pressures that men feel. "Much
stress will be generated from trying to manage
my time to combine family--wife--work. I would
rather put spouse and family first, but I don’t see
how that’s possible in our money/production
oriented society." Several studies have found that
college men have traditional expectations for
their future wives. A UC, Davis study (Regan
and Roland, 1985) found that although male col-
lege students’ goals over a decade had shifted to
more emphasis on leisure activities and declin-
ing emphasis on their career as their primary
goal," men as a group are as committed to career
values as ever.

Surprisingly, in the 1980s the minority of CSUC
students predicted equal sharing. Only 29% of
women and 31% of men predicted 50/50 division
of childcare, and 42% of women and 46% of men-
predicted sharing housework equally. Their
predictions are realistically similar to 383 dual-
career individuals I surveyed to contrast student
expectations with current practice, reported on
in Life After College: Combining Career and
Family. Only 14% of the male students and 30%
of the female students predicted equal earnings.

RESULTS

Girls and boys in Maine have similar goals for
their job structures, plans to marry and have
children and prediction of the main source of
their adult fulfillment. More girls plan to attend
college; they report higher grades than boys, but
they are less likely to rank their abilities as higher
than other students and they predict lower earn-
ings at age 30. Boys and girls also differ in the
division of family work they expect at age 30 and
the types of work they want to do.

More girls than boys are in college preparatory
high school programs (53% vs. 43%) and plan to
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enter a two to four year college (58% compared
to 36%). Joining the armed forces after high
school is the goal of 22% of the boys compared
to only 4% of the girls. About a third of the boys
(31%) plan to enter blue collar jobs in contrast
to only 12% of the girls. Girls also are more like-
ly to rate themselves as A and B students than are
boys (10% of girls report that they are A students
compared to 8% of the boys; 46% of the girls are
B students compared to 36% of the boys).

Despite the fact that boys are less likely to have
good grades and be in a college preparatory
program, about half of both genders aim for
professional careers. More boys are also willing
to rank their abilities as higher than other stu-
dents in their classes than are girls: Thirty per-
cent of the boys rank their abilities higher
compared to 18% of the girls. Boys also predict
higher earnings. Despite the fact that almost all
girls predict that they will be employed at age 30
(96%, with 10% working part-time) and two-
thirds of both girls and boys are willing to move
from their hometown to achieve their job goals,
over half (55%) of the girls think they will be
earning under $25,000 a year, compared to a
third of the boys (35%). Almost a fourth of the
boys (23%) think they will earn more than
$50,000 a year at age 30, compared to only 8% of
the girls. Boys have a head start on job ex-
perience, over one third (38%) of boys having no
summer job compared to over half of the girls
(55%). Girls with part-time jobs during school
(59%) believe that their job will contribute to fu-
ture success in work, but again boys are more
likely to have this work experience (62%).

Although about a half of both genders plan to
work for a company in a well defined job and
about a quarter plan to work for themselves,
their work interests are almost opposite. Using
the Holland classification, girls ranked social en-
vironments, "caring for people and helping them
to lead better lives," as their top priority (38%)
while boys ranked it last (4%). Girls’ other inter-
ests, in descending order, are: artistic, conven-
tional (a routine job such as a clerical),
enterprising (persuading others), investigative
(often scientific), with realistic (concrete
mechanical activities and physical movement)
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last. In contrast, boys’ interests, in order of fre-
quency, are realistic, investigative, artistic,
enterprising, conventional, and social.

Another question about occupational interests
revealed similar differences in the gender at-
titudes. Girls’ ranking was humanitarian first
(22%), then business, artistic, and working with
plants and animals as their top choices. For boys
mechanical work was at the top (20%), followed
by leading others, artistic, and scientific. Girls
predictions of disparate earnings accurately
reflect the lower wages attached to social service
jobs.

Girls and boys agree that their main source of
fulfillment will be family, with girls more likely
to respond in the affirmative (54% vs. 45%).
About a quarter (26% of boys and 23% of girls)
of the students rank their job as their main source
of future fulfillment, followed by leisure ac-
tivities (19% of boys vs. 12% of girls.) Yet they
have different ideals about their future family
structures. Girls have more egalitarian aspira-
tions, with over half (52%) of the girls compared
to a third of the boys (36%), planning on both
spouses working full-time and equally sharing
the housekeeping and parenting. Boys are more
likely to plan on their spouse doing the
housekeeping and being the primary parent
(30% vs. 18%). Boys are more likely to plan on
being unmarried at age 30 than girls (14% vs.
7%), but girls are more likely to plan on being
childless and married (14% vs. 7%). Almost no
students plan on role-reversal families. Very un-
realistically, almost none plan on being single
parents. An explanation is the low percent of the
Maine students currently living in single parent
families (11% of girls and 10% of boys--4% of
the boys have their father as their primary
parent). Students are also unrealistic, especial-
ly girls, in predicting similar earnings for in-
dividuals in dual-earner egalitarian families with
children as for couples without children. In fact,
mothers usually earn less than childless women.

Students are moving away from their parents’
current division of labor, as less than a quarter of
the students report that their family of origin is
egalitarian with both parents equally sharing
breadwinning, housework, and parenting. Al-
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most half of their current families are un-
eqalitarian, with women as the primary parent
and housekeeper. Women assume a double job
of working full-time and running the household
in 12% of the girl’s current families and 11% of
the boys’ families. Most girls (all but 4%) plan
on employment, although 20% of their mothers
do not work outside the home; 10% of the girls
plan on working part-time compared to 20% of
their mothers.

Another influence on choosing an egalitarian
family pattern is that students with higher grades
in high school are more likely to select this pat-
tern than students with lower grades, in a des-
cending order for A, B, and C students. Those
with aspirations for professional and white col-
lar jobs are more likely to aim for an egalitarian
family than those aiming for blue collar jobs.
Those that value family over job and leisure as
the source of their adult satisfaction are a little
more likely to pick the 50/50 pattern of family
sharing at age 30. Boys who plan to leave the state
are more egalitarian. Only those students who
rank leisure as their primary source of future ful-
fillment do not select the egalitarian family as
their first choice--27% plan not to be married at
age 30.

DISCUSSION

Comparing the recent responses of 754 Maine
15 and 16 year olds and 755 California under-
graduates, mostly ages 18 to 21, reveals sig-
nificant similarities. As members of the new
generation, males and females both plan on com-
bining career and family, most planning on more
than one child, with family having top priority.
Traditional values linger on with females
predicting lower earnings than males and being
less likely to rank themselves academically
higher than their peers, despite reporting higher
grades. The percentages were surprisingly
similar, with 30% of Maine and 28% of Califor-
nia males ranking themselves higher compared
to 18% of Maine & 17% of California females.
(Females are still more oriented to human
relationships than boys, according to the Maine
and Catalyst surveys of students: CSUC students
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were not asked this question.) The Maine males
and California males and females were similar in
that about a third plan on equal division of
housework and childcare. Half of the Maine girls
expect egalitarian families; perhaps their youth
has protected them from disillusionment. Stu-
dents on both coasts are similar in ignoring the
rapid increase in the number of single parent and
stepfamilies.

Young people expect to combine jobs and
parenting. Most plan on working full-time and
also having children. They need to be informed
about the realities of the stresses involved in
"role-overload" as they try to live up to media
portrayals of glamorous careers, romantic mar-
riages, and well-behaved Gerber babies. Techni-
ques of stress-management, clear
communication skills, negotiation methods,
problem solving, time management, household
management and values clarification are re-
quired to be able to cope with the conflicting
demands of multiple roles. Girls have given up
the mythical belief that Prince Charming will
carry them off to a castle and support them hap-
pily ever after, but couples need to learn the new
skills required to negotiate new gender role-
sharing. Couples who try to be equal partners re-
quire "continued negotiations and . . . struggle to
maintain . . . balance," Laura Lein (1984, p. 51)
repor:ed.

Girls and boys need to be informed that they
have different expectations for how they will
structure family life, as different expectations
are a major cause of marital dissatisfaction and
contribute to the high divorce rate. Boys need to
be informed that it is unlikely that they will earn
as much as they predict (almost a quarter of
Maine boys predicted earnings over $50,000 a
year at age 30) and that most of them will need
their spouse to work in order to pay for their
house payment and children’s educations.

Young people need to know about the realities
of changing families, the fact that a fifth of
children live in single parent families, and a mil-
lion children a year experience the divorce of
their parents. Perhaps a fifth of young women
will remain childless, so this family type needs to
be considered as well.
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Young people need to know about the causes
and effects of egalitarian behavior, such as the
unegalitarian impact of disparate earnings. Girls
need to be exposed to non-traditional jobs for
women so that they have the option of earning
parity with their spouses. Girls also need self-es-
teem training, as indicated in the fact that they
were less likely to rank their abilities as higher
than others in their classes despite their better
grades. Self-esteem and assertion skills play a
part in developing egalitarian relationships.

Students, especially girls, need to be prepared
for the realities of discrimination against
women--the invisibility surrounding women--in
corporate jobs. This "wall" prevents all but a few
from moving beyond middle management. Busi-
ness courses need to include information about
work/family issues and how "corporate culture"
relates to women.

Boys, in particular, need to be prepared to give
up some of their fantasies about future leisure
activities and be given hands-on experience
caring for young children, cooking, and mend-
ing. A preparation for work and family life
course should be mandatory for every student.
Suggestions for topics for such a course are lo-
cated in Appendix 1. Gender stereotypes need to
be examined for how they affect students’ goals,
expectations, assumptions about their abilities,
options and future roles. Critiquing the media is
useful, since high school graduates have spent
more time watching television than in the class-
room. Girls’ math and science anxiety must be
tackled just as schools have made efforts to give
boys remedial reading. Women will continue to
earn less than men until girls are trained on tech-
nical courses which lead to careers in high paying
jobs such as medicine and computers.

IMPLEMENTATION

Information has been gathered in the U.S. for
teachers about how to be non-sexist in the class-
room and pilot projects are sponsored by the
Women’s Educational Equity Act (Kimball,
1988, p. 292; Wolfe, 1986). The Swedes have
done far more to legislate and implement
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equality in the schools than the U.S. Despite
Swedish efforts, students are slow to change from
traditional career choices. Boys usually prepare
for more highly paid technical areas and girls for
lower paid social service and clerical occupations
despite active efforts for the last 15 years. At-
titudes are slow to change, but improvement is
occurring in Swedish schools. Some of the steps
taken by Swedish schools which could be dupli-
cated in the U.S. follow (Asekog, 1986). Schools
are mandated by law to "work toward equality"
and, since the end of the 1960s, goals for equality
of opportunity were written into the elementary
school curriculum. All students ages 7 to 12 are
required to take courses in technology, which in-
cludes vocational and scientific training. Stu-
dents engage in experiments such as studying
magnetism, electricity and sound, or making
tools like thermometers. Home economics cour-
ses are also mandatory for both genders as is
computer training. All students spend around 6
to 10 weeks during the course of their schooling
interning at prospective work sites.

Non-traditional intern choices are encouraged
through classroom discussion, conversations
with vocational counselors, and by bringing in
speakers to classrooms representing non-tradi-
tional jobs. "Betrayal booklets" describe a typical
day as a nurse or doing catering, cooking over a
hot stove. A booklet called "People Need You"
describes how the peace movement needs tech-
nical know how, to appeal to girls’ desire to be
helpful to others. Educators found that, "first of
all girls want to know what use technology is. The
question of how to do it comes later" (Asekog,
1986). Classroom teachers are asked to integrate
vocational guidance and discussion of gender
stereotyping in the elementary school cur-
riculum.

Experimental projects in various Swedish cities
have found that girls need some training without
boys present in order to overcome girls’ lack of
confidence in their abilities to do technical and
scientific work. Special summer and other
holiday time courses in technology and computer
science are also offered to girls, sometimes with
free lunches and a small stipend. Universities
participate in the summer training. Introductory
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courses for girls are offered where they visit work
sites, learn to use computers, etc. After a two-
year technical program for girls, when they
return to mixed classes, the boys "are uncertain
as to how much the girls have learned and are not
so eager to take charge in the labs" (Asekog,
1986).

Textbooks and contexts in which scientific con-
cepts are explained need to utilize examples of
interest to girls, such as looking at why it takes a
half hour to boil potatoes in 100 degrees and one
hour to bake them at 250 degrees. Tools are used
that are familiar to girls, such as curling irons, or
as in an exercise involves taking apart and put-
ting together a hair dryer. Girls need role-
models of female teachers and women speakers
describing their work in technical and scientific
fields. The drop-out rate of girls of technical
areas is high, partly because of their minority
status. Older students are paired with younger
students in a mentor system and discussion
groups are held to encourage girls to persist.
Girls are put together in classrooms to prevent
the feeling of being such a small minority.

Teachers are provided with workshops and
literature explaining unconscious bias in teach-
ing, such as giving boys more attention in class.
Elementary school teachers who need training in
technical areas are offered support from local
universities, teaching aids, continuation courses,
etc. Parents are informed at school meetings
about current labor market trends, such as
declining numbers of clerical workers due to
computer technology, and the need for careful
thought before their children select a major, or
"line" as it is called in Sweden. Information cam-
paigns are conducted through brochures,
videotapes, and handouts for school personnel
and for students, informing them about the cur-
rent labor market, and the percent of girls and
boys in various lines, etc. Slow downs in the in-
formation campaigns are quickly followed by a
drop in the number of girls choosing male
dominated lines, indicating that dissemination of
current data is effective.

These techniques of special education for girls
and their teachers and mandatory Home
Economics courses for boys and girls are needed
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in the U.S. First we need to recognize that
families and gender roles are changing and that
students need new information and discussion
about these issues. A problem exists that has not
been widely recognized and therefore little has
been done to prepare students for their futures
in a rapidly changing world. Students plan to
combine old and new values without thinking
about the realities and consequences. Schools
need to facilitate informed decision making
about the future.

APPENDIX 1

Preliminary Ideas for Preparing for Your Fu-
ture Course for High School Students

® 1. Your career goals.

° a) Visit desired employers. Schools arrange
for week long internships, encouraging stu-
dents to try out non-traditional jobs. Bring
in panels of non-traditional job holders,
dual-earner couples, and single parents. In-
clude students’ parents. Write a five, ten,
and fifteen year plan for after graduation
from high school.

o

b) How is the work world different for
women and men? Why do women earn 67%
of what men earn? Why are women only 2%
of top corporate managers? Discuss "Fact
Sheet about American Women" . Learn
about projections for women’s employment
patterns. Read Games Mother Never Taught
You by Betty Harragan.

o

c) Investigate the jobs of the future, i.e.
gerontology related jobs as opposed to
clerical work being assumed by computers.
Futurists note that many jobs will become
obsolete or require re-training. Note that
you will probably change your job and re-
train many times.

° d) Girls need special encouragement and
training to study math and science.
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° e) Trace your own family’s work history,
division of family work, attitudes towards
men’s and women’s work, the number of
children, and time use. Why has technology
not brought more leisure time? Go back as
many generations as you can.

® 2. Spouses are assigned by a student com-
mittee on the basis of anonymous ques-
tionnaires they have completed, describ-
ing their backgrounds, values, interests,
and goals. Include results of the "Keirsey
Temperment Scale," found in Please Un-
derstand Me. Make a list of what you are
looking for in a spouse. Discuss quest:
for prospective spouses to look at your
compatibility. Compare your career
goals. How will you assign the list of
chores involved in family life? Make a
budget. Determine local housing costs,
utility bills, insurance, telephone bills,
recreation, clothes, medical and dental
expenses. Interview parents for addition-
al budget items. Do your own family’s
shopping, cooking, bill paying, cleaning,
yard work, etc. for a week. Describe a
cal week day, and a week end day, five
years from graduation; do the same for
ten years after graduation.

@ 3. You are expecting a baby. Modify your
budget. Investigate birthing costs, child
care availability, cost, and quality. *isit
day care centers, home care providers,
etc. to check on quality of care. How will
the infant be cared for? Can you afford to
live on one income? Each couple is as-
signed a 5 pound flour sack to take care of
for a week, as if it were a three mc *h old
baby. The baby may never be left alone.
Keep a journal.

@ 4. Instructor provides information on
sexuality (Annual Editions Human
Sexuality is readable for high school stu-
dents), various birth control options,
sexually transmitted diseases, health care
during pregnancy and birthing. Show
films.

e 5. Communication skills (I messages vs.
You messages, active listening, fair fight-
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ing) negotiation skills, decision making,
and ¢ oblem soiving, demonstrated.
Spouses are given a problem to solve, such
as one of them gets a job promotion to a
city where the other one is not likely to
find a :atisfactory job. Getting to Yes is a
useful book. Catai: -, New York City, has
designed useful exercises to get at issues
involved in combining career and family.
Practice problem solving in teams, as
business is moving toward the Japanese
model of management away from the
hierarchical model.

@ 6. Discuss the media images of romantic

love, intimacy, marriage and parenting.
Analyze TV soap operas. Bring in
popular music. Critique the advertisers
message: How can we live more ecologi-
cally? Investigate the causes of the 50%
divorce rate. Inform the spouses that they
are getting a divorce. Each one becomes a
single parent, as they split custody of their
two children, and each is without child
support payments. Modify the budget.
What kinds of changes occur?

@ 7. Learn about basic parenting skills and

child development. Everyone finds a child
to take care of for a Saturday and reads
about the characteristics of children at
that age. Howto Talk So Your Children Will
Listen, and Listen So Your Children Will
Talk is a useful book. A report is written
about the skills required in caring for a
child. Discuss forming a day care center
for 3-5 years olds on your campus. What
supports are available for teen mothers in
your area?

e 8. With the "greying" of America, many of

us will be taking care of elderly relatives.
Learn about basic issues in elder care and
gerontology.

@ 9. Learn basic survival skills: balancing a

check book, budgeting, car maintenance
and re: oir, how to change a tire, mending,
cooking, cleaning, and how to work with a
computer.

@ 10. Do research on the best employees,

school districts, legislation, community
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groups, etc. that recognize the needs of
employed parents and the fact that men
and women are role-sharing, both genders
earning a living and nurturing their
families. Design an ideal community that
you would like to live in, including hous-
ing, schooling, work hours, benefits, etc.

REFERENCES

Albino Gilbert, L. (1987). Men in Dual-Career
Families. Hillsdale, NJ: Lawrence Erlbaum.

Asekog, B. (1986) "A study on some activities
implemented in Sweden to promote equality of
opportunity for girls in technical and vocational
education." Stockholm: Swedish National Board
of Education Information Section, September.

Baruck, G., Barnett, R., and Rivers, C. (1983).
Life Prints. New York: McGraw-Hill.

Berg, B. (1987). "The guilt that drives working
mothers crazy." Ms., 15, 11, May.

Besharov, D. and Dally, M. (1986). "How much
are working mothers working." Public Opinion, 9,
4 (November/December).

Bloom, D. (1986). "Women and work."
American Demographics (September).

Blumstein, P. and Schwartz, P. (1983).
American Couples. New York: William Morrow.

Cherler, A. and Furstenberg, Jr., F. (1982).
"The shape of the American family in the year
2000." American Council of Life Insurance, Social
Research Services (Fall).

Catalyst (1981). "Corporations and two-career
families: Directions for the future." New York:
Author.

Catalyst (1987). "New roles for men and women:
A report on an educational intervention on col-
lege students." New York: Author.

Kimball

D’Amico, R., Aavrin, J., and Mott, F. (1983).
"The effects of mothers’ employment on adoles-
cent and early adult outcomes of young men and
women." In Hayes, C. and Kamerman (Eds.),
Children of Working Parents. Washington, DC:
National Academy Press.

Davidson, C. (1986). Staying Home Instead.
Lexington, MA: Lexington Books.

"Executive poll." (1982). San Francisco
Chronicle, June 1.

Ferre, M. M. (1984). "Class, housework, and
happiness and women’s work and life satisfac-
tion." Sex Roles, 11, 12, December.

Harrell, T. and Baack, J. (1986). "Dual career
couples: Anxiety of MBA couples compared
with traditional couples."Graduate School of
Business, Research Report No. 889. Stanford, CA:
Stanford University.

Herzog, A. R., Bachman, J., and Johnston, L.
(1983). "Paid work, child care, and housework: A
national study of high school seniors preferences
for sharing responsibilities between husband and
wife." Sex Roles, 9, 1.

Jacobs, N. and Hardesty, S. (1987). "The cor-
porate woman in crisis." Business Week,5, 4, Spe-
cial Woman’s Issue.

Kahn, A. and Kamerman, S. (1987). Child care:
Facing the hard choices. Dover, MA: Auburn
House.

Kimball, G. (1986). Life After College: Combin-
ing Career and Family. Chico, CA: Equality Press.

Kimball, G. (1988). 50/50 Parenting. Lexington,
MA: Lexington Books.

Lein, L. (1984). Families without Villains:
American Families in an Era of Change. Lexi-
ngton, MA: Lexington Books.

Lubuin, J. (1986). "Scenes from two marriages."
Wall Street Journal, March 24.

Mall, J. (1985). "All about women." Los Angeles
Times, February 24.

Page 11



PREPARING ADOLESCENTS FOR THEIR FUTURE ROLES

Moen, P. (1983) "The two-provider family:
Problems, and potentials." In Lambed, M. Non-
Traditional Families. Hillsdale, NJ: Lawrence
Erlbaum.

Naisbitt, J. (1981). Megatrends: Ten new direc-
tions for transforming our lives. New York: Ban-
tam.

Pleck, J. (1985). Working wives/working hus-
bands. Beverly Hills: Sage.

Regan, M. and Roland, H. (1985). "Rearrang-
ing family and career priorities; professional
women and men of the eighties." Journal of Mar-
riage and the Family, November.

Rogan, H. (1984). "Executive women find it
hard to balance demands of job, home." Wall
Street Journal, October 30.

Rubin, K. (1987). "Whose job is child care." Ms.,
15, 9, March.

Sexton, M. (1985). "U. S. government current
population reports," unpublished report. Chico,
CA: California State University, Chico.

Page 12

"The child-care dilemma," Time, 129, 25; June
22, 1987.

Toffler, A. (1970). Future Shock. New York:
Random House.

U. S. Department of Labor, Office of the
Secretary, Women’s Bureau (1986). "Twenty
facts on women workers," Fact Sheet No. 86-1, p.
3. Washington, D. C.: author.

"U. S. women executives report sexual bias."
(1982). San Francisco Chronicle, November 19.

Wolfe, L. (1986). "Equal education for women
and girls." California Women. California Com-
mission on the Status of Women, Issue III.

Zuckerman, D. (1985). "Confidence and
aspirations: Self-esteem and self-concepts as
predictors of students’ life goals." Journal of Per-
sonality, 5, 4, December.

Kimball



Youth Transition:
Work Maturity Basic to
Employment Entry & Success

Harry Drier, Ed.S.
Research Scientist

Janet Ciccone
Program Associate

The Center on Education & Training for Employment
Ohio State University, Columbus







YOUTH TRANSITION: Work Maturity
Basic To Employment Entry And Success

Harry Drier, Ed.S,,
Research Scientist

Janet Ciccone,
Program Associate

The Center on Education and Training for Employment

The Ohio State University

Columbus, Ohio

INTRODUCTION

urrent labor market trends suggest that im-

proving the school and work transitions of
youth is a national priority. Over 25 percent of
our nation’s youth drop out of high school before
they graduate. In large cities the dropout rates
are even higher at approximately 50 percent. Of
those who do graduate about 30 percent make
high school graduation the end of their formal
education and the starting point for work (Na-
tional Center 1987). As a result millions of young
people are unemployed primarily because they
lack the education and proper skills and at-
titudes to qualify for and keep jobs. For every un-

employed adult two young people are out of
work; among Hispanic youth that number climbs
to three and for blacks it is five (Duggan and
Mazza 1986, p. 1).

For the next 15 years the proportion of the
labor force in the 16- to 24-year age range is
predicted to decline from 30 percent to 16 per-
cent (National Center 1987) and the number of
youth in this age range with employment
problems will grow. These are the young people
whom employers have been able to overlook in
the past--young job applicants who are poorly
motivated, lacking academic and employability
basic skills, and unprepared for the respon-
sibilites and demands of work. Now employers
will be increasingly forced to select employees
from this labor pool.



For students, their parents, each community,
and the State of Maine as a whole, the costs of in-
adequately prepared high school graduates and
disconnected youth are high. The problems they
bring to society include unemployment and
poverty, alcohol and drug abuse, early pregnan-
cy, single parenting, and crime. For Maine
employers the costs can make it difficult to com-
pete effectively in today’s world market--a com-
petition that requires firms to have competent,
skilled, motivated workers who are productive
and easy to train.

Clearly, schools must become more effective in
preparing students to be ready for and succeed
in work that is appropriate and satisfying to them
and their employers. In order to do so, they must
teach what is termed work maturity or
employability skills. But what is employability?
"Employability’ means the capacity and willing-
ness to do the job" (Duggan and Mazza 1986, p.
4), and is generally agreed to consist of four types
of skills, which are defined by the U.S. Depart-
ment of Labor as follows:

e Pre-emplovment skills include world of

work awareness, labor market awareness,
labor market knowledge, occupational in-
formation, values clarification and per-
sonal understanding, career planning,
decision making and job search techni-
ques, resumes, interviews, applications
and follow up letters. They also encom-
pass survival daily living skills such as
using the phone, telling time, shopping,
making change, renting an apartment,
opening a bank account, and using public
transportation.

e Work maturity skills include positive
work habits, attitudes, behavior such as
punctuality, regular attendance, present-
ing a neat appearance, getting along and
working well with others, exhibiting good
conduct, following instructions and com-
pleting tasks, accepting constructive
criticism from supervisors and co-
workers, showing initiative and reliability,
and assuming the responsibilities in-
volved in maintaining a job. This category
also entails developing motivation and
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adaptability, obtaining effective interper-
sonal relations, coping and problem-solv-
ing skills, and acquiring an improved self
image.

e Basic education skills include reading
comprehension, math computation, writ-
ing, speaking, listening, and the capacity
to use these skills in the workplace.

e Job-specific skills encompass the

proficiency to perform actual tasks and
technical functions required by certain
occupational fields at entry, intermediate
or advanced levels. Secondary job-specific
skills entail familiarity with and use of set-
up procedures, safety measures, work-re-
lated terminology, record keeping and
paperwork formats, tools, equipment and
materials, and breakdown and clean-up
routines. (Federal Register 1986, p. 22157).

It is the second part of pre-employment skills
work maturity skills--upon which the State of
Maine focuses as an area needing attention, for
although schools, employers, and other groups
involved in training young people are clear on
how to teach basic education skills and job-
specific skills, the area of pre-employment skills,
and specifically work maturity skills, is an area
that still falls through the cracks, albeit uninten-
tionally.

The Center on Education and Training for
Employment, which has engaged in extensive
technical assistance and training in the area of
youth employment competencies, regularly uses
an exercise with employment and training prac-
titioners called the "ideal worker" in which they
are asked to name 20 traits a young person enter-
ing a job should have. Over 75-85 percent of the
answers generally fall in the work maturity
category. When asked how youth are taught work
maturity skills, however, the practitioners are
generally vague or cannot answer at all. It seems
as if many people are surprised to learn that good
work habits can be taught directly (National
Center 1987).

In A Systems Approach to Youth Employment
Competencies, the U. S. Department of Labor’s
1986 technical assistance guide for use in JTPA
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programs, specific reference is made to the
teaching of work maturity skills, stating that--

There is a distinct lack of systematic means
to teach, track learning, and measure
progress in work maturity. Manifestations
of this are all too common, as youth who
have basic education and job specific
skills, and pre-employment competencies
get jobs, and soon lose these jobs because
of lateness, absenteeism, or inability to
work with others, control impulses, solve
problems, or work within an authority
structure. The need is to translate
employer expectations into operative
program approaches which provide work
maturity competencies to young people.
(p. 221.)

Agreement exists, then, regarding the need for
teaching work maturity skills. In fact, work
maturity training has been determined to be the
key to making youth training programs success-
ful. Many programs have demonstrated that
youth need a combination of basic education,
remediation, training, career and labor market
information, job search skills, and good work ex-
perience to make a successful school-to-work
transition. By training to enhance youth’s
employability rather than just to make job place-
ments, training professionals are able to struc-
ture programs that are most effective for youth.
The added element of work maturity skills train-
ing allows young people to develop the self-con-
fidence, motivation and enthusiasm they need to
meet the challenges of the workplace (National
Alliance of Business 1986).

However, there is considerable variation in
what skills are considered to fall in the work
maturity skills category. Despite the specificity
of the U.S. Department of Labor’s definition,
service delivery areas (SDAs) teach a variety of
competencies, some sounding radically different
from others. For example, the Pittsburgh City
Service Delivery Area (U.S. General Account-
ing Office [USGAQ] 1987, p. 71) of Pennsyl-
vania lists the work maturity skills portion of its
pre-employment/work maturity competencies as
following:
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@ Problem solving

@ Personal health/hygiene/grooming/dress

® Team work

e Task completion

e Time Management

e Dependability/reliability

e Advancement

e Cooperation

® Responding to supervision

At the same time, the Shreveport City Service

Delivery Area of Louisiana lists only "ap-
propriate work behavior" (USGAO, 1987). Al-
though service delivery areas are permitted to
adjust competencies taught to take into con-
sideration client needs and local labor market
conditions, the question is, "are the same com-
petencies being taught under different names, or
are the competencies different?" Since there are
no standards set for competency attainment, it

also becomes difficult to measure program suc-
cess.

When the U.S. General Accounting Office
(GAO) checked 582 local job training programs,
it found that 91 percent reported having imple-
mented or were developing competency systems
as of June 198S. the diversity of these systems was
represented by responses to a more detailed
questionnaire the GAO sent to 100 of these
programs. Of the 87 programs responding, 37
said they provided training in only one com-
petency area, that area being pre-employ-
ment/work maturity for 34 of the 37, yet in 8
locations visited by GAO, maximum time spent
on preemployment training was generally less
than 50 hours, whereas basic education and job-
specific training typically required several
hundred hours (USGAO 1987, p. 3). Apparent-
ly many service delivery areas are teaching work
maturity skills, with the form and length of the
training differing at different locations.

The problem of defining work maturity skills
has been acknowledged for a number of years.
Employers, too, have been asked to report what
they believe are the competencies falling into the
work maturity area that they expect employees to
possess. A study by the Educational Testing Ser-
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vice (Gottlieb and Driscoll, 1982) surveyed the
attitudes, perceptions, and experiences of
employers with low-income youth. Data from
1,496 employers indicated that employers in-
sisted on such entrance criteria as neat personal
appearance, but did not measure that skill. The
employers were all agreed that youth needed
more preparation in work-related attitudes and
knowledge of proper behavior on the job. These
items were cited more frequently than was the
need for improvement in job skills or technical
education. Employers also felt that youth lacked
an appropriate work ethic and that they had
higher job turnover and more lateness and absen-
teeism than older employers.

The National Center has done extensive re-
search with employers to identify necessary work
maturity skills. They found in one study that
employers are most inclined to terminate youth
who do not follow company rules and policies
and who are not making an effort to be produc-
tive. Job performance problems related to at-
titude and basic skills were considered less
serious. Employers reported they would be
toughest on youth who--

@ showed up for work drunk or stoned,
e cheated on their time sheets,

e refused to do a job,

e did not call in when sick,

e did not put forth sufficient effort,

e did not have a good excuse for being late
for work (Miguel and Foulk, 1984).

All these problems fall in the category of work
maturity skills. To help trainers teach these
skills, the National Center has developed CON-
NECTIONS, a resource package, which has an
entire set of teaching modules on work maturity
skills, including the following:

> Competency I: Present a Positive Image

> Competency 2: Exhibit Positive Work At-
titudes

° Competency 3: Practice Good Work Habits
° Competency 4: Practice Ethical Behavior

° Competency 5: Communicate Effectively
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° Competency 6: Accept Responsibility
> Competency 7: Cooperate with Others

A 1984 report published by the Florida
Employment and Training Association in
cooperation with the National Alliance of Busi-
ness addressed the issue of competency develop-
ment by suggesting that all localities in Florida
develop a youth competencies system that meets
local labor market needs and conditions as well
as agrees with state decision making on the sub-
ject. They list the following factors as influenc-
ing the evolution of local job competency
systems:

e Policy

@ Job training plan instructions

e Governor’s coordination and special ser-
vices plan

e Management information systems, track-
ing and documentation

e Incentive awards

® Monitoring and review (Spill, 1984, p. 9)

Discussion is provided on each of these topics,

as there are complex and important issues that
arise under them all.

Florida has also addressed the need to define
work maturity competencies by publishing Youth
Employment Competencies: A Resource Manual
(Youth Employment Competencies Task Force
1984). Working with the Governor’s Employ-
ment and Training Office, the task force
prepared a two-volume document that provides
instructions for development of local competen-
cies as well as some approaches for measuring a
youth’s attainment of these competencies. This
document divides youth work maturity skills into
seven categories:

e Reliability

e Self-management

@ Personnel functions
@ Supervision

e Task management
@ Problem solving
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e Motivation (Youth Employment Com-
petencies Task Force 1984, vol. 1,p. 3)

Volume 2 of this work refers to work maturity
checklists of other organizations, including the
Rock Island Tri-County Consortium of Illinois
and the Fulton County Employment and Train-
ing, Southern Alleghenies Commission, of Pen-
nsylvania. Also included is a sample survey for
determining what an employer looks for in terms
of an employee’s job-keeping skills, as well as a
sample pre-employment/work maturity skills
competency system, including competency in-
dicators and benchmarks. A resource guide in
the appendix of the work refers readers to
various assessment instruments that can be used
to measure work maturity skills.

The Kansas Task Force on Youth Competency
developed a handbook with a similar purpose to
that of the Florida work. In JTPA Youth Employ-
ment Competency System: A Model, 12 competen-
cy indicators are listed for the work maturity
area, ranging from "demonstrates good atten-
dance and punctuality" to "demonstrates initia-
tive in carrying out work assignment." This type
of assessment system is needed to help youth with
the transition to work.

National Association of Private Industry Coun-
cils developed Youth Programs and the Job Train-
ing Partnership Act--Developing Competency
Standards: A Guide for Private Industry Council
Members, which defines pre-employment and
work maturity skills as "skills a young person
needs to identify career goals; exhibit good be-
havior and attitudes; and other skills that enable
them to find, get and keep a job" (National As-
sociation of PICs 1984, p. 8). As sources of work
maturity skills competency lists, it suggests the
Maine Eleven-County Service Delivery Area,
Vermont Department of Employment and
Training, the Remediation and Training In-
stitute of Virginia, the Pittsburgh-Allegheny
County PIC, and the Birmingham Area PIC of
Alabama.

The National Alliance of Business indicated in
1986, in its document titled Work Maturity
Programming for Youth under JTPA, that it had
started a national information exchange in the
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area of youth employment competencies and en-
courages others to volunteer to serve in the net-
work. Employment and training professionals
from the states of California, Illinois, Minnesota,
Missouri, New York, Ohio, and Wisconsin are
listed as resource people.

The Center for Employment and Income
Studies at Brandeis University (1983) developed
a document that introduces the concept of com-
petency-based employment and training as it was
envisioned under JTPA. It emphasizes the im-
portance of trainers and local employers work-
ing together in the operation of programs. Major
issues are covered concerning the design, opera-
tion, and management of competency-based
programs.

Various other documents have discussed the
process of identifying work maturity competen-
cies, have presented actual competency lists
resulting from such efforts, and have described
the results of implementing programs teaching
these competencies (Danzberger and Blank
1985; Geldof et al. 1985; New York State Depart-
ment of Labor 1986; Werner 1984), but to date,
there is no one nationally accepted set of com-
petencies in the category of youth work maturity
skills. The Center on Education and Training for
Employment has begun to address this issue by
looking across the many sets of competency
statements as well as drawing on its extensive ex-
perience and research on employer attitudes
about employee behavior on the job, and iden-
tifying the commonalities among them. First, the
Center has defined pre-employment skills as
those pertaining to "job seeking and finding," and
has defined work maturity skills as those pertain-
ing to "job holding and advancing." Having done
this, Center researchers have formulated six
categories that encompass all competencies
mentioned by previous research and competen-
cy identification, and still allow a reasonable
breakdown into categories. These competency
areas are--

@ punctuality,
e attendance,
@ appearance,
@ attitude/behavior,
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e interpersonal relations, and
e task completion.

These categories are sufficient to serve as a
basis for identification of the individual com-
petencies that fall within them and can then be
used as a take-off point for curriculum develop-
ment, student learning, counseling interface, and
program evaluation. More work is yet to be done,
but in examining the issue of teaching youth work
maturity skills, one thing is clear--employers are
saying to the education and training system, "give
us youth who show up on time, work all day, dress
appropriately, follow directions, complete as-
signed tasks, get along with others, obey rules,
and assume responsibility and we would gladly
hire them." Until we can come close to doing
that, our nation’s youth will continue to get and
lose the jobs for which we thought they were
trained.

MAINE SURVEY AND
INFERENCES

As a preface to presenting impression, inter-
pretations, descriptions, guesses, findings and/or
recommendations regarding the work maturity
levels of Maine sophomores, a few cautions need
to be established. While this study was profes-
sionally planned and executed and while the
statistical treatment of data is very credible, and
while work maturity is being studied from
numerous perspectives, we are still dealing with
a soft concept and not a hard science. Most at-
tempts at describing maturity, such as work,
educational, social, etc., are performed primari-
ly to enable leaders in education, psychology,
sociology, counseling, and measurement, to plan,
deliver and evaluate interactions and interven-
tions for youth and adults. The purpose of such
planning and delivery is to help the client under-
stand those attitudes, values and behaviors that
are most preferred and usually provide the
highest level of gratification, satisfaction and
reward. The reasons one uses caution in collect-
ing, describing, and applying such data, as found
in this study, is that
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a) there is no exact or perfect maturity
level expected for sophomore or any age
level, and

b) most of the significant environmental
variables that cause and form one’s values,
attitudes, and behaviors are outside the
control of the teacher and counselor.

One’s home environment, religious convic-
tions, parent characteristics, significant other in-
fluence, health, etc. are very active in forming the
individual who then performs at some level of re-
quired maturity. Of most importance to the
reader is that data collected and presented in
this survey are mainly expressions of inex-
perienced 15 and 16 year olds (88.5%). In es-
sence, what the project provides is an important
indicator for a variety of skill and knowledges
viewed by the researchers as critical variables of
ideal work maturity held by graduating seniors.
While this gives the State of Maine a baseline
from which to make future survey comparisons,
it in no way infers measured performance toward
some empirical level of expected skill or
knowledge. If the rated research value is that all
students--taking into account age, sex, etc.--
should value all 22 work maturity factors as ex-
tremely high then there are strong inferences for
career education program improvement. This
researcher would suggest that the context in
which this data be used, realizing that no matter
how much teaching and counseling high school
sophomores receive, they most likely will never
rate all items at the 6 or highest level. While it
may be an ideal objective on the part of
educators, students as a whole (even seniors at
the age of 17 or 18) will not rate most/all items at
the highest level on the scale. This would also be
true if the instrument was a cognitive recall sur-
vey, performance or an observational type. The
central issue is that high school youth
(teenagers) should not be expected to be career
mature but in the ss of maturity develop-
ment sufficient for joi selection and success.
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DATA
INTERPRETATION

The work maturity construct in this study is
viewed within the context of the following
parameters which have been extrapolated from
the tables found in the "Data Summary" section
of the overall report document to which readers
are referred for additional information.

e The sample population is mainly 15 and

16 year olds (88.5%)

® Males and females equally represented
(0.3% difference between males and
females)

@ School achievement (grades) presents an
acceptable norm balance

® 66.4% plan some form of post high school
work

® 78.4% desire white collar/professional
jobs

@ Most students have had, and value work
prior to their junior year

Figure 1.
Percent Percent
of Male of Female
Environment Responses Rank Responses Rank
Realistic 95.05 1 08.42 6
Investigative 64.89 2 35.11 5
Enterprising 4533 3 54.67 4
Artistic 37.21 4 62.02 3
Conventional 34.44 5 63.33 2
Social 08.86 6 89.87 1
Figure 2.

CDM Environment Rankings for Males and Females

CDM

Male Rank Female Rank

Crafts
Science
The Arts
Business
Clerical*
Social

it still remained as third priority.

AN L AW N =

*When twice the number of females and males rated this environment

[\S e NV e e

1
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® 60.5% see high school work experience as
helpful to work success and 82.7% do not
feel work interferes with school perfor-
mance

e The majority (49.5%) value the family as
twice more important than job as desired
element of self-fulfillment

® Only 36.6% see part-time work as an im-
portant factor in developing career plans

® 90.7% of working students obtained their
part-time jobs through direct contact or
through parents and friends, and

e Only 9.3% used agencies organized for
this purpose

e There are no matches (Figure #1) be-
tween the three "most preferred work en-
vironments" between males and females.

While totally not unexpected, a special note
needs to be made regarding the total disparity
between the ranked preferences for work en-
vironments between genders. This finding is of
critical importance because when genders are
combined, as in Appendix D, an entirely dif-
ferent insight is gleaned.

The disparate trend suggested in Figure #1 is
continued in studying the results of completing
the Harrington/O’Shea CDM environment
scales, presented in Figure 2.

While gender data differentiation is not
presented, there are other factors that con-
tribute to work maturity responses of
sophomores.

The majority (95.2%) rate themselves as equal
or superior to their peers in regard to ability, Ap-
pendix D. This infers strong self-concept and ego
which is a positive self characteristic that can be
used in career counseling and planning,

Appendix D suggests most students aspire to
lead within the workplace rather than follow. Of
particular note is that over a quarter of all
sophomores plan to own their own business. This
is a very realistic picture because the fastest
growing part of the labor force is individually
owned small businesses. It could also be inferred
that students of this age want strong job defini-
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tion which could reflect their need for tangibles
in life. Through exact definition of role success,
parameters are well laid out. This does run some-
what contrary with other reported data such as
high ratings on self-employment, professional
and white collar jobs which tend not to be defined
as blue collar and fellowship type jobs.

Figure 3, when examined closely, provides an
interesting comparison.

First there is an excellent match between the
sophomore plan for college study. After that
there are several immature mismatches. While
19.5 percent are in vocational programs, 12.0
percent are in business courses and 0.5 percent
are in cooperative courses (total 32.0 %). Only
1.2 percent plan to enter apprenticeships, 6.2
percent vocational education, and 8.1 percent
plan to enter the workforce directly (total 15.5
%). Given the postsecondary and vocational
education matches, it leaves 37.6 percent of cur-
rent sophomores who seem to be unsure of their
employment future while only 19.5 percent are
in the general or other type programs. While this
may be insignificant, it does show a lack of firm
or planned direction for post high school plans.

Lastly, sophomores show some unique question
about their future in Maine as shown in Figure
#4.

In essence, approximately half of the
sophomores do not see promise for work life,
postsecondary education, or career fulfillment in
their home state or within their current home
area. These impressions may be formed due to
current employment factors in the state or mere
fantasy projecting on their part. There are con-
tradictions within the data, such as:

@ While 45 percent project living in Maine
at age 30 only 24 percent believe they will
not meet their career plans there.

e While 34 percent feel they will meet
career plans within 50 miles from home,
and while 65 percent would not com-
promise their career plans to live within
50 miles from home, 52 percent suggest
their career needs will be met in Maine.
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Figure 3.

Student Program of Study and Student Indication of Post-High Plans

Program of Study Percent
College 48.1
Vocational 19.5
General 16.9
Business 12.0
Other 2.6
Co-op Education 0.5
Post-High Plans Percent
2/4-Year College 46.9
Unknown 16.1
Armed Forces 131
Work Force 8.1
Vocational Education 6.2
Figure 4.
Future Projections of Maine Sophomores
Yes No Don’t Know
Live in Maine at age 30 45.1 54.9 00.0
Attend postsecondary
school in Maine 45.6 23.0 314
Meet career plans within
50 mile radius of home town 343 45.6 2-2
Will meet career plans
in Maine 519 238 243
Would compromise career
plans to live within 50 miles
of home town. 34.6 65.4 00.0

Drier and Ciccone
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Figure 5.
Value of Competencies by Selected Program of Study
College Bound Voc/Business Other
H M L H M L H M L
Dependability and Reliability
00 350 35 00 200 40 00 140 40
Communication Skills
70 270 30 30 165 55 20 120 40
Personal Relations
65 260 25 35 150 65 20 120 50
Initiative/Productivity
70 250 30 25 160 50 30 120 40
Worker Rights
60 250 40 40 155 45 25 110 50
N = 250 N = 236 N = 142
WorkMaturity Integration It appears .that well over 70 percent of all
respondents in all five competency areas rated
Competencies themselves at the medium value level. This is in-

Work maturity was measured mainly through
data collected from twenty-two questions across
five concept areas: rather than measuring
knowledge, aptitude, or attitude towards items
important to work maturity, students were asked
opinions or to project into the future. Specifical-
ly, they rated each item, on a six-point scale, in
terms of its perceived importance as a skill or
knowledge necessary for successful adult living
that is acquired prior to graduation from high
school.

When looking directly at the broad competen-
cy area within a simple rating of high, medium,
or low value, some interesting insights within and
between student groups occur. A strong attempt
was made to identify trends within college
bound, vocational bound, and other general/un-
determined groupings, as depicted in Figure 4.
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teresting in itself without further study, but again
may merely reflect immature values on the part
of immature teenagers. A few additional points
if interest are illuminated in Figure 5.

Several minor inferences gleaned from Figure
6 are as follows:

e Five percent more college students value
competencies at the high level than those
from vocational areas.

e Twenty percent more of the other
category students rate the competencies
at a lower level than college students.

While one could do an item analysis by gender,
by career plans, by educational type, etc., it does
not seem to provide any additional insight on the
work maturity for Maine sophomores. Where an
item analysis would be important is career
education material and method selection.
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data interpretation.

Figure 6.
Percentage Values on all Five Competency Areas
Program of Study High Medium Low
College 15% 65% 10%
Vocational Education 10% 72% 18%
Other 13% 86% 30%

NOTE: Percentages do not equal 100% due to some minor errors in

Conclusions

Maine sophomores value the opportunity to
work but do not see work as a valuable element
in developing a career plan. 64% of the
sophomores plan to attend post-secondary train-
ing or educational institutions. A great majority
aspire to professional or white collar jobs. They
value the family and depend upon their, friends,
self, and family to obtain jobs. Males differ
greatly from females on the CDM environment
scales which show traditional sex bias values.
Most students exhibit a good self-concept and
aspire to lead, not follow, in their work life.

The real value of these data are as follows:
e 1. Provides baseline for future student

evaluation and research.

@ 2. Provides educators with inferences for
career education delivery change.

e 3. Begins to build instrumentation that
collects actual career maturity data on
students at different times in their junior
and senior high school levels.

Recommendations

The following recommendations are made in
context to the purposes set forth in the Maine
Employability and Work/Family Integration
Survey of 1987. They are offered within the six
short-term goals set forth as follows:

Drier and Ciccone

® 1. Prepare a baseline set of data for use
within a continuing career development
study.

This study indeed compiled an interesting set
of work maturity-type data. It will help educators
track values and impressions of Maine’s
sophomores.

Nonetheless, this data is insufficient to deter-
mine work maturity growth over time. Added to
the survey would need to be other measures that
determine status change in the areas of cognitive,
and value behavioral domains. There are several
nationally normed work maturity instruments
available that would fit well into this study.

® 2. Additional insights for education plan-
ners, state planners and university personnel
to develop strategies to achieve excellence in
career guidance delivery in Maine, kinder-
garten through adult education.

Very careful thought needs to be given regard-
ing this goal. Except for gender stereotype
choices and confusion about one’s career and
educational choice, there are few concretes from
which to develop here. It is recommended that
Maine policy makers study the expert review of
the study and convene a blue ribbon panel for
public discussion. This panel could advise, iden-
tify additional data and data analysis needed, and
conclude with a future action plan. This is true
mainly because only one expert per area was used
which makes this advice very weak.
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mainly because only one expert per area was used
which makes this advice very weak.

® 3. Provide local education agency personnel
with individual student data to assist coun-
selors in their work with students.

The same cautions are offered here that were
offered above in item two. At this same point, it
is difficult to see how much of this data would
give a local school; specific information to ex-
pand, enrich, or change one’s career
guidance/education program. Again, it would be
advised that regional or local committees or
educators, employers, and students be formed to
examine and discuss their local data and make
program change recommendations.

® 4. Evaluate the instrumentation for replica-
tion with other school systems.

It appears as if the Maine career survey needs
to be examined in terms of such factors as: (a)
time, (b) importance, (c) usefulness, and (c)
credibility. The survey is very extensive and time
consuming and a group of local representatives
should advise as to what is needed, desired, and
useful. It is suspected that schools will adopt
various portions of the overall survey if not the
whole package.

e 5. Utilize findings to recommend specific
curriculum activities for students with
similar profiles.

It is suggested that if work maturity is defined
in Maine by twenty-two questions across five
work maturity competency areas then they
should drive curriculum change. Additionally, it
is expected that one would like all students to
rate all twenty-two questions at the highest level
at some point in time.

Once educators determine what the acceptable
mean might be for sophomores then curriculum
could be developed to generate these values ini-
tially then annually until graduation. Exact com-
petencies should be developed for each activity
at each grade level so that actual maturity can be
measured over time.

® 6. Give information to parents in order that
they might become more effective advocates
for the career development and aspirations
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of their children.

It is recommended that a very short popular
version of this study be developed and dis-
tributed through parent-teacher organizations,
school boards, etc. What the state needs from
parents is their understanding of the importance
of youth career development and related school
programs. Additional attempts should be made
to translate the findings into recommended ac-
tivities they can implement at home around the
twenty-two items.
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oyt (1984) stated there exists a great need to
Hequip today’s youth with a set of general
employability/adaptability/promotability skills
that enables them to cope with the "certainty of
uncertainty” brought about by the rapidity of
changes in occupations. This is one of the major
broad-based goals of career education. Schools
need to prepare youth for a world of occupations
that will be quite different from that existing in
the current decade. Technological change makes
it impossible to give youth the specific occupa-
tional skills that will be required in the future.
What we can do is teach them general
employability skills certain to be useful in the fu-
ture? One of these sets of skills is the "job getting"
cluster of the Maine Employment Competencies
System Model. The job getting competency area
requires job seeking, completion of resumes and
applications accurately, use of contact skills and
interviewing. The learner outcomes of interest
are job seeking/finding/getting/holding skills.
Mastery of these skills indicates a student knows

how to job search, interview, and obtain employ-
ment.

Review of the Literature

Latham (1987) stated that the psychology of the
job search process remains one of the most im-
portant areas in the employment process that has
not been researched. The process of seeking
employment is particularly relevant to three
focal populations; job seekers, potential
employers, and counselors. From the job seekers’
perspective, information about job searching
helps to prepare for the job hunt. Employers can
use data in the job search attitudes and behaviors
of potential applicants to (a) target their poten-
tial applicants and where they search for jobs,
and (b) construct recruitment appeals that high-
light the applicants’ major job values (Stoops,
1982). Finally, an understanding of job getting
competencies enables counselors to help clients
use data in career planning and to train them in
job seeking (Hamilton, 1984).

Youth need to understand the importance of
careers, have knowledge about occupations and
training programs, and make good career



decisions. Lack of career knowledge among
youth, particularly disadvantaged youth, con-
tributes to poor work attitudes and job hopping
and affects long-term earnings.

It was well documented by the National Assess-
ment of Educational Progress, Career and Occupa-
tional Development Assessment  that
seventeen-year-olds completing high school
programs lacked basic employment seeking
skills (Mitchell, 1977). For example, when
presented with a help-wanted ad the youth were
asked to write a letter of application. Most of the
respondents handled only three of the mechani-
cal parts of the letter correctly (greeting, closing,
signature), with fewer than one-third giving
other mechanical parts correctly (date, return
address, inside address). Analysis of the content
was disappointing in that fewer than half gave
their education and training qualifications.

Job seeking skills are basic life skills. A Gallup
Poll conducted in November 1987 found that in
the year prior to the interview, 10% of the adults
surveyed said that they had need for help in
selecting, changing or obtaining jobs. This figure
projects to approximately 18 million Americans.
This instability is caused in part by the rapid
turnover and change of industries and firms. The
result is a changing culture of American workers,
with many workers changing jobs five or six times
during their work life (U.S. Department of
Labor 1987).

The Carl D. Perkins Vocational Education Act
(P.L. 98-524) (U.S. Congress, 1984) mandates
that career guidance and counseling programs
shall be designed to assist individuals to develop
mid career job search skills and to clarify career
goals. Therefore job seeking skills are needed
throughout the life span.

Keeping The Options Open (College Entrance
Examination Board, 1986) recognized the socie-
tal and personal barriers youth face when leaving
high school. Students, especially those from
families and communities in which few people
attend college or a significant number are un-
employed, may not know how to think carefully
about or plan for their lives after high school.
The report emphasized a key problem for these
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students is the absence of a network of adults or
peers with firsthand experience and contacts in
the college, business, and professional worlds.

It is said that job getting is more of an art than
a skill. Youth especially need to explore creative
ways for procuring work. Workforce 2000 (1987)
stated that due to downsizing of large corpora-
tions, the typical workplace will be smaller and
most new jobs will be in small business. This con-
centration of new jobs in small business estab-
lishments will make the job seeking process more
complex.

According to the members of Commission VI
of the American College Personnel Association
(1987), students are often convinced in their job-
search to think "that bigger is better, and seek
positions only with large, well-known organiza-
tions" (p. 46). Gallup (1988) reported on a Gal-
lup Youth Survey that 31% of teens say they would
prefer to work for a private firm or in profes-
sional practice. About the same proportion
(28%) would prefer a large company as their
place of employment, and about half as many
would like to work for a small firm (15%). We
must help students understand that small busi-
nesses are the employers of the future and teach
them how to find employment opportunities in
small business.

The most difficult challenge students face is
that of simply locating employers who are inter-
ested in hiring individuals with their back-
ground. Bjorkquist (1987), in a survey of
recruiters whose companies hire liberal arts col-
lege graduates, found employers identified
direct contact and third-person referral as the
two most popular techniques. The employers
were relatively unanimous in preferring that a
cover letter and resume serve as the first contact,
followed by a brief telephone call. These results
for liberal arts graduates need to be tested for
other populations.

Yates (1987) reported on a survey conducted to
determine the content for the Job Hunter’s Guide.
High school seniors in a rural high school in
Texas rank ordered the following items as most
important: 1) How to write a resume; 2) What to
expect on a typical interview; 3) Steps involved

McCormac
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in making a career or occupational decision; 4)
Average salaries for specific occupations; and 5)
Budgeting your money until you find a job. The
results of this study indicated that self-assess-
ment and career decision-making skills, job-
hunting knowledge, and job-hunting skills are
considered most important to job hunters during
the job search process.

Stevens (1986) observed that how one mobi-
lizes his or her personal resources for coping
with the job market is an internal factor. It
reflects the individual’s personality and self-con-
cept development and is an important factor in-
fluencing why some people succeed in obtaining
a job and why some do not. The style of in-
dividuals who readily find jobs is characterized
by specific and self-actualized behavior. They
take advantage of opportunities to learn from
their mistakes, explore and test new situations
and make decisions.

Definition of Competency
Area

Job Seeking - Identify job
opportunities

Individuals find their jobs in a variety of ways.
Job seeking requires the individuals to be ener-
getic and creative. There are many resources in-
cluding direct employer applications, friends
and relatives, neighbors, newspapers, State
Employment Service, private agencies, school
placement and personnel, community service or-
ganizations, professional organizations, person-
nel departments of private companies and labor
unions.

McCormac

Resumes and Applications -
Complete an application and a

resume

A resume is an individually designed summary
(usually one page) of vocational, work ex-
perience and personnel qualifications intended
to demonstrate fitness for a particular position
or type of position. A resume can follow different
formats; e.g., functional or chronological. When
an individual applies for a job, most employers
require the completion of a job application. This
application is a written record of information
about the applicant.

Contact skills - Contact employers

by phone, letter, or in person.

Phone calls are important for initial contacts
and follow-up. When using the phone it is impor-
tant to speak clearly and with assurance. Sending
a cover letter with a resume or a letter of applica-
tion allows an individual to highlight experience
relevant to a specific position and reasons why
the organization should need or want the in-
dividual.

Personal contact and informality characterized
most contacts made by job seekers (U.S. Depart-
ment of Labor, 1974). Eighty percent of all job
finders went directly to employers rather than
working through the Employment Service or
another agency.

Sarti (1987) conducted a study that included
1,000 companies located in five northeastern
cities. The number of employees in these com-
panies ranged from 25 to 1,000. Sarti asked the
employers how they advertised their openings.
Respondents to this survey indicated that the
methods used were:
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° classified ads (90%)

° private employment agencies (67%)

° personal referrals (62%)

° unsolicited applications received (28%)

° college placement offices (21%).

Interviewing - Schedule, prepare
for, complete, and evaluate an

interview.

An interview is simply a process intended to
find a good match between a job seeker and a job
opportunity. The objectives in an interview for
any job seeker are: 1) to gather enough accurate
information about the job to help make a
decision about it; 2) to talk with the person who
has the authority to hire; and 3) to provide infor-
mation about self, qualifications and interest in
the job.

When a contact results in an interview the ap-
plicant must arrive prepared and on time. The
applicant should find out the name of the inter-
viewer and the office where the interview will
occur. The applicant should bring a resume if
one was not sent ahead. The applicant should
present a positive appearance and reflect the
dress requirement for the job.

Public School Intervention

Most of the literature on job seeking skills is re-
lated to the postsecondary and adult popula-
tions. However, as more states and K-12 systems
begin implementing comprehensive career
development programs, job seeking skills will
more commonly be taught at the high school
level. Many high school programs only deal with
job seeking skills under the broad area of
"preparation for work." When outcomes related
to job seeking are delineated they include: a)
apply search skills for an employment interview;
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b) apply skills in seeking employment; and c) use
job search skills (Iowa Department of Educa-
tion, 1986).

Another common vehicle for teaching job-
seeking skills, particularly resume development,
is computerized career information systems.
There are several software packages that allow
youth to practice job seeking skills (e.g., Tips for
Successful Employment and Living).

One school district that does include specific
objectives in their comprehensive guidance
program is the Marana Unified School District
in Marana, Arizona. At the high school level the
following student objectives are introduced,
reviewed and evaluated:

a) Complete a job application and a resume in
an acceptable manner.

b) Distinguish the positive and negative points
in the job interview.

These objectives are achieved through a variety
of activities, for example, group counseling,
classroom guidance, sample forms, overhead
projector presentations, role playing using job
interview scripts, and video tape mock job inter-
views and critique.

The National Career Development Guidelines
(NOICC, 1988) include several competencies
and numerous indicators at the high school level
related to career development. One competency
is: Skills for preparing, locating, obtaining,
maintaining and advancing in a job. The in-
dicators for this competency are:

° 1. Demonstrate the ability to locate, inter-
pret and use information about job open-
ings and opportunities.

° 2. Demonstrate educational and vocational
skills required for a full or part- time job.

° 3. Demonstrate skills and behaviors neces-
sary for a successful job interview.

° 4, Develop skills in preparing correctly a
resume and complete a job application.

° 5. Identify employers for specific occupa-
tions and job openings.
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° 6. Demonstrate employability skills neces-
sary for entry into the labor market.

o

7. Develop skills to assess occupational and
career opportunities in terms of working
conditions, benefits and opportunities for
advancement.

° 8. Use placement services to make a suc-
cessful transition from high school to
civilian employment, entry into the armed
services, or postsecondary education/train-
ing leading to the attainment of individual
career goals.

° 9. Demonstrate an understanding that job
opportunities often require relocation to
another city or state.

° 10. Develop skills necessary to function in
life as a consumer and to manage one’s per-
sonal finances.

The National Career Development Guidelines
recommend components that provide the struc-
ture for a comprehensive career guidance
program. The guidelines contain a process to use
student competencies to develop state and local
standards. The guidelines should be viewed as ex-
amples and suggestions that are consistent with
the accepted definition of a comprehensive
career guidance and counseling program.

Miller (1987) described the general charac-
teristics of the secondary school student and sug-
gested programmatic activities and strategies
counselors can use to assist students with oc-
cupational decision making. Nishimoto (1985)
developed a lesson plan designed for use in a 50-
minute class to teach prospective college
graduates to complete applications forms. The
lesson is part of a workshop on job search
strategies.

Other Settings

The Private Industry Council and the State of
Mississippi (1987) delineated Job Search as one
of six modules in its System of Youth Competen-
cies. This curriculum presents a hierarchy of key
learning outcomes, which have, as their founda-
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tion, enabling objectives. Suggested instruction-
al strategies and resources accompany each out-
come. For example a key learning outcome is,
"participants will be able to outline the elements
of a job search into a job search plan." The ena-
bling objectives are:

1) The participant will be able to list the ele-
ments of a job search.

2) The participant will be able to sequence
these elements.

The curriculum also provides four suggested
instructional strategies including, "Have par-
ticipants develop a job search flow chart." The
resources for this outcome include two
filmstrip/cassettes.

Adkins (1984) described a packaged cur-
riculum called the Employability Skills Series for
educationally disadvantaged and under-
prepared adults and youth, a ten-unit program
which deals with the psychosocial problems of
choosing, finding, getting and holding a job and
preparing for a career. The program has been
used in 35 states, in a variety of settings includ-
ing high schools, Adult Basic Education, and
vocational/technical schools.

Delivery patterns vary considerably from in-
stitution to institution. The recommended pat-
tern is to deliver the Employability Skills Program
in two, two-hour blocks each week for several
successive weeks. Another pattern is to try to fit
the program into a 50-minute hour once a week.
This kind of spaced learning interspersed with
other life and educational activities has been
shown to facilitate lasting acquisition and incor-
poration of new attitudes and behaviors.

Goodman (1984) developed a leader guide to
assist employability skills trainers in helping
their students or clients find jobs. This material
was developed for the Continuum Center for
Women. Many excellent materials have been
developed to assist JTPA clients and displaced
homemakers. Recently materials have been
developed for refugees who use English as a
second language.
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These interventions reflect the need for a com-
mitment to comprehensive career development
as part of the overall guidance and counseling
program which must be an integral part of the
total educational program, kindergarten
through adult. Like all career development com-
petencies, job seeking skills should be intro-
duced in a logical developmental sequence. For
example, students in the middle school do not
need to know how to write a resume but students
nearing the completion of education or training
programs must be able to write an effective
resume. Middle school is an appropriate time to
begin teaching students interviewing skills (e.g.,
interview a person in an occupation of interest),
but specific practice for job interviews should
occur later when it has a high saliency for the
learner. The best way to ensure competencies are
taught in a logical developmental sequence is to
develop a scope and sequence scheme and a
guidance curriculum.

Many of these materials and programs may
provide useful ideas to apply in the high school;
however, the teacher or counselor must keep in
mind the need for the information and skill. Un-
employed and underemployed adults feel a criti-
cal need for job hunting knowledge and skills,
whereas high school students may only feel such
a urgency if they are seeking part-time employ-
ment and are approaching the time when they
will permanently leave school. Again, this sup-
ports the need for a written guidance curriculum
kindergarten through adult.

Another body of literature that may be relevant
is that designed to smooth the transition of rural
students to finding employment and adjusting to
urban areas (Vaughn & Vaughn, 1985; ERIC,
1986). The materials cover practical steps in get-
ting a job, including how to find openings, com-
plete applications, prepare resumes, and cope
with interviews.

Finally, excellent materials and training pack-
ages have been developed by vocational
rehabilitation counselors related to job seeking.
Dusenberry (1980) compiled a training guide for
persons who need to acquire skills in job seeking.
The resource covers work importance, self-con-
cept, communication, personal appearance, job
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application, job interview, supervision, and co-
workers. This type of material is valuable for stu-
dents who are planning to go directly to the job
market and have had little successful work ex-
perience and/or who need skills in seeking
employment.

Methods

754 Maine Sophomore students, from eight
schools, were surveyed in 1987 by the Maine Oc-
cupational Information Coordinating Commit-
tee. 607 respondents also gave self-reported
Holland Codes and responded to the Harrington
O’Shea Career Decision Making System (CDM).

Results

Students were asked to rate each item in terms
of its importance as a skill or knowledge neces-
sary for successful adult living that is acquired
prior to graduation from high school. The stu-
dents rated each item in regard to level of impor-
tance on a scale from (1) of little importance to
(6) of a great deal of importance.

The data analysis utilized both descriptive and
inferential statistics. The data was analyzed
using frequency distributions and correlational
analysis. Means and standard deviations were
calculated for the job seeking items that are in-
cluded in the composite.

The five items on job seeking skills were inter-
spersed throughout Part II of the student survey.
Table 1 is a description of the importance
respondents placed on various job seeking/get-
ting skills. Presented in Table 1 are the means,
standard deviations, and percent of students who
gave a response indicating a high importance
toward the skill. For all items in the composite,
more that 57% of the sample gave a response
recognizing the importance of job seeking skills
[i.e., great deal of importance (6) and highly im-
portant (5)]. The total mean score for the com-
petency variable representing all job seeking
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items was 23.68. The standard deviation was value is assigned as--high (5&6), medium (3&4),

5.13. or low (1&2) importance.
Table 2 provides further breakout of the More females than males assigned high impor-
responses for each item in the composite. All of tance to the composite.

the items received a high ranking. The overall
results have shown that, the value levels of job
seeking skills by gender are very similar. The

Table 1

Means and Standard Deviations for Job Seeking
Composite Score and Individual Items

Composite and Item M SD High Value
Locate job opportunities 4.56 1.472 57.5
Contact prospective
employers 4385 1.380 69.1
Effective job interview 475 1373 66.0
Complete job application 4.77 1.456 67.2
Write effective resume 4.74 1.439 67.2
Job seeking composite score  23.68 5.130
Table 2

Responses to Job Seeking Subscale Items:
Individual Items and Composite

Number, Statement, and Response Options by Percent
0 1 2 3 4 5 6

3. Locate job opportunities

0.8 4.5 54 9.2 225 221 354
13. Contact a prospective employer and make a favorable first impression

0.4 3.4 4.3 7.3 15.4 5.5 43.6
22. Prepare for and participate in a job interview

04 3.7 3.7 9.2 171 25.6 41.6
41. Complete a job application

0.4 6.4 24 6.1 17.5 25.6 41.6
46. Write an effective resume

0.7 28 4.8 9.4 14.2 26.7 40.5

McCormac
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Tables 3 and 4 provide the full range of percent
for each item in the composite for females and

males.
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Table 3

Job Seeking Skills by Response Options for Females

Responses in Percent

Item 0 1 2 3 4 5 6

3 0.80 4.52 4.79 10.37 18.62 25.00 35.90
13 0.00 3.72 5.32 7.18 13.83 26.96 43.09
22 0.00 2.66 3.19 9.04 12.50 30.05 42.55
41 0.27 6.12 1.33 5.59 17.55 25.27 43.88
46 0.53 3.46 4.52 7.71 13.30 25.80 44.68

Table 4
Job Seeking Skills by Response Option for Males
Responses in Percent

Item 0 1 2 3 4 5 6

3 0.81 5.57 591 9.06 26.08 19.35 3522
13 0.00 3.23 4.30 6.99 17.20 24.19 44.09
22 0.81 4.84 4.30 9.14 22.04 25.27 33.60
41 0.54 6.72 3.23 6.18 17.74 25.81 39.78
46 0.81 430 4.84 11.02 1532 27.69 36.02
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Tables 5 and 6 provide the crosstabs of the com-
posite by programs, controlling for gender.
Programs were grouped high, medium, or low
for each competency. This was determined by 1
standard deviation either side of the mean to
form these 3 groups. Females rated the com-
petency higher than males.

Table §

Job Seeking Competency Subgroupings of Males
by Program of Study in Percent

Program of Study High Low Middle
Unreported 0.80 0.27 0.65
Business 1.34 5.65 12.37
College 3.49 3.76 18.82
Cooperative Education 0.54 1.34 3.76
General 7.80 2.96 31.18
Other 0.27 0.27 0.00
Vocational Education 0.27 1.34 2:15
Table 6

Job Seeking Competency Subgroupings of Females
by Program of Study in Percent

Program of Study High Low Middle
Unreported 0.53 133 2.39
Business 2.13 2.66 8.51
College 1.60 293 7.71
Cooperative Education 293 293 11.70
General 11.70 2.66 36.44
Other 0.27 0.00 0.27
Vocational Education 0.27 0.53 0.53
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Tables 7-11 present the percent of students as
they ranked the items in the composite by
Program of Study. All of the items were consis-
tently assigned high level of importance.

Table 7

Responses to Item 3 "Locate job opportunities”
by Program of Study

Response (Table Percent and
Option Column Percent)
Business College Coop Ed  General Other Voc Ed

0 0.27 0.55 0.00 0.00 0.00 0.00
2.30 1.14 0.00 0.00 0.00 0.00
1 0.82 1.10 0.00 0.82 0.55 1.10
6.90 229 0.00 4.88 21.05 5.52
2 1.24 1.79 0.00 151 0.14 0.96
10.34 3.7 0.00 8.94 5.26 4.83
3 1.51 3.43 0.14 1.79 0.55 1.65
12.64 7.14 25.00 10.59 21.05 8.28
4 1.24 10.99 0.14 3.85 0.55 5.71
10.34 22.86 25.00 22.76 21.05 29.97
5 2.47 12.09 0.00 3.85 0.14 3.85
20.69 25.14 0.00 22.76 5.26 19.31
6 4.40 8.13 0.27 5.08 0.69 6.59
36.78 37.71 50.00 30.08 26.32 33.10
TOTAL
87 350 4 123 19 145
% 11.95 48.08 0.55 16.90 2,61 19.92
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Responses to Item 13 "Contact an employer and make

Table 8

a favorable first impression" by Program of Study

Response (Table Percent and
Option Column Percent)
Business College Coop Ed  General Other Voc Ed
1 1.10 0.82 0.00 0.69 0.14 0.55
9.20 171 0.00 4.07 5.26 2.76
2 0.41 1.65 0.00 1.51 0.00 1.10
3.45 343 0.00 8.94 0.00 5.52
3 0.96 1.79 0.14 2.20 0.27 1.92
8.05 371 25.00 13.01 10.53 9.66
4 2.72 6.18 0.00 275 0.69 2.75
22.99 12.86 0.00 16.26 26.32 13.79
] 220 13.60 0.14 4.40 0.41 522
14.39 29.29 25.00 26.02 15.79 26.21
6 4.53 24.04 0.27 5.36 1.10 8.38
9.99 50.00 50.00 3191 4211 42.00
TOTAL
87 350 4 123 19 145
% 11.95 43.08 0.55 16.90 2.61 19.92
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Table 9

Responses to Item 22 "Prepare for and participate
in a job interview" by Program of Study

Response (Table Percent and
Option Column Percent)
Business College = Coop Ed  General Other Voc Ed

0 0.00 0.14 0.00 0.14 0.00 0.14
0.00 0.29 0.00 0.81 0.00 0.69
1 0.82 0.65 0.00 0.69 0.00 0.10
6.90 1.43 0.00 4.07 0.00 5.52
2 0.27 1.10 0.00 1.10 0.27 0.96
230 229 0.00 6.50 10.53 483
3 1.24 3.50 0.14 2.61 0.41 1.65
10.34 6.86 25.00 15.45 15.79 8.28
4 1.37 824 0.00 3.57 0.69 3.16
11.49 17.14 0.000 21.14 26.32 15.86
5 216 15.52 0.27 371 0.41 5.49
21.94 32.29 50.00 21.95 15.79 27.59
6 © 563 19.09 0.14 5.00 0.87 7.42
47.13 39.71 25.00 30.08 31.58 37.24
TOTAL
87 350 4 123 19 145
% 11.95 48.08 0.55 16.90 2.61 19.92
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Table 10
Responses to Item 41 "Complete a job
application” by Program of Study
Response (Table Percent and
Option and Column Percent)
Business College  Coop Ed  General Other Voc Ed
0 0.14 0.00 0.00 0.00 0.00 0.14
1.15 0.29 0.00 0.00 0.00 0.49
1 1.65 1.24 0.00 1.24 0.27 1.79
13.79 2.57 0.00 7.32 10.53 8.97
2 0.00 1.10 0.00 0.96 0.14 6.27
0.00 220 0.00 5.69 5.26 1.38
3 0.69 247 0.14 1.24 0.14 1.37
5.75 5.14 25.00 7.32 5.26 6.90
4 1.79 7.97 0.00 371 0.87 2.98
14.94 16.57 0.00 21.95 31.58 14.48
5 2.5 13.87 0.14 343 0.55 5.36
22.99 29.86 25.00 20.33 21.05 26.90
6 495 2129 0.27 6.32 0.69 1.10
41.48 4429 50.00 37.40 26.32 40.60
TOTAL
87 350 L 123 19 145
% 11.95 48.08 0.55 16.90 2.61 19.92
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Table 11

Responses to Item 46 "Write an effective
resume” by Program of Study

Response (Table Percent and
Option Column Percent )
Business College Coop Ed  General Other Voc Ed

0 0.14 0.14 0.00 0.00 0.14 0.27
1.15 0.29 0.00 0.00 5.26 1.38
1 0.55 0.55 0.00 1.51 0.14 0.96
4.60 1.14 0.00 8.94 5.26 4.83
2 0.55 1.37 0.00 1.10 0.14 1.37
4.60 2.86 0.00 6.50 5.26 6.90
3 1.10 220 0.14 2.88 0.27 2.89
9.20 4.57 25.00 17.07 10.53 14.48
4 2.06 5.63 0.00 3.30 0.27 3.02
17.24 11.71 0.00 19.51 12.53 15.17
5 2.5 12.36 2.14 4.95 0.96 571
2299 25.71 25.00 29.27 36.84 28.97
6 4.81 25.82 0.27 3.16 0.69 5.65
10.23 53.71 50.00 18.70 26.32 28.28
TOTAL
87 350 4 123 19 145
%0 11.95 48.08 0.55 16.90 2.61 19.92
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Tables 12 and 13 provide the crosstabs of the
composite by grades, controlling for gender.
Again, females at all levels of academic perfor-
mance rated the competency higher than males.

Table 12

Job Seeking Competency Subgrouping of Males
by Reported Grade Point Average in Percent

Subgroup Blank "A" "B" "C" "C/D"
High 0.54 1.88 391 4.30 1.88
Low 0.27 0.00 3.49 8.06 3.76
Middle 2.69 6.18 25.81 25.27 9.95
Table 13
Job Seeking Competency Subgrouping of Females
by Reported Grade Point Average in Percent
Subgroup Blank "A" "B" "C“ "C/D"
High 0.80 239 131 4.26 2.66
Low 1.60 0.27 3.72 5.05 2.39
Middle 213 6.65 30.59 21.81 6.38
McCormac Page 15



Tables 14-18 present the percent of students as
they ranked the items in the composite by Grade
Point Average. "A" students were more likely to
assign the highest level of importance to all the

items.

JOB SEEKING SKILLS

Table 14
Responses to Item 3 "Locate job opportunities”
by Grade Point Average
Response (Table Percent and
Option Column Percent)
"A" "B" "C" "C/D TOTAL
0 0.00 0.41 0.41 0.00 0.83
0.00 1.01 115 0.00
1 0.00 1.10 235 0.97 4.42
0.00 2.69 6.54 6.86
2 0.28 138 2.62 1.24 5.52
3.08 3.37 731 8.82
3 0.14 3.45 4.14 1.66 9.39
1.54 8.42 11.54 11.76
4 2.49 8.15 9.12 3.18 22.93
27.69 19.87 25.38 22.55
5 2.49 10.22 7.04 193 21.69
27.69 24.92 19.62 13.73
6 3.59 16.30 10.22 5.11 3522
40.00 39.73 28.46 36.27
TOTAL
65 297 260 102 724
% 8.98 41.02 3591 14.09 100.00
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Table 15
Response to Item 13 "Contact a prospective employer and make
a favorable first impression” by Grade Point Average
Response (Table Percent and
Option Column Percent)
"A" "B" e "C/D" TOTAL
1 0.14 0.83 138 0.83 3.18
1.54 2.02 3.85 5.88
2 0.28 1.24 221 1.10 4.83
3.08 3.03 6.15 7.84
3 0.00 2.07 4.14 1.24 7.46
0.00 5.05 11.54 8.82
4 1.66 5.66 5.52 2.49 15.33
18.46 13.80 1538 17.65
5 2.76 10.64 8.56 3.73 25.69
30.77 25.93 23.85 26.47
6 414 20.58 14.09 4.70 43.51
46.15 50.17 39.23 3333
TOTAL
65 297 260 102 724
% 8.98 41.02 35.91 14.09 100.00
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Table 16

Response to Item 22 "Prepare for and participate in a
job interview" by Grade Point Average

Response (Table Percent and
Option Column Percent)
"A" "B" "C" "C/D" TOTAL
0 0.00 0.14 0.00 0.28 0.41
0.00 0.34 0.00 1.96
1 0.00 0.83 1.80 0.69
0.00 2.02 5.00 490
2 0.28 0.69 1.66 1.10 3.73
3.08 1.68 4.62 7.84
3 0.28 3.18 4.56 138 9.39
3.08 7.74 12.69 9.80
4 1.24 6.22 6.63 2.76 16.85
13.85 15.15 18.46 19.61
5 331 12.98 9.12 235 27.76
36.92 31.65 2538 16.67
6 3.87 16.99 12.15 5.52 38.54
43.08 4141 33.85 39.22
TOTAL
65 297 260 102 724
% 8.98 41.02 3591 14.09 100.00
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Table 17

Response to Item 41 "Complete a job application”

by Grade Point Average

Response (Table Percent and
Option Column Percent)
"A" "B" "C" "C/D" TOTAL
0 0.00 0.28 0.14 0.00 0.41
0.00 0.67 0.38 0.00
1 0.00 1.66 3.18 1.10 5.94
0.00 2.04 8.85 7.84
2 0.28 0.69 1.10 0.41 2.49
3.08 1.68 3.08 294
3 0.69 1.93 2.62 0.69 5.94
7.69 471 731 4.90
4 1.24 6.35 7.04 2.90 17.54
13.85 15.49 19.62 20.59
5 2.21 12.29 8.43 2.62 2555
24.62 29.97 32.46 18.63
6 4.56 17.82 13.40 6.35 42.13
50.77 4343 3731 45.10
TOTAL
65 297 260 102 724
% 8.98 41.02 3591 14.09 100.00
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Table 18

Response to Item 46 "Write an effective

resume” by Grade Point Average

Response (Table Percent and
Option Column Percent)
"A" "B" "C" "C/D" TOTAL
0 0.00 0.14 0.41 0.14 0.69
0.00 0.34 1.15 0.98
1 0.00 0.83 1.93 0.97 3.73
0.00 2.02 5.38 6.86
2 0.14 1.93 1.93 0.69 4.70
1.54 471 5.38 4.90
3 0.14 221 511 1.93 9.39
1.54 5.39 14.23 13.73
4 0.41 497 6.08 2.49 13.95
4.62 12.12 16.92 17.65
5 3.04 11.74 7.46 4.56 26.80
33.85 28.62 20.77 3235
6 5.25 19.20 12.98 331 40.75
58.46 46.80 36.15 2353
TOTAL
65 297 260 102 724
% 8.98 41.02 3591 14.09 100.00
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Tables 19-23 present the percent of students as
they ranked the items in the composite by school.
The rankings were very consistent across

schools.
Table 19
Responses to Item 3 "Locate job opportunities”
by School in Row Percent
Response Option
School 0 1 2 3 4 5 6
Bethel 0.00 0.30 5.19 5.19 24.68 25.68 38.96
Bingham 0.00 0.00 435 8.70 21.74 17.39 47.83
East
Corinth 1.11 6.67 5.56 14.44 18.89 14.44 38.89
Eastport 0.00 10.64 6.38 12.77 14.89 19.15 36.17
Howland 0.00 8.97 3.85 513 28.21 19.23 34.62
Lincoln 0.95 2.86 2.86 6.67 24.76 20.00 41.90
South
Portland 1.22 2.45 6.53 10.61 23.27 26.53 29.39
West
Sullivan 1.12 6.74 6.74 7.87 19.10 23.60 4383
Table 20
Response to Item 13 "Contact prospective employer and make a favorable
first impression" by School in Row Percent
Response Option
School 0 1 2 3 4 5 6
Bethel 0.00 2.60 5.19 2.60 14.29 28.57 46.75
Bingham 0.00 0.00 0.00 435 13.04 17.39 65.22
East
Corinth 0.00 5.56 0.00 6.67 15.56 27.78 44.44
Eastport 0.00 6.38 8.51 17.02 10.64 17.02 40.43
Howland 0.00 2.56 5.13 5.13 10.26 33.33 43.59
Lincoln 0.00 1.90 3.18 9.52 14.29 17.14 5333
South
Portland 0.00 1.63 4.90 8.57 17.14 26.94 40.82
West
Sullivan 0.00 8.99 8.99 337 20.22 25.84 32.58
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Table 21
Response to Item 22 "Prepare for and participate in a
job interview" by School in Row Percent
Response Option
School 0 1 2 3 4 5 6
Bethel 0.00 2.60 3.90 9.09 22.08 33.77 28.57
Bingham 0.00 8.70 435 8.70 13.04 34.78 30.43
East
Corinth 1.11 333 0.00 7.78 15.56 24.77 47.78
Eastport 0.00 4.26 10.64 14.89 23.40 21.28 25.53
Howland 0.00 6.14 1.28 6.41 518 23.08 57.69
Lincoln 0.00 3.81 1.90 6.67 13.33 28.57 45.71
South
Portland 0.00 2.45 4.90 8.57 20.82 28.98 34.29
West
Sullivan 225 4.49 4.49 14.61 16.85 28.09 29.21
Table 22
Response to Item 41 "Complete a job application”
by School in Row Percent
Response Option
School 0 1 2 3 4 5 6
Bethel 0.00 7.79 1.30 3.90 24.68 32.47 29.87
Bingham 8.70 435 4.35 0.00 8.70 30.43 43.48
East
Corinth 0.00 6.67 0.00 6.67 12.22 20.00 54.44
Eastport 0.00 10.64 6.38 4.26 23.40 31.91 23.40
Howland 0.00 512 1.28 0.00 14.10 13.38 64.10
Lincoln 0.00 4.76 1.90 571 12.38 30.48 44.76
South
Portland 0.00 6.53 2.86 7.76 18.78 2531 24.72
West
Sullivan 1.12 5.62 337 11.24 21.35 24.72 32.58
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Table 23

.Response to Item 46 "Write an effective resume”
by School in Row Percent

Response Option

School 0 1 2 3 4 5 6
Bethel 0.00 1.30 6.49 6.49 16.88 36.36 32.47
Bingham 435 8.70 435 8.70 435 13.04 56.52
East
Corinth 0.00 5.56 2.22 12.22 16.67 25.56 37.78
Eastport 2.13 6.38 8.51 8.51 14.89 29.79 29.79
Howland 0.00 2.56 10.26 513 7.69 29.49 44.87
Lincoln 0.00 1.90 3.81 6.63 8.57 26.67 52.38
South
Portland 0.82 4.08 3.67 11.43 13.88 22.04 44.08
West
Sullivan 1.12 4.49 337 11.24 24.72 31.46 23.60
Tables 24-32 present the percent of students as paper ads and direct contact gave the higher im-
they ranked the composite by "How did you get portance to the competency.
your part-time job?." Those relying on news
Table 24
Job Seeking Round Score by Responses to
"How did you get your part time job?"
Job Seeking Round Score
Question 1 2 3 4 5 6
No Response 0.40 0.80 1.99 7.69 13:53 9.02
Newspaper 0.13 0.00 0.40 0.40 1.99 0.93
Direct Contact 0.27 0.27 1.06 5.44 10.08 6.76
Friends 0.00 1.72 133 491 7.82 6.90
Parents 0.40 0.27 1.46 3.98 451 3.18
School 0.27 0.00 0.00 0.27 0.27 0.27
JobService 0.00 0.13 0.00 0.13 0.40 0.00
Training and
Employment
Agency 0.00 0.00 0.00 0.27 0.40 0.00
TOTAL 11 24 47 174 294 204
% 1.46 3.18 6.23 23.08 38.99 27.06
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Table 25

Job Seeking Round Score for Students with
No Part Time Work Experience by Gender

(Row Percent)

Gender 1 2 3 4 5 6
Not Given 0.00 0.00 0.00 0.00 0.40 0.40
f Male 0.79 1.19 2.38 10.71 17.06 8.73
Female 0.40 1.19 3.57 12.30 23.02 17.86
Table 26

Job Seeking Round Score for Students Who Found Part Time
Work Through a Newspaper Advertisement by Gender

(Row Percent)

Gender 1 2 3 4 5 6

Not Given 0.00 0.00 0.00 0.00 0.00 0.00

Male 3.45 0.00 10.34 10.34 31.03 6.90

Female 0.00 0.00 0.00 0.00 20.69 17.24
Table 27

Job Seeking Round Score for Students Who Located Part Time
Work Through Direct Contact with an Employer by Gender

(Row Percent)

Gender 1 2 3 4 5 6

Not Given 0.00 0.00 0.00 0.00 0.56 0.00
Male 1.11 0.56 1.67 13.33 2222 11.67
Female 0.00 0.56 2.78 9.44 19.77 16.67
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Table 28

Job Seeking Round Score for Students Who Located Part Time
Work Through the Help of a Friend by Gender

(Row Percent)

Gender 1 2 3 4 5 6
Not Given 0.00 0.00 0.58 0.00 0.00 0.00
Male 0.00 4.09 234 10.53 15.79 16.37
Female  0.00 351 2.92 11.11 18.71 14.04
Table 29
Job Seeking Round Score for Students Who Located Part Time
Work Through the Help of Their Parents by Gender
(Row Percent)
Gender 1 2 3 4 5 6
Not Given 0.00 0.00 0.00 0.96 0.96 0.00
Male 0.96 0.00 7.69 23.08 17.31 13.46
Female 1.92 1.92 2.88 481 14.42 9.62
Table 30

Job Seeking Round Score for Students Who Located Part Time
Work Through Their School by Gender

(Row Percent)

Gender 1 2 3 4 5 6

Not Given 0.00 0.00 0.00 0.00 0.00 0.00
Male 12.50 0.00 0.00 12.50 25.00 12.50
Female 12.50 0.00 0.00 12.50 0.00 12.50
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Table 31

Job Seeking Round Score for Students Who Located Part Time
Work With the Assistance of the Maine Job Service by Gender

(Row Percent)
Gender 1 2 4 5 6
Not Given 0.00 0.00 0.00 0.00 0.00 0.00
Male 0.00 0.00 0.00 20.00 40.00 0.00
Female  0.00 20.00 0.00 0.00 20.00 0.00
Table 32

Job Seeking Round Score for Students Who Located Part Time
Work Through a Training and Employment Agency by Gender

(Row Percent)
Gender 1 2 4 5 6
Not Given 0.00 0.00 0.00 0.00 0.00 0.00
Male 0.00 0.00 12.50 20.00 40.00 0.00
Female 0.00 0.00 0.00 20.00 20.00 0.00

Table 33 presents the match between the job
seeking competency area and CDM. The

majority of the students matched two of their
major interest areas.

Table 33

Number of Matches between Self-Selected Work Environment and
Assessed Work Environment by Job Seeking Round Score

(Table Percent)

Job Seeking Number of Matches

Round Score 0 1 2 3 3/same
ik 0.00 0.49 0.82 0.16 0.16
2 0.00 1.32 .15 033 0.33
3 0.16 0.82 3.46 0.49 0.49
4 0.66 428 13.34 3.29 1.48
5 033 8.07 21.09 6.92 247
6 0.82 5.27 17.63 2.80 1.32
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SUMMARY

One of the major findings of the survey was the
apparent importance students placed on learner
outcomes related to job seeking skills. As shown
by the data, the vast majority of the students felt
job seeking skills were important. It is interest-
ing to note that students who had sought a part-
time job on their own (i.e., direct contact and
newspaper ads) indicated a higher level of im-
portance for the job seeking competency area.
As on other competencies, females ranked the
competency higher than males.

CONCLUSION

The foregoing chapter and analysis of data have
taken a look at the students’ perception regard-
ing the importance of five learner outcomes that
form the broad concept area of job seeking skills.
The students responses showed a high level of
consistency with the composite and were similar
to findings compared to other composites. Basi-
cally the study attempted to explain values in the
dependent variables (items and composite) on
the basis of levels in the independent variables.

Recommendations

Follow-up studies with these students will allow
the researchers to link job search attitudes with
behavior. Additional research needs to focus on
specific behaviors compared to job search at-
titudes and behaviors. For example, were par-
ticipants with more job search experience more
likely to make direct contact with employers?
Can students write a letter of application includ-
ing the necessary parts and content?

As the students mature they will undoubtedly
have more experience working. Participants
could then be asked additional items regarding
factors affecting their success in finding a job.

McCormac

For example, do they think their age, sex, salary
expectancy, previous employment, and grades
would help, would not matter, or would hurt
their chances of finding a job.

These results could be combined with a local
(regional or State) study of the career develop-
ment status and needs of students based on the
Assessment of Career Development that was ad-
ministered to a national sample of 8th, 9th and
11th grades in the spring of 1973 (North et. al.,
1975). This could be further supplemented with
a survey of experiences (some items are already
included in this survey) and evaluation of class-
room and community activities. The information
gathered could provide a focus for involving
teachers, counselors, and administrators in shap-
ing the school’s role in a comprehensive career
development program.

The existing guidance program in each school
should be assessed using the student career
development competencies in The National
Career Development Guidelines: Improving
Guidance and Counseling Programs High School
Level (NOICC, 1987). The Guidelines provide
an implementation process that assists in the
redesign of guidance and counseling from an an-
cillary service, to a comprehensive competency-
based program. Several of the competencies and
indicators in the Guidelines are similar to the
competencies addressed within this study.

A complimentary study or survey of employers
in Maine to determine what techniques would
make students’ job searches more effective
would provide additional valuable information
for program planning. Such a study could assist
educators in providing students with specific
types of training based on employers opinions on
how potential employees ought to market them-
selves. The survey should focus on those com-
panies that employ fewer than 500 employees.

The results of this survey should be shared with
teachers, administrators, counselors, parents,
students, and members of the community. These
represent groups typically included on a local
guidance advisory group. The findings could
serve as the motivation to write a comprehensive
counseling curriculum with one area of emphasis

Page 27



being career development. To accomplish these
ends, research and evaluation activities, such as
those summarized in this report, are an essential
step in the process of implementing a com-
prehensive guidance and counseling program.
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As the reader who has perused the preceding
pages will agree, there is a wealth of data and in-
formation therein and it would be a herculean
task to summarize in full. The effort here will be
to highlight what this author finds especially in-
teresting and provocative in these essays, and to
point out some limitations to the study. Then im-
plications for further work will be enumerated
and some philosophical conclusions derived.

Comments on Individual
Papers

Cobb and MacBrayne

These authors underscore the elusive nature of
"aspirations" as their discussion moves through
educational attainment and occupational choice
indices. Only in their concluding question do
they interject quality of life as a possible defini-
tion of aspiration. This is of particular interest in
the State of Maine, which some have described
as a state of mind. While tens of thousands of
people "from away" aspire to move to Maine, we
have a tendency to urge our youth to set their
sights on greener pastures south of the Kittery
bridge. What is it that attracts the in-migrant? If

a Maine youth wants to stay here for similar
reasons are her/his aspirations deficient?

Another problem with aspirations research
which utilizes current occupational titles is that
the work world is so rapidly changing that the
work environments and occupational mix of the
next decade will be unlike the present. By en-
couraging youth to fix their sights on targets no
matter how elevated which may not be there in a
few years seems self-defeating. Rather, youth
need to be helped to appreciate that the economy
of tomorrow will require workers who are
flexible, capable of continuous learning and
renewal, and self-starters. Where are these
qualities honored and reinforced in aspirations
research?

Indeed, the whole method of aspirations re-
search, including the Maine study, asks youth to
draw some image of themselves in a future time.
Yet for many youth, there is no tomorrow. They
are so taken up with living today that a real
tomosrow has not entered their life space.
Career education has long recognized the neces-
sity of awareness preceding planning and choos-
ing. Our youth, when they do consider the future,
see it as a fantasy like a video game, not as some-
thing that will happen to them. We need more
education for awareness that one creates the fu-
ture by choices made in the present in lieu of sur-
veys of undeliberated fantasies.



Cobb and MacBrayne also report that aspira-
tions tend to be higher than expectations. For the
current youth cohort, this is realistic since this is
said to be the first generation which cannot
reasonably expect to have a higher standard of
living than their parents. However, again the nar-
rowness of definition of aspirations is a trap. A
broader concept, an acceptance of more than
material values, could still lead to expectations
equal to or exceeding aspirations. For example,
health and longevity of the next generation will
be better than that of the parents. If aspirations
to live healthier and longer in Maine were ac-
knowledged in the research designs, we would be
fashioning different interventions targeting life
style and values.

The Maine students tend to expect it will be
necessary to move away to find satisfying work.
This conflicts with the rhetoric that good Maine
jobs go to out of staters because of low Maine
aspirations. The top management/ leadership
kinds of posts that visibly go to out of staters re-
quire an experience base that usually is not avail-
able in Maine. Just as women have been denied
top jobs because until recently they were not
being brought in to middle level positions to gain
experience, so the Maine youth who sets her/his
sights on top jobs may have observed that the
career path leads out of state to build the ex-
perience base.

In any case, Maine as a rural state shares in the
phenomenon of lower aspirations. If it is
desirable to raise aspirations, let us be broad in
our concept of aspirations for quality of life, and
let us acknowledge that those aspirations are
formed subtly and early by interactions with
parents and significant others. This is not a task
for one grade in school.

Ryan

In his discussion of the results of the survey
Ryan has inadvertently led the reader astray by
his statement that "respondents are asked to
describe the local labor market..." when, in fact,
the instruction was to list "the importance to you"
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of various alternative choices. Thus, the insights
to be derived from this survey are about percep-
tions Of values, not about competence in perfor-
mance.

Ryan notes that the non-college bound students
in the sample did not place high value on the
components of career-decision-making. Neither
did the college bound according to the graphic
material. This suggests that, if there is a problem,
it is not a function of high school program but
rather a general curriculum issue. All students
need to be led to appreciate the roles of self-as-
sessment and career awareness as part of their
maturing into self-confident life planners.

On another issue which relates to getting ready
for the worker role, the value of part-time work
experience, Ryan notes that 61% of the sample
believed this would help with future job success.
This appears to contrast with the finding
reported by Shannon that full-time summer
work was of low value for developing life/work
management competencies. If there is incon-
gruence here, it invites further study of the ac-
tual, versus perceived, effects on employability
and career development of part-time and sum-
mer work for youth. School authorities argue the
merits of the cooperative education concept
against the "basics" with the latter claiming that
work interferes with school achievement.
Guidance staff can be helpful in this debate if
they gather relevant data about performance ef-
fects of work experience during the school years.

Ryan also expresses concern about the data
which show that only 2% of youth found their
part-time jobs through the school. He suggests
this should occasion an inquiry into just what
does occur in career guidance programs. This is
a surprising criticism by one who is well aware
that the major purpose of guidance is to generate
self-assesssment, appreciation for the diversity
of the world of work, skill in choosing among the
diversity, and to facilitate action steps to imple-
ment a choice. Job placement is at best a minor
priority of a guidance program. The data can al-
ternatively be read as indicating the self-reliance
of youth in finding jobs through the avenues most
used in "the real world," direct contacts and net-
works of family and friends.
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Ryan also views with some alarm the 48% of the
sample enrolled in the college track which is in-
consistent with the service-oriented Maine labor
market. It is ironic that the people interested in
raising aspirations of Maine youth consider the
low rate of post-secondary enrollment a major
problem. One should step back from the statis-
tics on labor force and college enrollments to
take a larger view of Maine youth and their fu-
tures. They will all take on roles as citizens,
homemakers, and leisurites. Many will become
parents. The more educated youth become, the
more enrichment will they bring to all roles, not
just that of worker, thus enhancing quality of life.

The 24 important recommendations which
Ryan offers all focus on improvements in secon-
dary education and the staff members therein. It
is unfortunate that his summary observation that
"well-defined career guidance programs start
early in elementary grades" did not head the list
of recommendations for it is not in grade 10, but
in ten grades that the attitudinal and skill base is
formed, by teachers and parents, from which
youth will approach the choosing and planning
tasks of senior high school.

With some prescience, Ryan has anticipated
the current debate in Maine about extending the
length of the school year. He calls for a modified
year-round plan that would allow students to
participate in career decision-making oppor-
tunities during the summer months. We presume
he does not mean, making decisions. He means
exploration. Some students are doing this on
their own through summer employment.
Without actually changing the school year, all
students could be guided into more exploratory
activity with workers and the work place through
the thoughtful use of learning contracts
developed with counselors for the practice of
specific career competencies during the sum-
mer, monitored and honored by parents, and
reported to peers and teachers when school
reopens in the fall.

Freeman

O’Shea

An appropriate assignment for one of the
authors of the Career Decision Making System was
to review that portion of the Maine survey which
reported responses of students to CDM.
Evidence that girls are showing interest in a
broader array of work environments than
heretofor will be taken as good news by those who
have been concerned about gender stereotyping.
There is a challenge that accompanies this trend,
if indeed it persists; that is, to assure that the
Maine labor market is ready to receive these
aspiring young women. Still, O’Shea calls for
continuing effort to assist all students to increase
further the career options of which they have
meaningful awareness, a task which challenges
Maine counselors and teachers to find creative
ways to engage students with realistic images of
myriads of jobs which exist outside local boun-
daries.

O’Shea finds that fewer than 25% of the stu-
dents in the sample were able to place a specific
job in which they expressed interest in the ap-
propriate cluster in the Guide for Occupational
Exploration. These students are not vocational
psychologists and it seems less important that
they make correct placements in a theoretical
taxonomy, than that they have an appreciation
and understanding of the common roots which
hold job families together. Thus, career
educators must be certain that they are teaching
concepts about the world of work rather than iso-
lated job titles. If students are opening to more
non-traditional work environments, they need to
be able flexibly to move both vertically and
horizontally within those environments to take
advantage of change, rather than be victimized
by it, as it occurs in the workplace. Understand-
ing what clusters of jobs have in common will
facilitate this movement.

Another area of confusion which emerged from
the data was in the business field. O’Shea points
out the inconsistent low score for the business
field in contrast to higher interests in manage-
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ment and supervision. Drier and Ciccone point
out that more than 25% of these tenth graders
anticipate owning their own business. The con-
fusion which O’Shea finds may derive from the
students’ interpretation of "business" in the lat-
ter sense rather than as management and super-
vision within a larger establishment. Again, the
message here seems to be for career educators to
take time to listen to students’ meanings as they
project themselves into a work future, rather
than simply to expose them to abstract terms in
inventories and career literature.

O’Shea joins with Ryan in noting some dis-
crepancies between expressed interests and the
realities of the labor market. For example, he
contrasts the interests of nearly one-fifth of the
sample in artistic and physical performance with
the less than 1% employment data. He concludes
that many of those "will have to seek alternate
employment." This may be true, but as many
struggling artists have demonstrated over time,
their first love, their calling, is art and the alter-
nate employment -be it waitperson or lawyer - is
only a source of income. Let us also again recall
the full scope of life roles through which artistic
and performing interests may be expressed,
rather than falling into the trap of perceiving
career narrowly as paid employment. One
wonders how many dropouts were discouraged
from continuing in school when their non-con-
ventional interests were ignored by the conven-
tional wisdom of preparation for employment in
mainstream occupations?

The marked difference between 1.2% interest
and 18.5% employment in factory work also
leads to some speculation. On one hand, parents
have wanted their children to have a better life
than their own which quite often means to break
out of the shop and factory. On the other hand,
Maine youth have witnessed their parents’
generation being victimized by factory closings
and unstable, seasonal work. Both of these for-
ces may contribute to aspirations for employ-
ment outside the manufacturing sector.

Finally, Maine workers often hold several jobs
during the year, either sequentially, or simul-
taneously. Maine youth in responding to inven-
tories which ask for discrete choices may not be
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able to tell us of the richness of their dreams. We
ask them to choose among stereotyped
categories created by researchers. They ex-
perience daily life as a mosaic of occupations and
roles for their elders and themselves. We may be
asking the wrong questions, or listening with only
one sense to their answers thus missing the ac-
tual meanings they use in moving on to the next
developmental task.

Shannon

In this carefully researched paper, the author
underscores the complexity of the career choice
process by placing it in the context of foundation-
al theories of human development. The reader is
reminded that, in assessing 10th graders, our
findings are subject to the variability of maturity
which exists among this cohort. One proceeds
with caution toward generalizations. An addi-
tional reason for caution in interpretation of sur-
vey data about competence in "managing
personal responsibilities" is that this element of
the survey is based on responses to just three
items, to wit:

5. develop and maintain a personal budget

50. apply consumer skills such as compara-
tive shopping and budgeting for home
management

58. describe the impact of drug and alcohol
abuse on employment

In the discussion of the components of this
competency offered by the Youth Credentials
Work Group, Shannon states "the skills outlined
are minimal, to say the least." If five items are
minimal, how valid is data derived from three?

Having noted the limitation of sampling of be-
havior for this paper, we can commend the
general conclusion derived that 10th grade stu-
dents differ within the cohort and that career
education should address homogeneous sub-
groups rather than be offered as a common ex-
perience for the entire group. The writer points
out gender differences in responses to the com-
petency items are statistically significant. In-
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spection of the three items contributing to the
"managing personal responsibility" score sug-
gests that #5 and #50 may be perceived by both
boys and girls as "women’s work" and therefore
more important to girls. There may be less sig-
nificance in the gender difference scores than
meets the eye. However, the author makes some
additional valid points pertaining to differential
maturity levels between the sexes in early adoles-
cence used as a rationale for proposing that
career information should be presented at a dif-
ferent time and in a different order for girls and
for boys. This happens to coincide with recom-
mendations made at the 1988 Expanding Your
Horizons Conference that math and science in-
struction should be provided separately for girls
in order for them to build self-esteem to match
their ability and interest without competition
from the other sex.

Another subgroup to which the data draws at-
tention are the "undecideds" who express no tar-
get for post-graduation activity. The author
acknowledges a wide range of personal, social,
and economic circumstances could explain in-
dividual cases. He does not return to his discus-
sion of Piaget as an hypothesis. It may be that the
"undecideds" are still in the concrete stage of cog-
nitive development and choose the certainty of
"don’t know" over the personal uncertainty of
other options on the survey list. These are the
students with lowest grade point averages, which
lends support to an hypothesis of relative im-
maturity as learners compared to their age
mates. Rather than take their low grades as in-
dicators for entering the labor market, as the
author does, this red flag should lead guidance
counselors to look beneath the surface and assess
the career maturity and learning readiness of
these students. They are the "late bloomers" who,
as the author states, need significant intervention
if their aspiration and expectancy levels are to be
specified, and possibly raised.

There may be some individuals among the un-
decided group who are indecisive, chronically
unable to make decisions about any area of life.
Surely these students deserve identification and
interventions which differ from those applied
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with the mainstream deciders and the un-
decideds.

The use of small group interventions would be
highly appropriate to serve each of the several
subgroups which have been identified by Shan-
non.

In addition, there is considerable merit to the
proposal that instructional groups homogeneous
by aspiration level be used for developing some
of the career competencies. The use of Holland
environmental preferences as indicators of
learning styles that should be accommodated in
instructional activities would enrich the ex-
perience and deepen the learning for all stu-
dents. It would seem to be an exciting challenge
to the creativity of teachers and counselors to use
the Holland codes this way bringing a new level
of excitement into career education.

In summary, the more career educators
respond to individual differences in maturity and
learning style, the more effective will be the
programs which have as their goals the
employability skills and attitudes necessary for
successful entry and retention in the world of
work. Attending to these individual differences
would implement a developmental approach to
career education providing stimulation and as-
sistance as needed for growth toward maturity
rather than as programmed in a mandated cur-
riculum.

Kimball

Maine boys and girls have similar goals for work
and family life, but their expectations for roles
within the family are quite different. Each sex
naively ignores the likelihood of single parent
status at some future time. With these general
findings, Kimball offers some constructive ideas
for guidance and curriculum interventions based
on a Swedish model and her own creativity.

Kimball recommends some family education
should be offered in single sex groups to help
girls build self-esteem thus seconding certain im-
plications in the Shannon paper. Small group in-
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terventions would be useful for assertiveness
training and esteem building before the girls
move back into heterogeneous family life classes
with boys in which different role expectations
can be confronted, debated, and placed into the
context of the realities of dual career families and
subsequent role overload. The ideas for simula-
tion activities in Kimball’s Appendix 1 follow a
developmental model for family life, though they
stop short of the remarriage and blended family
stage nor do they incorporate some of the life
event crises such as career change and death of
parents which add stress to relationships.
Schlossberg (1984) offers a theory for dealing
with adult transitions which would be a useful
complement to the Kimball plan.

The Swedish model includes an element of
parent education about the labor market into
which their children will be moving. The Maine
survey of 10th graders is silent on the role of
parents in the development of employability
skills and awareness of issues in work-family in-
tegration. Parents need to be perceived as sup-
port systems by and for youth as they approach
and engage in career decision-making behaviors.
This is difficult at a stage when adolescents are
striving to gain more autonomy and inde-
pendence. The school can help create conditions
for comfortable parent- student communica-
tions by inviting parents to school for adult
education offerings related to career develop-
ment teaching them the concepts and issues that
are being presented to their children. The same
concepts may help those parents who themselves
are facing career change issues of shifting aspira-
tions and uncertainties about present roles and
future alternatives. Parents will thus be able to
meet their children on common ground.

The model also recognizes the years from age 7
to 12 as the formative period for attitudes about
self and about the world of work mandating
various curriculum components for both
genders. While Kimball does not discuss the out-
comes of the Swedish approach except to note
that improvement is occurring, it appears that
Maine should undertake its own program of
career education through infusion into the
regular curriculum of the elementary schools if
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by the eighth grade each student is to be "plan-
ning to realize educational potential."

Drier and Ciccone

In this paper we have the strongest reminder
that the population studied, high school
sophomores, are in process of maturing and
should not be expected to have arrived at an adult
conception of mature behavior and attitude.
Further, the authors point out that there is no
normative data disclosing what is "mature be-
havior" for a sophomore.

Even though The Center on Education and
Training for Employment has identified six com-
petency areas which make up work maturity, we
do not have criteria for expected sophomore at-
tainment in punctuality, attendance, ap-
pearance, attitude/behavior, interpersonal
relations, task completion.

In spite of this caution about judging
sophomore responses, this writer confesses to
some dismay in contemplating Figure 6. Accord-
ing to this display, not one single student in the
study rated "dependability and reliability" as of
high importance to themselves at the time of the
survey. Indeed, 115 rated these traits as having
little importance. Surely, some attitude change
is needed if this basic life skill is to become a
central part of the self-concepts of these youths.
It is not sufficient to explain this away as im-
maturity. It suggests a failure of role models to
demonstrate the interdependence of each per-
son in families, in classrooms, in the community.

Work maturity skills and attitudes are assumed
to be acquired through daily living. Apparently
that is not an assumption that holds up in many
of our sophomores. Something did not happen
between grades 1 and 10. All primary grade
teachers post a list of rules of behavior on their
classroom walls as reminders to young children
who are being socialized into group living. But
one wonders if the children grasp the reasons be-
hind the rules. Are they perceived as the voice of
authority, or are they felt to be the terms of a con-
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tract among peers acknowledging "I need you;
you need me"? Teacher education, in the ex-
perience of this writer, in presenting techniques
for classroom management does not address is-
sues of punctuality, attendance, appearance, de-
pendability and reliability as essential skills to be
brought into pupil awareness and strongly rein-
forced because at a later stage of development
they will be required to retain a job. Rather,
teacher trainees are allowed to leave these at-
titudes at the implicit level while focussing on the
explicit tasks of content instruction. Drier and
Ciccone state that many persons are surprised to
learn that good work habits can be taught direct-
ly. Let’s get on with the task! Work maturity
skills are among the basics.

While the authors give examples of curricula
for teaching work maturity skills which work, it
is as remedial programs. It seems much more
desirable for basic, early education to inculcate
these skills and attitudes. Thus, parents must be
enlisted, encouraged, and enabled to take the
lead as role models for their children, a task of
no small dimension for a two parent family, not
to mention the single parent. On second thought,
it is not a new or an extra task at all, for parents
are modeling every day their way of being respon-
sible in interdependent relationships with their
children and other adults in the home and work
place. What is called for is some reinforcement
by the school of positive modeling of reliability
and dependability, of punctuality and task com-
pletion. Again we find career education begins
in elementary school. How do career educators
help the kindergarten teacher to convey to a
parent group the importance of their modeling
these positive career/life skills?

Drier and Ciccone underscore, as an action
recommendation, the importance of assisting
parents to become more effective advocates for
career development of their children. They call
for translation of the findings of the present
study into activities which children can imple-
ment at home under parental supervision. This
is a challenge to guidance counselors and career
educators to develop curricula with blended at-
home and in-school components in order to
achieve maximum influence. Maine has an op-
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portunity here to build into the various aspira-
tions activities in the schools a curriculum
development effort that enlists parent input at
the planning stage as well as in later implemen-
tation.

Another area for curriculum work is found in
the expectation by more than 25% of the
sophomores that they will someday own their
own business. The authors accept this as a realis-
tic image since small business is the fastest grow-
ing sector of the labor force. In Maine with its
traditions of individualism, and an enlarging ser-
vice sector of the economy, this preview of the fu-
ture does indeed seem a reasonable scenario at
least in terms of trial if not always success in a
small business. The University of Maine and the
University of Southern Maine both have public
service programs in support of budding
entrepreneurs. The time is ripe for the design
and development of a curriculum component in
entrepreneurship for youth as well as adults.
While it is acknowledged that the high school
curriculum under the recent school improve-
ment thrust has no room for another course, it is
suggested that such a course be developed and
offered through adult education programs but
opened to serious-minded high school age stu-
dents. Indeed, it might be a parent-child enroll-
ment that would be encouraged in keeping with
the goals sought in the preceding paragraph, and
in recognition of the "family business" which has
been and continues to be characteristic of Maine.

The authors pick up some "immature mis-
matches” between present high school programs
of the sample studied and post-high school plans.
It seems some of this apparent mismatch may be
explained by the concrete level of cognitive
development at which some of the students may
be functioning as discussed in the commentary
on the Shannon paper. At first this may suggest
a need for more effective guidance services to
close the gap between program of study and
potential future, an apparent purpose of the "8th
grade initiative" recently undertaken by the
Department of Educational and Cultural Ser-
vices. However, some preliminary findings by
Phil Pratt in a doctoral study at the University of
Maine analyzing a national data base present a
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picture of considerable instability of career plans
after high school graduation. The maturing
process does not climax at grade eight or grade
twelve, but continues on into young adulthood. It
is unreasonable to expect most sophomores to
have a high level of congruence between high
school program and future plans. In view of the
increasing demands of the world of work for per-
sons with higher level cognitive skills and com-
puter literacy, however, one wonders whether
the "general course" has outlived its usefulness in
high schools. Students may be unready to pick a
career objective, but should they be encouraged
to prepare either for post- secondary training or
entry into the labor force with the new
employability skills? There is no third life option
for which one can appropriately prepare by
taking a potpourri of courses. By eliminating the
general course, educators would be able to put
more options and creativity into the vocational
program.

McCormac

In her review of the literature, McCormac notes
that small business will be the arena of much job
opportunity in the future. Large corporations
are downsizing, and often prefer to promote
from within, so young people looking to the fu-
ture should be alerted to the small enterprise as
an opportunity in which to work for oneself, or
to become an employee. Although she does not
suggest that there are special job search techni-
ques for contacting small business, the conven-
tional wisdom of researching the firm to which
one is going to apply is of continuing relevance
for small as well as large firms. The methods of
researching small firms should be included in in-
struction on job seeking skills, for it may take
more investigative effort to learn about the
products, processes, and goals of small local
firms than the national giants whose missions are
set forth in advertising displays in all media.

McCormac observes that the Maine students
reported perceiving relatively high importance
for job seeking skills with those who had part-
time work rating the highest. This finding offers
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another reason to encourage youth to have part-
time work experience during school years. The
survey did not also inquire about the importance
of having something to sell, skills and competen-
cies of value to prospective employers. While this
may be taken for granted by adults, it is less cer-
tain that immature sophomores can transfer
their awareness of adult exhortations to get an
education into the specific outcomes of that
education which appear as employability skills
and attitudes essential to job-getting and job-
maintaining. The instruction in resume-writing
which is part of job-secking readiness programs
does lead the individual to document vocational
competencies, but again the underlying skills
and attitudes of dependability and reliability may
be assumed to be present without specific
documentation. It is suggested that guidance
counselors introduce the resume-writing task at
the time a high school program of study is being
plannzd so that students may proactively seek to
develop, demonstrate, and document their posi-
tive employability competencies during high
school while also acquiring their academic and
vocational preparation.

Finally, McCormac proposes that in the follow-
up research for this study some inquiry be made
about the actual behaviors and competencies
which students have attained to supplement the
information about their perceptions of what is
important. It would be important to learn at what
level these students, as they graduate from high
school, are able to function not only in job seek-
ing but in all aspects of career planning and
choosing. If curriculum and guidance practices
are to be influenced by outcome data, that data
must report performance as well as perception
of performance.

Post-script

To wrap up this concluding section we will first
cite a few limitations in the present study, then
offer some implications for actions in four areas
which flow from the data as reported and dis-
cussed by the authors. One limitation which has
been noted several times is that the authors
tended to depart from the actual instruction
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given respondents in Part II to "rate each item in
regard to its level of importance to you" and to
discuss the ratings as if they were either a) ex-
pressions of performance or b) perceptions of
importance for adult living. Indeed, this latter
language appears in the introductory material
sent to the authors, so they should not be faulted.
However, it is a limitation of the study that the
actual wording of the survey instrument was not
carried through in the analysis phase. There may
well be a difference of perceived importance to
one’s current life as a sophomore and to one’s
projected adult years.

A related limitation is the absence of informa-
tion about the students’ comprehension of
various career education terms. The validity of
the results is uncertain when we are not sure that
students understood the words to which they
were asked to respond such as "work environ-

ments", "white collar", "labor market".

A third limitation of possible interest to statis-
tician/researchers is the limited number of items
which contributed to the subpart scores on Part
II. There is a range of from 3 to 10 items behind
the various scores with three parts dependent on
just 3 items each, two on 4, four on 5, and two
parts using 6 items as the basis for a score.

Implications for Research

In addition to correcting for the above noted
limitations, this study opens the path for some in-
quiries which would be of more than parochial
value in career development. First, there is
strong evidence of the need for a determination
of what level of maturity in both appreciation and
behavior of career competencies characterizes
10th graders. A curriculum cannot effectively be
designed to develop skills and attitudes without
an understanding of the developmental age at
which that instruction will be beneficial.

Second, as previously noted, research could un-
cover the performance levels of students on the
several career competencies thus giving us more
concrete information about learner outcomes
from career education efforts throughout the
grades. Such research could also determine the
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actual levels of these competencies demanded by
employers and required for successful job per-
formance. This whole area of employability skills
seems to be dependent upon employer judg-
ments rather than objective measures of perfor-
mance. Comparative data on the behavior and
attitudes of successful and unsuccessful young
workers would provide a rational basis for cur-
riculum planning and instruction.

Finally, information is needed about the
abilities of youth to imagine the workplace of
tomorrow and themselves in it. Is the ability to
imagine the future a function of maturity? If so,
is it appropriate to ask young concrete thinkers
to describe their world fifteen years into the fu-
ture and then to draw inferences from those
descriptions about their competency to deal with
that world? Or is it the responsibility of adults to
describe in concrete terms alternative scenarios
of a future and lead students in exploration of the
implications here and now which derive from
each scenario?

Implications for Guidance
Curriculum

In her recent book, In the Age of the Smart
Machine, Shoshana Zuboff (1988) describes the
qualitative changes already taking place in
America’s workplaces due to the informating
power of computers. Not only is the content of
jobs changing, as with automation, but the
emerging jobs demand a higher level of cognitive
skill of each worker in order to take advantage of
and creatively utilize the massive flow of infor-
mation which appears on the computer screen.
The worker at the screen now has access to all the
information which in earlier work places was
retained by the managers. To capitalize on the
new workplace opportunities the workers must
be able to tolerate ambiguity, to solve original
problems rather than follow rote instructions,
and to function cooperatively in a team of peers
rather than as a crew member in a hierarchy.

Are sophomores in Maine high schools aware
of this new workplace? Are their counselors and
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teachers? Do the employability skills which were
essential for hierarchical, industrial America
fulfill the needs of the emerging system?

If an integrated career guidance curriculum is
to be implemented in Maine schools, it should
prepare students for the world of tomorrow, not
yesterday. It is a cliche that rapid change is the
single most predictable element of the future.
But we continue to use a 20th century industrial
curriculum model to inculcate "the basics" even
as our youth complete schooling which will
launch them into a work force that will be on the
job nearly half way through the 21st century. We
also persist in viewing career education as a task
of secondary school while ignoring the evidence
that attitudes toward self and the world are
formed in pre-school and elementary grades
through the influence of parents and significant
others, not from instruction.

A career guidance curriculum for the first half
of the next century needs to stress the skills of be-
coming rather than arriving for no longer can
one prepare for a job, enter and maintain oneself
in it until retirement. We know that jobs change;
we know that individuals change with time; we
know that life events introduce change. We must
stop asking youth to pick one scenario for their
futures and teach them to maintain openness to
multiple scenarios. They need the decision
making skills we have long advocated but they
need to apply these in the context of uncertain-

ty.

We have come to appreciate that work is only
one of many roles in a complete life, and for some
it may not be the salient role. We need to teach
youth to anticipate and honor all roles and to ex-
press their aspirations for a quality of life rather
than for a milestone along the way such as col-
lege entry or job title at age 30. Then we must
help them discover how a planning process
which includes some tolerance for ambiguity can
take present circumstances and resources and
build a career path which leads, probably
through a series of branching options and un-
foreseen events, to near achievement of the
dream, and a modification of that dream and the
beginning of a new search.
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If these are the ends of the new career cur-
riculum, the methods include structured involve-
ment with the world of work as it is and as it is
becoming. Traditional classroom vicarious ex-
perience of the work world through print
materials and computers must be complemented
by actual work experiences both in school and in
community. The concept of school-as-work can
convert school routines into the reinforcement
of employability skills. Cooperative education
and part-time work experience can test, and sup-
port, the worker attitudes which enhance initial
employability. Parents are an underutilized
resource which must be picked up by the career
education program, not just for the world ex-
perience they have and can share, but as models
and reinforcers of responsibility in an inter-
dependent family, community, and work place.
The use of small group learning and problem-
solving in school can set the stage for the work
place teams essential in the informating environ-
ment. Computer literacy, written and oral com-
munications, and human relations skills are
"basics" for tomorrow. Finally, we need a career
curriculum which acknowledges the variability
in cognitive and career maturity levels among
cohorts of a given chronological age. Guided by
a goa! of career competency for all, students can
be met at their level of maturity by counselors
and teachers who offer structured activities to ex-
pand awareness of self, to confront the emerging
work place, to explore alternative scenarios of
the rainbow of life roles, and to practice decison-
making with uncertainty.

Implications for Counselor
Education

It is reported from surveys and believed by
many that guidance counselors are ineffective in
assisting career planning and that this is due to
their lack of current information about the world
of work and/or their preoccupation with other
facets of their jobs. Just as workers must be
prepared to keep up with changes in the nature
of work, so must counselors be educated to
engage in independent learning about the
econcmy and the labor market. Robert Hoppock
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(1976) exhorted counselors to get out of the
school one day a week to visit the establishments
which would employ the next graduating class
and to bring back to the school information
about the emerging needs of employers which
should cause curriculum change. One day a week
is probably not realistic, nor can a Maine coun-
selor find in most local communities the future
employers of their students, but a habit must be
established during counselor training of scan-
ning the news magazines and the major papers
for trends in the workplace as a supplement to
perusal of the Occupational Outlook Quarterly
and other sources of future projections of the
employment scene. There also needs to be first
hand exposure to the workplace for counselors
through scheduled job shadowing and summer
employment to put personal meaning into the
data available in computer information systems.

Counselors need to be educated about life long
career development, not just the phase which oc-
curs during adolescence. This means being
knowledgeable about stages of career maturity in
children, in youth, and in adults. Knowing about
the external world of work is necessary but insuf-
ficient to facilitate career development. Coun-
selors need to understand the origins and
functions of what Levinson (1978) calls The
Dream and appreciate that it is related to the
concept of a "calling" or what Anna Miller-
Tiedeman (1988) denotes as the career compass.
There are inner sources of direction and motiva-
tion to be honored equally with the externally-in-
duced aspirations.

Counselors need to be taught to make time to
participate with students and clients in detecting
the meanings which they are creating from ex-
ploratory experience: computer searches, inven-
tories, job-shadowing, part-time work. The
business of planning, choosing, and implement-
ing a life career is a continual process of as-
similating new information, translating that
information into personal meanings, and reach-
ing a personal accommodationwith the implica-
tions of those meanings. Clients act on their own
meanings whether or not they coincide with the
consensus reality around them. Counselors must
have time and skill to elicit the personal mean-
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ings, reflect them back to clients in the context of
consensus reality, and assist the client to follow
their own meanings to the next step in career
development. The use of small groups of peers
for processing individual meanings requires the
guidance of a counselor or teacher. Thus train-
ing in group work is an essential for the coun-
selor who would be a facilitator of career
development and a leader of the school staff in
implementing a career guidance curriculum.

Counselor education needs to improve the
skills of counselors for conducting action re-
search. In a previous paragraph some ideas for
continuing research have been suggested follow-
ing on from the survey which is reported in these
collected papers. Inquiry into the learner out-
comes of career education in the form of job re-
lated skills and attitudes is both a research
project and a useful follow-up evaluation
process. Assessment of career maturity of
various cohorts of young people could make a
significant contribution to professional
knowledge. But counselors need to feel more
comfortable with research design, procedures,
and analysis than they now do.

Implications for Teacher
Education

Career education is a responsibility of all
teachers, through their subtle but deliberate
reinforcement of basic skills and attitudes of
employability, through their own modeling of
healthy integration of multiple life roles, and
through their planned curriculum interventions
which develop self- awareness and exploration of
the world of work.

To adequately prepare for this responsibility,
pre-service teachers need to be introduced to the
concepts of career education and career
maturity as part of their study of human develop-
ment and curriculum. It is not advocated that
there be a separate course on career education
in the college curriculum. Rather, the concept of
infusion should be demonstrated in methods
courses where career information can be incor-
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porated among the course objectives. Maximum
exposure to role models in non-traditional oc-
cupations should be emphasized throughout col-
lege years so that it becomes second nature for
teachers to de-stereotype their own thinking and
that of their pupils, as well as removing the sexist
and ageist residue from textbooks.

Teacher training needs to include an orienta-
tion to family life education not as a separate sub-
ject, the responsibility of the home economics
teacher, but as an integral portion of any
academic subject which approaches the explora-
tion of human relationships, roles of family mem-
bers, and the fundamental values of society.
Language arts, history and social studies, and the
sciences each provide windows of opportunity
for raising awareness and exploring the
economic, social, and cultural diversity which is
the context for role definition and life planning
by young people. Pre-service teachers need to
learn how to enter into partnerships with parents
to support academic growth and achievement.
Equally important is the collaboration in that
partnership on tasks of building self-esteem, of
developing self-directed dependability and
reliability, of nurturing career maturity.

Finally, teachers and school administrators
need to discuss in courses on philosophy of
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education what they really mean when they set
out to raise aspirations of youth. Just as the
philosophy of guidance is to provide support and
encouragement for all children to realize their
deepest potential as members of an interdepen-
dent society, so the school curriculum needs to
address the development of the "Beans of Egypt,
Maine" just as much as it needs to promote en-
rollment of the "dean’s list" students in pres-
tigious colleges.
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RCDG Recommendations for Further Consideration & Action

In December of 1988, the Maine Occupational Information Coordinating
Committee sponsored a research conference for the Rural Career
Development Group to examine the findings of the 1987 survey.
Following are the findings that conference participants recommended
for further consideration and action.

1. Provide local educational agency personnel with individual
student data to assist counselors in their work with students.
(DC3)

2. Give information to parents in order that they might become

more effective advocates for the career development and
aspirations of their children. (DC6)

3. Follow-up studies with these students will allow the researchers
to link job search attitudes with behavior. Additional research
needs to focus on specific behaviors compared to job search
attitudes and behaviors. (MB1)

4. Assess the guidance program in each school using the NOICC
National Career Development Guidelines to assist in any
redesign of guidance and counseling services. (MB4)

5. Continue to develop high school programs for all students that
will focus on the development of career decision making skills.
(R1)

6. Develop programs to expand career awareness programs throughout
the school system. The data indicates the college-bound were
in the majority in rating this competency and saw it as of high
value in relation to the other reporting groups. (R3)

7. Develop a seminar series for delivery of parental group meetings
throughout the state that would focus on career decision making
and career options that are available. (R14)

8. Develop a plan for expanding partnerships between school and the
business/industry community to enhance the quality of career
awareness in Maine. (R18)

9. Develop a plan for increasing the Maine high school graduation
rate. National data indicates that only 78.6% were completing
high school in 1984, with a loss of about 21% to marginal Jjobs.
(R22)



10.

11.

L2

13.

14.

Findings Recommended for Further Action

Develop a plan to examine the basic structure of school, e.g.: a
twelve month school year with variable graduation points; this
would require fundamental changes in existing school policy.
(R23)

Develop programmatic initiatives which will assist all youth to
obtain appropriate self knowledge in order to make life,
educational and career decisions. (Self Assessment) (S1)

Develop program initiatives that will ensure that all students
gain an awareness of the world of work and relate this awareness
to personal skills, aptitudes and desires. (Career Awareness)
(S3)

Develop programmatic strategies which teach students problem
solving skills and ways to apply these skills to the domains

of (1) learning to learn, (2) learning to live, and (3) learning
how to make a living. (Problem Solving/Coping) (S9)

Based upon the Research for Better Schools’ Experienced Based
Career Education Program, develop and implement academic
resource centers which focus on the development of language,
communication, math, career & educational planning, science, and
employability skills that would be accessible to all Maine
people, grade nine through adult. (S17)



DC1.

BE2 -

DC3.

DC4.

DC5.

DE6..

MB1.

MB2.

MB3.

MB4.

MB5.

MB6 .

M1.

Recommendations from 1987 Work Family Integration Survey

Prepare a baseline set of data for use within a continuing
career development study.

Add insights for educational planners, state planners and
university personnel to develop strategies to achieve
excellence in career guidance delivery in Maine, K - Adult.

Provide local educational agency personnel with individual
student data to assist counselors in their work with students.

Evaluate the instrumentation for replication with other school
systems.

Utilize findings to recommend specific curriculum activities
for students with similar profiles.

Give information to parents in order that they might become
more effective advocates for the career development and
aspirations of their children.

Follow-up studies with these students will allow the
researchers to link job search attitudes with behavior.
Additional research needs to focus on specific behaviors
compared to job search attitudes and behaviors.

In subsequent surveys additional items could be included to
assess factors relating to success in finding a job.

Combine results with local, regional, state, or national
assessment of career development. This could be supplemented
with a survey of experiences, and evaluation of classroom and
community activities.

Assess the guidance program in each school using the NOICC
National Career Development Guidelines to assist in any
necessary redesign of guidance and counseling services.

Undertake a complimentary study of Maine employers to determine
impressions of student competence in occupational settings.

Offer results to a local guidance advisory group who would be
charged with the responsibility for preparing a renewed
guidance curriculum.

Incorporate the results of the 1987 survey within a study
overtime.



M2.

M3.

M4.

M5.

R1.

R2.

R3 .

R4.

R5.

R6.

R7.

R8.

Work Family Survey Recommendations

Local schools could employ various assessment techniques to
investigate possible gender differences in development of
career competence.

Schools may consider offering career development programming
that is focused to individuals of certain levels of career
maturity.

Career development programming can be development that will take
student cognitive style (using Holland’s work environment model
or MBTI theory) into account.

Are career decided students really decided? Local educational
agency personnel need to challenge learner decision making
processes in order for students to not only reach a decision but
to reach the personally optimum decision.

Continue to develop high school programs for all students that
will focus on the development of career decision making skills.

Develop plans for improving the training of school counselors
in the areas of career decision making.

Develop programs to expand career awareness programs throughout
the school system. The data indicates the college-bound were in
the majority in rating this competency and saw it as of high
value in relation to the other reporting groups.

Develop plans to train educators in the use of labor market
information through in-service teacher training programs. A
series of incentives for in-services programs to assess needs
and strategies for developing skills among high school students
in career decision making would be appropriate.

In preparing a program that would focus on career choice, it is
important that this receive greater emphasis in the public
school curriculum in Maine as it was rated of high value by
students in the college track.

Develop specific career awareness programs for students in
business, cooperative education, vocational education, college
and the general program, with integrative concluding material.

develop a program to train Maine educators in the realities of
local and regional job markets. Technology shifts will require
people trained in health services, information services, and
telecommunications and this information must be communicated

to educators.

Develop a plan for revising a high school curriculum to include
career decision making as a formal curriculum offering. It may
be necessary to lengthen the school day to fully implement this
recommendation.



R9.

R10.

R11.

R12.

R13.

R14.

R15.,

R16.

R17.

R18.

R19.

R20.

Work Family Survey Recommendations

Develop a plan for giving credit for part-time work experience
for those students who participate in labor market activities.
Guidance counselors should develop this type of information in
presenting a career decision making program.

Develop a funding plan for publicizing career options and
training opportunities in the State of Maine.

Establish a task force to review school counselor certification
requirements in relation to the changing career world in which
counselors must be trained.

Review counselor training programs at both the University of
Maine and the University of Southern Maine to determine if they
are adequately servicing the career development component in
training counselors for work in public schools.

Develop a plan to increase dissemination efforts for informing
counselors, school psychologists, and teachers in the career
decision making competency and its use in the school.

Develop a seminar series for delivery at parental group meetings
throughout the state that would focus on career decision making
and career options that are available.

Establish a task force of school counselors and teachers to
develop career guidance strategies for working with tenth to
twelfth graders. The data indicates that only four per cent
saw the counselor as having much influence in their career
planning.

Develop a television series to publicize Maine career
opportunities and have this program based in solid labor
market research.

Establish a funding pool for mini-projects that would address
marketing, recruiting, and career needs of Maine youth and what
information is needed to assist them in the career decision
making process.

Develop a plan for expanding partnerships between school and
the business/industry community to enhance the quality of career
awareness in Maine.

Develop a research project to identify the link between highly
motivated youth in vocational classes and the acquisition of
academic skills.

Develop a Maine rural job creation policy with incentives for
school districts who would identify local needs and tie school
programs to them.



R21.

R22.

R23.

R24.

S1.

S2.

S3.

S4.

S5.

S6.

S7.

S8.

Work Family Survey Recommendations

Develop a process and plan to use telecommunications for
reaching rural schools who are often isolated and disadvantaged
in terms of having accurate labor market information.

Develop a plan for increasing the Maine high school graduation
rate. National data indicates that only 78.6 % were completing
high school in 1984, with a loss of about 21 % to marginal jobs.

Develop a plan to examine the basic structure of school, e.g.:
a twelve month school year with variable graduation points; this
would require fundamental changes in existing school policy.

Develop a seminar series for teachers and counselors that
focuses on attitudes toward the poor and disadvantaged who live
in rural areas and need to be apprised of labor market
information.

Develop programmatic initiatives which will assist all youth
to obtain appropriate self knowledge in order to make life,
educational and career decisions. (Self Assessment)

Develop programmatic strategies which will reduce bias and
stereotyping as a barrier to career choice. (Self Assessment)

Develop program initiatives that will ensure that all students
gain an awareness of the world of work and relate this awareness
to personal skills, aptitudes and desires. (Career Awareness)

Develop program initiatives which will introduce students to
labor market concepts so that students will be able to make
educational and career choices based on national, state and
local labor market and career information.

(Labor Market Information)

Develop programmatic strategies that will teach students the
decision making process and relate that process to career and
educational decision making.

(Career Choice)

Develop programmatic strategies which will ensure that students
recognize and value the path goal relationships between
education and training and future career options.

(Career Choice)

Develop programmatic strategies which will allow students to
recognize barriers to employment and ways of overcoming those
barriers. (Career Choice)

Develop programmatic strategies which teach students ways of
managing personal responsibilities (i.e. maintain a personal
budget, time management, substance abuse issues).

(Managing Personal Responsibilities)



Work Family Survey Recommendations

S9. Develop programmatic strategies which teach students problem
solving skills and ways to apply these skills to the domains of
(1) learning to learn, (2) learning to live, and (3) learning to
make a living. (Problem Solving/Coping)

S10. Develop programmatic strategies that will teach job seeking
and keeping processes as life long skills. (Job Seeking)

S11. Develop classroom and community based strategies which will
teach and require dependability and reliability on part of the
students. (Dependability/Reliability)

S12. Develop classroom, guidance and special project activities
which will require effective two way communication.
(Communication Skills)

S13. Develop classroom, extra-curricular and community based
which will focus on personal relations skills and emphasize
the need for cooperating with others and working within a
chain of command. (Personal Relations)

S14. Develop teaching strategies that allow students to exhibit
personal initiative and be awarded for their productivity.
(Initiative/Productivity)

S15. Develop teaching strategies that introduce students to the
concepts of worker and employer rights. (Worker Rights)

S16. Develop programmatic initiatives that will focus on family
issues and the need for the acquisition of work family
integration skills. (Work Family Integration Skills)

S17. Based upon the Research for Better Schools’ Experienced Based
Career Education Program, develop and implement academic
resource centers which focus on the development of language,
communication, math, career & educational planning,
employability, and science skills that would be accessible to
Maine people grade 9 - adult.
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THE 1987 EMPLOYABILITY AND WORK/FAMILY INTEGRATION SURVEY
CONDUCTED BY
THE MAINE OCCUPATIONAL INFORMATION COORDINATING COMMITTEE
FOR THE
RURAL CAREER DEVELOPMENT GROUP

PART TI:

This survey provides you with the opportunity to respond to a series of
items that relate your education to preparation for work and making life
and career decisions. Please complete the following by either filling in
the blanks or circling the appropriate choice to the right of each item.
All responses will be held in strictest confidence.

1. NAME OF SCHOOL:

2. CODE NUMBER: [1]
3. GENDER: 1 = MALE 2 = FEMALE 1 2 [2]
4. AGE: (3]

5. HIGH SCHOOL PROGRAM OF STUDY: (Select one):

GENERAL

VOCATIONAL

BUSINESS

COLLEGE

COOPERATIVE EDUCATION

OTHER 123 456 [4]

O WN R

6. IMMEDIATE PLANS UPON GRADUATION FROM HIGH SCHOOL (Select one):

1. ENTER THE WORK FORCE

2. ENTER THE ARMED FORCES

3. ATTEND A VOCATIONAL TECHNICAL SCHOOL

4. ENTER AN APPRENTICESHIP PROGRAM

5. GO TO A TWO OR FOUR YEAR COLLEGE

6. GET MARRIED AND RAISE A FAMILY

7. OTHER

8. DON’T KNOW 12345678 [5]
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BASED UPON YOUR ACADEMIC RECORDS, ARE YOU

1. AN "A" STUDENT
2. A "B" STUDENT
3. A "C" STUDENT
4. A "C/D" STUDENT 1 2 3 4 [6)]

DO YOU INTEND TO BE LIVING IN MAINE WHEN YOU ARE THIRTY YEARS OLD?
1 =YES 2 = NO 1 2 [7]

WHEN YOU ARE THIRTY YEARS OLD, HOW MUCH MONEY DO YOU THINK YOU WILL
BE MAKING?

1. WILL NOT BE WORKING

2. LESS THAN $9,000 PER YEAR

3. BETWEEN $10,000 AND $14,000 PER YEAR

4. BETWEEN $15,000 AND $19,000 PER YEAR

5. BETWEEN $20,000 AND $24,000 PER YEAR

6. BETWEEN $25,000 AND $35,000 PER YEAR

7. BETWEEN $36,000 AND $49,000 PER YEAR

8. MORE THAN $50,000 PER YEAR 123 45678 [8]

IN THE SPACES BELOW ENTER THE NAME OF THE CURRENT OR LAST JOB HELD
BY YOUR PARENT/PARENTS. IF ONE PARENT DOES NOT WORK OUTSIDE THE
HOME AND IS A HOMEMAKER, ENTER THAT TITLE. ENTER NONE FOR NO
RESPONSE.

MOTHER’S JOB: [9]

FATHER’S JOB: (10]
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11. WORK ENVIRONMENTS

Review the six items listed below. Please rank order the six items. On
the line next to the MOST APPEALING, write the number of the work
environment that most appeals to you. Then continue to rank order the
remaining items.

WORK ENVIRONMENTS:

1

2.

Involves concrete mechanical activities, physical movement, and
may occur outdoors or indoors working with tools and objects.
Involves abstract reasoning, creativity, and the desire

to work more with ideas and concepts, often in the scientific
area, than with people.

Involves the use of the senses and the imagination in the
development of creative products and activities.

Involves caring for people and helping them to lead better
lives.

Using communication and social skills to persuade, direct, and
control others in decision making situations or selling
products.

Involves working in a clearly defined, structured, systematic,
and routine job.

RANK ORDER EACH ITEM DESCRIBED ABOVE IN THE SPACES PROVIDED BELOW.

12.

MOST APPEALING (11]
SECOND [12]
THIRD [13]
FOURTH (14]
FIFTH [15]
LEAST APPEALING [16]

WHICH OF THE FOLLOWING DESCRIPTORS BEST DESCRIBES YOUR CURRENT
PLANS FOR WORK?

WORKING FOR MYSELF

WORKING FOR A COMPANY IN A WELL DEFINED JOB
WORKING IN A SUPERVISORY POSITION IN A COMPANY
WORKING IN A KEY MANAGEMENT POSITION IN A COMPANY

=W

1234 [17]
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13.

14.

15.

1l6.

17.

18.

WHICH OF THE FOLLOWING DESCRIPTORS BEST DESCRIBES YOUR CURRENT
PLANS FOR EDUCATIONAL ATTAINMENT?

1. EARNING A HIGH SCHOOL DIPLOMA

2. EARNING A DEGREE FROM A 2 OR 4 YEAR VOCATIONAL TECHNICAL
INSTITUTE

3. EARNING A DEGREE FROM A 2 YEAR BUSINESS SCHOOL

4. EARNING A 2 YEAR DEGREE FROM A LIBERAL ARTS COLLEGE

5. EARNING A BACHELOR’S DEGREE FROM A FOUR YEAR COLLEGE

6. EARNING A MASTER’S DEGREE

7. EARNING A DOCTORATE 123456 7 [18]

WHICH OF THE FOLLOWING DESCRIPTORS BEST DESCRIBES THE TYPE OF
WORK YOU WOULD LIKE TO DO?

1. BLUE COLLAR WORK
2. WHITE COLLAR WORK
3. PROFESSIONAL WORK 1 2 3 [19]

DO YOU FEEL THAT YOUR POST-SECONDARY EDUCATIONAL AND TRAINING
NEEDS CAN BE MET BY SCHOOLS AND INSTITUTIONS WITHIN THE STATE OF
MAINE?

1. YES
2. NO
3. DON’T KNOW 1 2 3 [20]

DO YOU FEEL THAT YOUR CAREER PLANS CAN BE MET WITHIN A FIFTY
MILE RADIUS OF YOUR HOME TOWN?

1. YES
2. NO
3. DON’T KNOW 1 2 3 [21]

DO YOU FEEL THAT YOUR CAREER PLANS CAN BE MET BY EMPLOYMENT IN
MAINE?

1. YES
2. NO
3. DON’T KNOW 1 2 3 [22]

WOULD YOU COMPROMISE YOUR CAREER PLANS TO LIVE WITHIN A 50 MILE
RADIUS OF YOUR HOME TOWN?

1. YES
2. NO 1 2 [23]
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19.

20.

21.

22.

WHICH OF THE FOLLOWING WOULD BEST DESCRIBE HOW YOU WOULD SEE
YOUR WORK AND FAMILY SITUATION WHEN YOU ARE THIRTY YEARS OLD?

1. A FAMILY WITH THE MALE AS THE BREADWINNER AND THE
FEMALE AS HOUSEKEEPER AND PRIMARY PARENT.

2. A FAMILY WITH THE MALE AS PRIMARY BREADWINNER AND
THE FEMALE AS A PART-TIME WORKER, HOUSEKEEPER AND PRIMARY
PARENT.

3. A FAMILY WITH BOTH PARENTS WORKING FULLTIME, AND
FEMALE AS HOUSEKEEPER AND PRIMARY PARENT.

4. A FAMILY WITH BOTH PARENTS WORKING FULLTIME AND THE MALE
THE HOUSEKEEPER AND PRIMARY PARENT.

5. A FAMILY WITH BOTH PARENTS WORKING FULLTIME AND EQUALLY
SHARING HOUSEKEEPING AND PARENTING.

6. A FAMILY WITH THE FEMALE AS THE BREADWINNER AND THE MALE
AS HOUSEKEEPER AND PRIMARY PARENT.

7. A FAMILY WITH THE FEMALE AS THE PRIMARY BREADWINNER AND THE
MALE AS A PART-TIME WORKER, HOUSEKEEPER, AND PRIMARY
PARENT.

8. MARRIED, BOTH WORKING, AND NO CHILDREN.

9. FEMALE SINGLE PARENT WITH CHILDREN, SOLELY RESPONSIBLE.

10. MALE SINGLE PARENT WITH CHILDREN, SOLELY RESPONSIBLE.

11. UNMARRIED WITHOUT CHIDLREN.

12. NONE OF THE ABOVE. 123456 789 10 11 12 [24]

OF THE TWELVE DESCRIPTORS LISTED IN ITEM 19, WHICH BEST
DESCRIBES YOUR FAMILY AT THIS MOMENT?

123456789 10 11 12 [25]

OF THE FOLLOWING ITEMS WHICH BEST DESCRIBES WHAT YOU WOULD
CONSIDER YOUR MAIN SOURCE OF SELF FULLFILLMENT IN YOUR ADULT
YEARS.

YOUR JOB

YOUR FAMILY

YOUR LEISURE TIME ACTIVITIES

OTHER 1 2 3 4 [26]

PR
L] L] L]

HOW MUCH TIME HAVE YOU SPENT EVALUATING YOUR SKILLS, INTERESTS,
AND ATTITUDES AS THEY RELATE TO WORK AS AN ADULT?

1. A GREAT DEAL OF TIME ( MORE THAN 20 HOURS)

2. BETWEEN 10 AND 20 HOURS

3. BETWEEN O AND 10 HOURS

4. HAVEN’T GIVEN THIS MUCH THOUGHT AT ALL. 1 2 3 4 [27]

Page - 5



SET

23. COMPARED TO OTHER STUDENTS IN THE MAJORITY OF YOUR CLASSES ARE
YOUR ABILITIES

1. HIGHER?
2. THE SAME?
3. LOWER? 1 2 3 [28]

24. TENTATIVE CAREER GOALS

BELOW AND ON PAGE SEVEN, YOU WILL FIND FOUR SETS OF ITEMS CONSISTING
OF THREE DESCRIPTORS THAT DESCRIBE OCCUPATIONAL INTEREST AREAS. READ
EACH SET AND RANK ORDER EACH SET FROM THE MOST APPEALING TO THE LEAST
APPEALING. THEN IN THE FOUR SPACES ON PAGE SEVEN, LIST THE NUMBER OF
THE TOP RANKINGS IN EACH SET. FROM THESE TOP RANKED ITEMS SELECT THE
ITEM WHICH BEST DESCRIBES YOUR CURRENT CAREER GOAL.

)
RANK ORDER

1. A JOB WHERE YOU WOULD BE ASKED TO SHARE YOUR IDEAS. YOU
MIGHT ALSO BE ASKED TO EXPRESS YOUR FEELINGS OR OPINIONS.

2. A JOB WHICH WOULD INVOLVE DOING A LOT OF SCIENTIFIC
RESEARCH. AT THE SAME TIME, YOU WOULD USE INFORMATION TO
SOLVE PROBLEMS IN THE MEDICAL OR SCIENCE FIELDS.

3. A JOB WHERE YOU WOULD BE WORKING WITH PLANTS OR ANIMALS,
USUALLY OUTDOORS.

SET II
RANK ORDER

4. A JOB WHERE YOU WOULD BE ENFORCING THE LAW OR PROTECTING
PROPERTY AND PEOPLE.

5. A JOB IN WHICH YOU WOULD USE MACHINES OR HANDTOOLS TO
BUILD OR MAKE PRODUCTS.

6. A JOB WHICH YOU WOULD BE DOING THE SAME THING OVER AND
OVER. THESE JOBS WOULD PROBABLY BE FOUND IN A FACTORY.

SET III

RANK ORDER

7. A JOB WHICH WOULD REQUIRE THAT YOU PAY ATTENTION TO
DETAIL OR WORK WITH COLUMNS OF FIGURES. MOST OF THIS
WORK WOULD BE IN AN OFFICE.

8. A JOB WHERE YOU WOULD TRY TO CONVINCE OTHER PEOPLE TO
DO CERTAIN THINGS. YOU MIGHT ALSO BE TRYING TO
CONVINCE THEM TO BUY CERTAIN PRODUCTS.

9. A JOB WHERE YOU WOULD BE DOING THINGS FOR OTHER PEOPLE.
MOST OF THIS WORK WOULD BE DONE ON A ONE-TO-ONE BASIS.
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SET IV

RANK ORDER

10. A JOB WHERE YOU HELP PEOPLE BY LISTENING TO THEM AND
TRYING TO BE HELPFUL. YOU MIGHT BE HELPING THEM BY
LISTENING TO THEIR PROBLEMS AND THEN GIVING THEM IDEAS
ON HOW TO SOLVE THOSE PROBLEMS.

11. A JOB IN WHICH YOU WOULD BE A LEADER. YOU MIGHT BE IN
CHARGE OF A GROUP OF PEOPLE. YOU MIGHT ALSO BE TRYING
TO MAKE SURE THAT OTHER PEOPLE ARE DOING THE WORK THEY
ARE SUPPOSED TO BE DOING.

12. A JOB IN WHICH YOU WOULD BE DOING PHYSICAL ACTIVITIES
IN FRONT OF OTHER PEOPLE.

IN THE FOUR SPACES BELOW, WRITE THE NUMBERS OF THE TOP FOUR RANKED
ITEMS OF EACH SET FOUND ON PAGES SIX AND SEVEN. WHEN YOU HAVE DONE
CIRCLE THE NUMBER TO THE RIGHT FROM THIS GROUPING WHICH
MATCHES YOUR CURRENT CAREER GOAL. ( YOUR FIRST CHOICE )

THIS,

7 , 1234567 8 9 10 11 12 [29]

WORK EXPERIENCE

25.

26.

27 .

Since 7th grade, how many summers have you held a full time job?

1.
2.
3.
4

Have

)

None

One summer

Two summers

Three summers 1 2 3 4 [30]

you ever held a part time job during the school year?

Yes 2. No 1 2 [31]

If the answer to the previous questions is yes, how many hours
per week did you work?

1.
2.
3.
4.
5.

Less than five hours

Six to ten hours

Eleven to fifteen hours

Sixteen to twenty hours

More than twenty hours 12 3 4 5 [32]
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28.

29.

30.

31.

32.

Which of the items below best describes how you obtained your
part time job.

1. A newspaper ad
2. Direct contact
3. Friends

4. Your parents

5. School
6. The Maine Job Service
7. An employment and training agency 1234567 [33]

Do you feel that part time work during the school year has
interfered with your academic achievement?

1. Yes 2. No 1 2 [34]

Do you feel that your part time work will serve as a key
ingredient towards your later success in the work force?

1. Yes 2. No 1 2 [35]

Have you developed any career goals as a result of your part
time or summer employment?

1. Yes 2. No 1 2 [36]
In the spaces below, enter the job titles of those occupations
which you are seriously considering entering as an adult worker.

If you should have more than one job enter in order of
preference.

# 1 Job Choice: [37]

# 2 Job Choice: [38]

END OF PART ONE OF THE RCDG SURVEY
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CAREFULLY READ EACH ITEM.
IMPORTANCE TO YOU ON A SCALE OF 1

WITH 1

RCDG EMPLOYABILITY & WORK/FAMILY INTEGRATION SURVEY

PART II:

IMPORTANCE.

Understand how sex role bias and stereotyping

hinders people trying to enter the world of work.

VALUE: 1 2

Understand the legal rights and responsibilities

of employers.

VALUE: 1
Locate job opportunities.

VALUE: 1 2

Determine whether or not your personal values

conflict with future employment opportunities.

VALUE: 1 2
Develop and maintain a personal budget.
VALUE: 1 2

Organize your time effectively at work and
during leisure time.

VALUE: 1

Be able to learn new tasks, solve problems
and accept change on the job.

VALUE: 1

Listen carefully and openly to the needs
of others.

VALUE: 1

Page - 9

RATE EACH ITEM IN REGARD TO ITS LEVEL OF
- 6 BY CIRCLING THE APPROPRIATE NUMBER
BEING OF LITTLE IMPORTANCE TO 6 BEING OF A GREAT DEAL OF

[39]

[40]

[41]

(42]

(43]

[44]

[45]

[46]



10.

11.

12.

13.

14.

15.

l6.

THE RCDG WORK FAMILY INTEGRATION SURVEY

Identify clusters of occupations within the world

of work.
VALUE: 1

Make career goals and plan a strategy for
achieving them.

VALUE:

Understand that what is taught in school gives us
the knowledge, skills, and attitudes to become

productive and satisfied workers.

VALUE:

i

1

2

2

2

3

3

3

Divide equally work tasks in the family setting.

VALUE:

Contact a prospective employer and make a favorable

first impression.

VALUE:

Cooperate with co-workers and work within the

chain of command.

VALUE:

Based on your values, set priorities for how you

spend your time.
VALUE:
Describe the current local labor market.

VALUE:

Page - 10
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1

i)

1

2

2

2

3

3

3

4

4

4

4

4

(47]

(48]

(49]

(50]

[51]

[52]

(53]

(54]



17

18.

19.

20.

21.

22.

23

24.

THE RCDG WORK FAMILY INTEGRATION SURVEY

Show that you care about the quality of your
work or the product that you make.

VALUE: 1 2 3 4

Stick to a planned course of action or make changes
to that plan based upon its success or failure.

VALUE: 1 2 3 4
Use techniques for coping with stress.
VALUE: 1 2 3 4

Identify skills and abilities that you could
use in a number of career options.

VALUE: 1 2 3 4

Describe how various types of work can affect
how you live.

VALUE: 1 2 3 4
Prepare for and have a job interview.
VALUE: 1 2 3 4

Know how to talk with children and set limits
for them.

VALUE: 1 2 3 4

Keep an open attitude toward supervision and
constructive criticism.

VALUE: 1 2 3 4
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[56]

(57]

(58]

(59]

(60]

(61]

[62]



25

26.

27.

28.

29

30.

31.

32

THE RCDG WORK FAMILY INTEGRATION SURVEY

Relate your specific career choice to local/regional
labor markets.

VALUE: 1 2 3 4 5 6

Understand the basics of health care and workings
of the human body.

VALUE: 1 2 3 4 5 6
Maintain an acceptable on-the-job attendance record.
VALUE: 1 2 3 4 5 6

Devise plans to overcome barriers to educational
choices and employment.

VALUE: 1 2 3 4 5 6
Describe past work experiences and relate them
to future work.

VALUE: 1 2 3 4 5 6

Understand the relationship between family size and finances.

VALUE: 1 2 3 4 5 6

Follow written or oral instructions in order
to complete a work task.

VALUE: 1 2 3 4 5 6

Describe employee benefits generally offered by employers
in your home town and surrounding communities.

VALUE: 1 2 3 4 5 6
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(64]

[65]

(66]

[67]

(e8]

[69]
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33.

34.

35,

36.

37.

38.

39.

40.

THE RCDG WORK FAMILY INTEGRATION SURVEY

Develop two or three ways to solve a problem,
evaluate each way, and choose the best one.

VALUE: 1 2 3
Cooperate with supervisors and co-workers.
VALUE: 1 2 3

Understand the skills and attitudes necessary
to become an effective parent.

VALUE: 1 2 3

Contact employer in cases of absence or tardiness.

VALUE: 1 2 3

Describe obstacles to employment and possible ways

to get around them.

VALUE: 1 2 3
Have a positive attitude towards others.

VALUE: 1 2 3
Make realistic choices regarding life and career.

VALUE: 1 2 3
Find solutions to problems within the family.

VALUE: 1 2 3
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41.

42.

43.

44 .

45.

46.

47 .

48.

THE RCDG WORK FAMILY INTEGRATION SURVEY

Fill out a job application.

VALUE:
Describe three or four jobs of interest

VALUE:
Use effective listening skills.

VALUE:

Identify and state problems clearly.
VALUE:
Understand your rights as a worker.
VALUE:
Write an effective resume.

VALUE:

1 2
to you.
1 2
1 2
1 2
1 2
1 2

Identify abilities in one occupation that can

be used in others.
VALUE:

Describe the daily functions of various
of interest to you.

VALUE:
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49.

50,

51.

52

53.

54.

55.

56.

THE RCDG WORK FAMILY INTEGRATION SURVEY

Speak clearly and effectively.

Apply consumer skills such as comparative shopping

VALUE:

and budgeting for home management.

Demonstrate that you will be reliable and

dependable in a job.

VALUE:

VALUE:

Identify growth and demand occupations.

VALUE:

Be punctual in all aspects of your job.

Analyze problems by gathering additional

information.

Select appropriate career goals.

Understand the effects of an aging society upon

the workforce.
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VALUE:

VALUE:

VALUE:

VALUE:

1

1

1

1

1

1

1

1

2

2

2

2

3

3

3

3

4

e

(87]

(88]

(89]

(90]

(91]

(92]

(93]

(94]



57.

58.

59.

60.

61.

62.

63.

64.

THE RCDG WORK FAMILY INTEGRATION SURVEY

Develop communication skills appropriate to an
occupation.

VALUE: 1 2 3 4 5 6 [95]

Describe the impact of drug and alcohol abuse
on employment.

VALUE: 1 2 3 4 5 6 [96]

Show personal initiative and caring about the
quality of work done you do.

VALUE: 1 2 3 4 5 6 [97]
Follow the rules and guidelines of the work place.

VALUE: 1 2 3 4 5 6 [98]
Complete state and federal tax forms.

VALUE: 1 2 3 4 5 6 [99]

Ask for an explanation when you do not
understand a direction.

VALUE: 1 2 3 4 5 6 [100]
Understand the economic consequences of the
decisions you make in regard to education,
training, and employment?
VALUE: 1 2 3 4 5 6 [101]

Express your feelings and needs clearly.

VALUE: 1 2 3 4 5 6 [102]

THANK YOU FOR YOUR TIME AND THE EFFORT YOU HAVE TAKEN TO COMPLETE
THIS SURVEY.
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THE RCDG WORK FAMILY INTEGRATION SURVEY

FOR ADMINISTRATIVE USE ONLY!

CDM INTEREST SCALE SCORES

CRAFTS: . . .

SCIENTIFIC:

THE ARTS: . . . . . .

SOCIAL:

BUSINESS: . . . . .

CLERICAL: . . .

Page - 17

[103]
[104]
[105]
[106]
[107]

[108]



()




WORK FAMILY INTEGRATION SURVEY

APPENDIX C:

COMPETENCY AREAS
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QUESTIONS RELATED TO SPECIFIC COMPETENCIES

SELF ASSESSMENT

1.

20.

29,

37

Understand how sex role bias and stereotyping hinders people trying
to enter the world of work.

Determine whether or not your personal values conflict with future
employment opportunities.

Identify skills and abilities applicable to career options.
Describe past work experiences and relate them future work.

Describe obstacles to employment and possible ways to get around
them.

CAREER AWARENESS

9.

5 [

21.

42.

48.

56.

Identify clusters of occupations within the world of work.

Understand the relationship between what is taught in school and its
application in the world of work.

Describe the relationship between work and life style.
Describe some specific jobs of interest to you.
Describe the daily functions of various jobs of interest to you.

Understand the effects of an aging society upon the workforce.

LABOR MARKET INFORMATION

16.

25.

52.

Describe the current local labor market.
Relate your specific career choice to local/regional labor markets.

Identify growth and demand occupations.



THE RCDG WORK FAMILY INTEGRATION SURVEY

CAREER CHOICE

10.

39.

47.

55 .

63.

Formulate career goals and plan a strategy for achieving them.
Make realistic choices regarding life and career.

Identify abilities in one occupation that can be used in others.
Select appropriate career goals.

Understand the economic consequences of the decisions you make in
regard to education, training, and employment.

MANAGING PERSONAL RESPONSIBILITIES

5.

50.

58.

Develop and maintain a personal budget.

Apply consumer skills such as comparative shopping and budgeting for
home management.

Describe the impact of drug and alcohol abuse on employment.

PROBLEM SOLVING/COPING

1.

18.

28.

33.

44 .

54.

Understand how sex role bias and stereotyping hinders people trying
to enter the world of work.

Stick to a planned course of action or make adjustments to that plan
based upon its success or failure.

Devise plans to overcome barriers to educational choices and
employment.

Develop more than one solution to a problem from which to choose a
likely course of action.

Identify and state problems clearly.

Analyze problems by gathering additional information.
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THE RCDG WORK FAMILY INTEGRATION SURVEY

JOB SEEKING
3 Locate job opportunities.

13. Contact a prospective employer and make a favorable first
impression.

22. Prepare for and participate in a job interview.

41. Complete a job application.

46. Write an effective resume.

DEPENDABILITY/RELIABILITY

17. Show that you care about the quality of work or the product.
27. Maintain an acceptable on-the-job attendance record.

36. Contact employer in cases of absence or tardiness.

51. Demonstrate that you will be reliable and dependable in a job.
53. Be punctual in all aspects of your job.

60. Follow the rules and guidelines of the workplace.
COMMUNICATION SKILLS

31. Follow written or oral instructions in order to complete a work
task.

43. Use effective listening skills.

49. Speak clearly and effectively.

57. Develop communication skills appropriate to an occupation.

62. Ask for an explanation when you do not understand a direction.
PERSONAL RELATIONS

14. Cooperate with co-workers and work within the chain of command.

24. Keep an open attitude toward supervision and constructive criticism.
34. Cooperate with supervisors and co-workers.

38. Maintain a positive attitude towards others.
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THE RCDG WORK FAMILY INTEGRATION SURVEY

INITIATIVE/PRODUCTIVITY

6. Organize your time effectively at work and during leisure time.
7 Be able to learn new tasks, solve problems, and accept change on the
job.

59. Exhibit personal initiative and caring about the quality of work.
WORKER RIGHTS

2 » Understand the legal rights and responsibilities of employers.
32. Describe employee benefits generally offered in the local area.
45. Understand your rights as a worker.

61. Complete state and federal tax forms.

WORK/FAMILY INTEGRATION SKILLS

8. Listen carefully and openly to the needs of others.

12. Divide work tasks in the family setting equally.

15. Based on your values, establish priorities for how you spend your
time.

19. Use techniques for coping with stress.

23. Know how to communicate with children and set limits for them.

26. Understand the basics of health care and workings of the human body.
30. Understand the relationship between family size and finances.

35. Understand the skills and attitudes necessary to become an effective
parent.

40. Find solutions to problems within the family.

64. Express your feelings and needs clearly.
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THE RCDG WORK FAMILY INTEGRATION SURVEY
CHARACTERISTICS OF 1987 SOPHOMORES

TABLE 1
Survey Respondents by School
School Frequency Percent
Bethel 77 10.2%
Bingham 23 3.1
East Cornith 90 11.9
Eastport 47 6.2
Howland 78 10.3
Lincoln 105 13.9
South Portland 245 32.5
West Sullivan 89 11.8
TOTAL 754
TABLE 2
Survey Respondents by Gender
Gender Frequency Percent
Female 376 50.3%
Male 372 49.7
TOTAL 748
TABLE 3

Survey Respondents by Age

Age Frequency Percent
Unreported 17 2.3%
14 2 0.3
15 248 32.9
16 419 55.6
17 62 8.2
18 6 0.8

TOTAL 754



THE RCDG WORK FAMILY INTEGRATION SURVEY

Table 4

Survey Respondents by High School Program of Study

Program of Study Frequency Percent
Business 87 12.0%
College 350 48.1
Cooperative Education 4 0.5
General 123 16.9
Other 19 2.6
Vocational 145 19.9
TOTAL 728

Table 5

Survey Respondents by Immediate Plans after High School

Immediate Plans Frequency Percent
Apprenticeship 9 1.2%
Armed Forces 95 13.2
Vocational Education 45 6.2
Do not know 117 16.1
Marriage 25 3.4
Other 36 5.0
Enter Work Force 59 8.1
2/4 Year College 341 46.9
TOTAL 727

Table 6

Survey Respondents by Self Reported Academic Performance

Grade Average Frequency Percent
A Student 65 9.0%
B Student 297 41.0
C Student 260 35.9
C/D Student 102 14.1
TOTAL 724
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THE RCDG WORK FAMILY INTEGRATION SURVEY
Table 7

Survey Respondents by Living in Maine at Age 30

Living in Maine Frequency Percent
No 406 54.9%
Yes 334 45.1
TOTAL 740
Table 8
Survey Respondents by Desired Income at Age 30
Desired Salary Frequency Percent
$10 - 14,000 68 9.4%
$15 - 19,000 83 11.4
$20 - 24,000 160 22.0
$25 - 35,000 168 23 .1
$36 - 49,000 101 13.9
< than $9,000 20 2.8
> than $50,000 111 15.3
Will not be Working 16 2.2
TOTAL 727
Table 9

Survey Respondents’ Most Appealing Work Environments

Work Environments Frequency Percent
Realistic 190 25.8%
Investigative 94 12.8
Artistic 129 179
Social 158 21.5
Enterprising 75 10.2
Conventional 90 12.2
TOTAL 734

Page - 3



THE RCDG WORK FAMILY INTEGRATION SURVEY

Table 10

Respondents’ Most Preferred Work Environments by Gender
Frequencies - Percents

Work Environments Female % Male % Not Reported %
Realistic 16 8.42 173 91.05 1 0.53
Investigative 33 35,11 61 64.89 0 0.00
Artistic 80 62.02 48 37.21 1 0.78
Social 142 89.87 14 8.86 2 1.27
Enterprising 41 54.67 34 45.33 0 0.00
Conventional 57 63.33 31 34.44 2 222
TOTAL (736) 369 361 6

Table 11

Respondents’ Highest Harrington O’Shea CDM Score

CDM Work Environments Frequency Percent

Crafts 147
Science 86
Arts 73
Social 107
Business 80
Clerical 107
TOTAL 600

Table 12

Matching of Most Preferred Work Environment to Highest CDM Score

CDM Environment - Holland Environment Frequency Percent

Crafts Realistic 115
Science Investigative 32
Arts Artistic 41
Social Social 69
Business Enterprising 14
Clerical Conventional 38
TOTAL 309
CDM n = 600 Holland n = 734
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THE RCDG WORK FAMILY INTEGRATION SURVEY
Table 13

Matching of Most Preferred Work Environment to Highest CDM Score
by Female Gender

CDM Environment = Holland Environment Frequency Percent

Crafts Realistic 4
Science Investigative 12
Arts Artistic 28
Social Social 68
Business Enterprising 4
Clerical Conventional 32
TOTAL (303 females) 148
CDM n = 600 Holland n = 734

Table 14

Matching of Most Preferred Work Environment to Highest CDM Score
by Male Gender

CDM Environment - Holland Environment Frequency Percent

Crafts Realistic 110
Science Investigative 20
Arts Artistic 13
Social Social 00
Business Enterprising 10
Clerical Conventional 6
TOTAL (291 males) 159
CDM n = 600 Holland n = 734
Table 15

Survey Respondents by Current Work Plans Work Type

Frequency Percent
Management Job 100 13.4%
Self Employed 188 25.2
Supervisory Job 105 14.1
Well Defined Job 352 47 .2
TOTAL 745
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THE RCDG WORK FAMILY INTEGRATION SURVEY
Table 16

Survey Respondents by Current Highest Educational Plan

Educational Goal Frequency Percent
Doctoral Degree 42 5.8%
High School Diploma 243 353.4
Master’s Degree 80 11.0
2 Yr Business College 62 8.5
2/4 Yr Vocational Tech 110 I
4 Yr Bachelor’s Degree 158 21.7
TOTAL 727
Table 17

Survey Respondents by Type of Work Liked

Work Frequency Percent
Blue Collar 158 21.6%
Professional 407 55.6
White Collar 167 22.8
TOTAL . 732
Table 18

Survey Respondents by Attending Post Secondary
Education in Maine

Education in Maine Frequency Percent
Don’t Know 233 31.4%
No 171 23.0
Yes 339 45.6
TOTAL 743
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THE RCDG WORK FAMILY INTEGRATION SURVEY

Table 19

Survey Respondents by Meeting Career Plans within
Fifty Mile Radius of Home Town

Within 50 Mi Radius Frequency Percent
Don’t Know 150 20.2%
No 339 45.6
Yes 255 34.3
TOTAL 744
Table 20

Survey Respondents by Meeting Career Plans in Maine

In Maine Frequency Percent
Don’t Know 181 24.3%
No 177 23.8
Yes 386 51.9
TOTAL 744

Table 21

Survey Respondents by Compromising Career Plans
to Live within Fifty Miles of Home Town

Compromise Frequency Percent
No 481 65.4%
Yes 254 34.6
TOTAL 735
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THE RCDG WORK FAMILY INTEGRATION SURVEY

Table 22

Differences of Current Family Structure by Projected at Age 30

Family Structure # of Current # at Age 30 Difference
Traditional 382 183 -199
Nontraditional 27 7 - 20
Egalitarian 172 333 +161
Childless Couple 1 85 + 85
Male Single Parent 18 2 - 16
Female Single Parent 66 5 - 61
Unmarried Childless 11 80 + 69
None of the Above 61 39 - 22

TOTAL 738 732
Table 23

Survey Respondents by Source of Adult Self Fulfillment

Source of Fulfillment Frequency Percent

Family 350 49.5%
Job 175 24.8
Leisure 104 14.7
Other 78 11.0
TOTAL 707

Table 24

Respondent Time Spent Evaluating Skills & Abilities

Time Frequency Percent
More than 20 hours 174 23.5%
Not Much Thought 161 21.7
0 to 10 Hours 222 22.9
10 to 20 Hours 185 24.9
TOTAL 742
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THE RCDG WORK FAMILY INTEGRATION SURVEY
Table 25

Survey Respondents Compare Their Abilities to Peers

Ability Frequency Percent
Higher 178 24.3%
Lower 35 4.8
The Same 520 70.9
TOTAL 733

Table 26

Respondents Selected GOE Interest Areas GOE

Interest Area Frequency Percent
Accommodating 28 4.9%
Artistic 76 13.3
Business 58 10.1
Humanitarian 76 13.3
Industrial 7 1.2
Leading 66 11.8
Mechanical 59 10.3
Physical 33 5.8
Plants & Animals 52 9.1
Protective 44 o I
Scientific 56 9.8
Selling 17 3,0
TOTAL 572

Table 27

Summers Working Full Time Since Seventh Grade

Summers Working Frequency Percent
None 347 46.5%
One 192 25:7
Two 108 14.5
Three 100 13.4
TOTAL 747
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THE RCDG WORK FAMILY INTEGRATION SURVEY
Table 28

Part Time Work During the School Year

P.T. Work Frequency Percent
No 320 43%
Yes 425 57
TOTAL 753

Table 29

Number of Hours Working on a Part Time Job

Hours Frequency Percent
Less than 5 72 15.9%
More than 2 91 20.1
Six to Ten 86 19.0
Eleven to 15 90 19.9
Sixteen to 20 114 25.2
TOTAL 0 453

Table 30
How Did Respondents Get Their Part Time Jobs? Job

Getting Strategy Frequency Percent

Direct Contact 180 35.9%
JTPA 5 1.0

Through Friends 171 34.1

ME Job Service 5 1.0

Newspaper Ad 29 5.8

Parents 104 20.7

School 8 1.6

TOTAL 502
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THE RCDG WORK

Table 31

FAMILY INTEGRATION SURVEY

Does Part Time Work Interfere with School?

Work Bother
No

Yes
TOTAL

Table 32

Does Part Time Work Contribute to Future Job Success?

Key to Success

No
Yes
TOTAL

Table 33
Does Part Time Work
Work Influence
No

Yes
TOTAL

Frequency Percent
421 82.7%
88 17.3

509

Frequency Percent
212 39.5%
325 60.5
537

Contribute to Career Planning

Frequency Percent
374 63.4%
216 36.6
590
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