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ABSTRACT
PARENTAL INVOLVEMENT IN CAREER DEVELOPMENT OF

CHILDREN

‘The purpose of the'study is to determine the extent to
which a program for parents to assist their adolescent
children in career development, facilitates the adolescent's
level of career maturity and perceptions of family cohesion
and adaptability. .

The study design employed an‘experimentél and control
group. The treatment consisted of a structured program |
designed for parents to éssist in the career development of
their children. The sampleAfor the study consisted of 40
- volunteer families from five schools. Each fahily had a child
in grade ten of eleven. A four week time period was allowed
for the treatment portion of the study. Families were
pretested and'posttested on the Career Planning, Career
,Explbratidn, Decision Making, and World of Work Information
Scales of the CDI (Super et al., 1980), FACES (Olson et al.,
1978), and a questionnaire measuring changeé in career.
maturity and dyadic formation. Each family in the
véxperimental group was interviewed to determine the
effectiveness of the prdgram from their own viewpbint.

A multivariate analysis of variance with repeated

ii



Cidd
measures was used for the analysis of the data. A significant
‘difference was found for the adolescents of the experimental
group in career maturity, family cohesién, and career
maturity and dyadic formation items of the questionnaire.
There was no significant treatment difference for famiiy
adaptability. One signifiéant interaction effect, that of .
treatment by school, indicated there was a slight tendency
for students of one school to improve more than students in
‘ other schools. Interviews were conducted with the parents in
the experimental group to understand specific changes in

career maturity, family adaptability and cohesion, and dyadic

formation brbught out by the quantitative variables.
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CHAPTER ONE
INTRODUCTION
The career'decisions high school students make can

ha§e far-reaching effects on their lives. When a person
becomes dissatisfied with a job, that person is apt to
become dissatisfied with life in general (Osguthorpe,
1976). The studeht, graduating from high school, is facéd
with having to decide whether to seek some kind of
post—secondéry schoél training or move directly into the
work force. These career decisons are very iméortant, yet
students have difficulty explaining how they make them
- (Anderson et al., 1965, Trudeau-Brosseau et al., 1982).
Many_pafents would like'to assist in their children's
career planning but do not kﬁow_how (Lea, 1967, Bratcher,
1982; Brighouée, 1985). Much has been written, studied
énd researched about career'develdpment but'there is
littie researchbshOWing how the pareﬁts can help in their
child's caréer development (Lea, 1976, Osguthorpe, 1976,

Osipow, 1983).

Purpose of Stuay.

The aim of this study is to determine the extent to
which a program designed for parents to assist their
adoleécent children iﬁ career planning, facilitates the
children's éareer,maturity, dyadic formation and

1



influences perceptions of family adaptability and

cohesion. The program, A Parent's Guide to Career

Counselling, (Cochran & Amundson, 1984) is comprised of

three separate modules, each having a number of units.
Each unit is completed by a collaboration between the
parent and child cooperating to accemplish‘a particular
career task. The parent, acting as a fecilitator, helps
the child complete each.task. An example of a task would
be to geﬁerate a number of career options or to determine
, what the individual waﬁts ffom_a career (CoChran‘&‘

Amundson, 1984).

Background

According to the authors (Cochran & Amundson, 1984),
the program'is based upon two areas of research: career
development of the adolescent and parent-child

relationships.

1)‘Career Development Theory

| In terms of career development theory, the authors
(Cochran & Amundson, 1984)'base their program on the
comprehensive model of'Donald_Super and his colleagues
from Columbie University (Super, 1957, 1960, 1964, 1980,
1984). Superv(1957) regards‘career development as a set
of stages which follow one after another. To move from

one stage to the next, an individual must accomplish a
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number of career development tasks. The degree to which a
person accomplishes these tasks is a function of the
adequécy with which the‘behaviors appropriate to each
stage have been performed. Super (1957, 1960, 1964, 1979)
has relied upon empirical research to determine what
these career related behaviors are that will help an
individual fulfill a developmental stage.

Super's (1957) research is based on a longitudinal
study in which he ahd numerous other researchérs
(Jordaan, 1979, Myers,‘1969, Thompson, 1979) empirically
identified certain behaViors of importance for later
career progress. These behaviors ( e.g. career
planfulness,‘decisidn making capacities, career
,exploration, and knowledge of the wofk world) support the
general aim of career devélopment such as heightening
self awareness, career awarenéss and improving decision
making competencies.

Career maturity assesses the rate and level of an
indiQidualrs development with reépect to career prbgress.
Sﬁper's (1953) longterm aim is to.develop a-test of
career maturity which would measure the extent to which a
person completes career tasks appropriately. The
instrument that has been defived from Super's research is

the Career Development Inventory (Super et al., 1979)

which is designed to gauge_career maturity by assessing



the individual's capability to perform the tasks of a
developmental stage.

2.) Parent Child-Relationships

Research has shown that the family is influential
on the choice of a child's cafeer (Anderson et al., 1965,
Auster & Auster, 1981, Bratcher, 1982, Osipow, 1983)..
One important theory.that ties family relations to career
development is that of Bronfenbrenner (1979). It is his
model that the authors (Cochran & Amundson, 1984) use to
explain the family portion of their program. From
Bronfenbrenher's (1979) perspective, family members
working in dyads on a common task increase.the intensity
vbf ﬁheir relationship. The intensity of the dyadic
,relationship is progressive, moving the dyad from a basic
or most simple form (observational) to the next level
(jointvactivitY) and finally to the Highest level
formation (primary). The observational dyad (level one)
occurs when»two persons begin to pay attentibn to one
another's activiﬁies. When members perceivevthemselves as
doing something together the dyad transforms into a joint
activity dyad. Dyad members are likely to develop mofe
enduring'feelings toward one another._When these feelings
occur the dyad is transformed into a primary or highést
form of dyad. Primary dyad membe:s continue to influence

one another's behavior even when apart. That is, the
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the distinctive feature of this dyad is that members keep
one another in mind, even when not present.

The second key ingredient that emerges from
Bronfenbrenner's (1979) theory is also central to family
theory (Cochran & Amundson, 1984), namely the strength of
bonding ahd the adaptability of the family. Primary dyad
formation is thought to lead to increased cohesion and
flexibility in a family, since it is regarded as a core
condition for personal devélopment. Bronfenbrenner (1979)
defines development as; “"the progressive, mutual
accommodation between a growing human being and fhe
changing properties of the immediate settings in which
the developing person lives. This process is affected by
relations between these settings (p.21)".

The pareht guidance program used in this sfudy,k
(Cochran‘& Amundson, 1984) focuses on the parent-child
dyad working on_career tasks. Accomplishing career
'developmental tasks as identified by Super (1957)‘in a
dyadic content assumes that an observational dyad
‘may shift to a higherklevel. The higher level dyad, with.
its increase in‘intensity of relationShip, will support
the developmental tasks more adequately than a lower
level dyad.

The experimental pfogram is designed toipromote

parent-child relationships and career development. The



parent-child dyad is given a common task which is
designéd to move it from an observational to a joint
activity dyad. Instructions in the program on how to
communicate will hopefully promote the warmth and trust
necessary for the formation of the higher level primary

dyad around the issue of careers.

Significance of Study .

There seems to be no single time at which ah
individual makes a career choice, but there are certain
periods when decisions aré made which narrow the range.bf
choices and thus influende the career path (Ginzberg et
al., 1951; Super, 1957). One such period is adolescence.
It is therefore importént for the adolescent to receive
caréer assistance in order to understand, interpret and
cope wifh the swiftly changing conditions of the.present
work world (Super et al.,1961). High rates of
unemployment and fapid changes in teéhnology (Lea, 1976,
Peters & Hansen, 1977,vSelz et.al,. 1980, Brown et al.,
1984, Borgen & Amundson, 1984) demand of students the
' flexibility to be ready for job shifts. Parents have
always shown an interest in performing the task of
assisting'the adolescent in his or‘her career
dévelopment, but havé.received little assistance

(Osguthorpe, 1976). Lea (1976) and Osguthorpe (1976) show



that parénts should be involved in the career
development of their childrén, but there has been little
information to show how this could be done;

It is important to acknowledge two of the reasons
why parents might want to be involved in their child's
career development, |

1) Research (Osguthorpe,.1976, Lea, 1976, Burkhardt
et al., 1977, Davis & Kendei, 1981) suggests that the
majority of parents are eager to help in a constructi§e
way o&er a long term, rather than coming in at the last.
stage of career'plénﬁing and agreeing with what the other
"experts" advise. Many parents know their children's "
intérests and abilities long before actual post secondary
career decisions are made and remain interested
throughout the children's career growth. Teachers and
counsellors know the child for a shorter period of time
and therefore may lack thé understanding of the enduring
guality of the pérent—child relationship. The 'enduring
quality of the relationship is apt.to have more impact on .
the child's life (Osguthorpe, 1976). In knowing'their
children as they»do, parents can be of considerable help
in career planning. | »

2)The high rate of youth unemployment (Cunningham,
1983, Herr, 1984, Borgen & Amundson, 1984), cutbacks in

school counselling (Holstead,1983), and the uncertainty



bf the 80's makes parents and children more career
conscious than ever before. Parents as well as their
children, are influenced strongly by technological
changes and thé economic élimate and are concerned about
"the availability of jobs and the adequacy of job
preparation (Osguthorpe, 1976). One goal of the
experimental program (Cochran & Amundson, 1984) is to
encourage students to be more flexible in their career
planning to enable them to adapt to current economic and
social situations.

According to a recent British Columbia information
survey (Appendix B), counsellors welcome parental
involvement in career counselling. This survey involved
102 counsellors in 31 school districts in British
Colﬁmbia. The results indicated that on average,
counsellors are only ablé to devote 15.8% of their time
to career counselling and this is done mostly in large
groups. This leaVes_many students to seek assistance in
career planning elsewhere.

| Few pafentsvseem to recognize the full effect they
have on their children's career development (Cochran,
1984, personal communication). Pérental behavior
‘(Anderson et al., 1965, Osguthorpe, 1976, Brown, 1984) is
likeiy to influence the child's life interests, goals and

values, all of which have an effect on shaping the child's
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life pursuits. Many parents recdgnize their responsibility
for providing a family atmosphere conducive to the-
development of career interests and would like to encourage
their children to develop their potentialities and make
good decisions but do not know how. The program, A

Parent's Guide to Career Ceunselling (Cochran & Amundson,

1984) has been developed to assist parents in this task.

Definitions of Terms

Career: The course of events which constitute a
life. Super (1957) defines career as a sequence of work
or work related positions or occupations, paid or unpaid,

that peoplevhave during their lives.

Careeerevelopment: The process people undergo,
conseieusly or uhconsciously, as they interact with their
environment and develep the attitudes and skills to
explore, plan for, and participate in the world of work.
eIt is a procese by which one develops and refines such
characteristies as self, career-ideﬁtity and career
maturity (Herr'and'Cramer, 1984).

Developmental Stage: A stage in a time period

"characterized by certain tasks which the individual in
that stage encounters and with which he must successfully
cope before hevprogresses to the next stage" (Pietrofesa

et al., 1975, p.146).
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Developmental Task: A task which arises at or about

a certain period in the life of the individual,
successful achievement of which leads to happiness anti
success with later tasks (Havighurst, 1956, p.2).

Observational Dyad: This occurs when one member is

paying close and sustained attention to the activity of
the other, who in turn, acknowledges the interest being
shown (Bronfenbrenner, 1979, p. 58).

Joint Activity Dyad: This occurs wheh the two

‘participants perceive themselves as doing something
together. A joint activity dyad enhances reciprocity,
balance of power, and'affective relations

(Bronfenbrenner, 1979, p. 58).

Primary Dyadi This dyad continues to exist
phenomenologically for both persons even when they are

not - together (Bronfenbrenner, 1979, p.58).



CHAPTER TWO

REVIEW OF RELATED LITERATURE

The purpose of fhis chapter is to present a review
of related liﬁerature and research as it pertains to the
two main areas being examined in this study: parent-
child relationships and adolescent career development.
The review is presented in five main sections. These
are:

1) Career Development‘Theory emphasizing Super's
theory of career development.

2) Bronfenbrennerfs Ecological Model of Dyadic
Formations emphasizing parent-child relationships.

3) Parental influence on adolescent career
development.

4) Parent Career Counselling Programs.

5) Statement of Hypotheses.

CAREER DEVELOPMENT THEORIES

The career development procéss that people undergo
as:they interact with their environment and develop the
"~ attitudes and skills to explore, plan for and
participate is life longv(Super, 1980, 1984). Moreover,
in a culture that depends on and reacts strongly to
techhological Changes, an understanding of career

11
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development theory and the process of how to assess
one's choices and their consequences is especially
important.,

According to Tolbert (1974), career development
theories can be grouped into five major areas:
sociological, psychoanalytical, topological, needs, and
developmental.

The proponents of the "sociological" viewpoint
suggest that circumstances beyond the individual's
control contribute significantly to career choice. The
sociological theory emphasizes three intéracting social
factors (biological conditions, physical envirOnmentAand
social structure) which influence the individual's
personal developmént (Herr and Cramer, 1984). These
factors transmit cultural norms and values to an
individual which in tﬁrn affects occupational choice.
The sociological theories include those of Blau et al.
(1956), Caplow (1959) and Low (1981).

The "psychoanalytic" theory of career development
views selection of an occupation as a sublimation of
basic impulses and symbolic g:aéification relating back
to the first five years of life. The theory explains a
person's occupational choice in terms of unconscious
factors and basic need gratification (Herr & Cramer,

1984).
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John Holland‘(1959) is a proponent of the
"topological" theory which is based on the belief that
the choice of an occupation is an expressive act which
reflects a person's personality. Four assumptions
constitute this theory: 1) there ‘are six personality
types into which most people can be categorized, 2)
there are six different environments, each of which is
dominated by one of the_personality types, 3) people
search for work which allows them to exercise their
skills and abilities, 4) a person's behavior is
determined by the interaction between his or her
personality pattern and the pattern of his or her
environment. The six personality and environment types .
. are: realistic, investigative, artistic, enterprising;
_sbcial and conventional. Holland (1959) maiﬁtains that
one of these six types determines the primary direction
ofvone's vocational choice. |

Another category of career development is the
"needs" theory whose}major contributbr is Roe (1957).
Her model eﬁphasizes the satisfaction of needs as
suggested by Maslow (1969). Because of differences in
personality structure, individuals develop certain needs
and seek satisfaction of these needs through
occupational choices. Roe linked childhood experiences

with career interests. The emphasis of her theory is
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that personality differences affect how people interact
and that personal variations are a function of early
childhood family relationships. Occupational selection
is determined by early child-rearing practices which
affect types of needs and the ways in which people seek
torsatisfy them.

The fifth category focuses on the '"developmental"
theory in which Sﬁper (1957, 1960, 1964, 1984) has taken‘
the most comprehensive view. He views the vocational
choice process as on-going, becoming more clearly |
defined'with age and varying with one's view of reality.
This study focuses on a program that, according to the
authors, has the theoretical underpinnings of Super's
(1957) theory.

Super follows the Ginzberg, Ginsburg( Axelrad, end
Herma (1951) model of career development which
is described as a process with three clearly defined
periods: Fantasy, Tentative, and Realistic. This process
begins et age 12 and culminates in an occupational
choice in one's early twenties. Ginzberg and his
associates describe the process as a series of.
experiences and information received up to that point.
Their theory parallels the physical development of young
people and-emphasiies the turbulence of adolescence.

Super's (1957) theory describes change as an

occurrence which is progressive and normative. Career
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development evolves in accordance with a gradual,
predictable process. Growth occurs as the individual
progresses from one stage 6f development to another with
each stage consisting of developmental tasks. Career task
accomplishment would indicate that, at varying points in
one's career growth, the individual should demonstrate
specific career related behaviors which accomplish tasks
appropriate for a particular stage.

Super (1957) identifies fhe stages of vocatioﬁal
dévelopment as: Growth (birth to 14 yearé), Exploration
(ages 15 - 24 years), Establishment (ages 25 - 44
years), Maintenance (ages 45 - 64 years), and Decline
(ages 65 to death). The model's first‘stage (Growth) is
dominated by‘the influenées or interactions with
. significant people which affect the child's career
choices. The development begins with the first phases of
the exploration of self within the environment.

A major'focus of this study involves the éecond
stage, namely that of adolescence which involves
exploration. This stage encompasses the ages of 15 to 24
years. Exploration during adolescence involves trying
new roles and entering a variety of situations to
confirm or contradict a Similarity between the self
concept and the model he or she sees. The individual
seeks information about himself and the environment. The

substages for this phase include: the Tentative stage
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(15-17), Transition stage (18-21), and the Trial-Little
Committment stage (22-24). By age 17, the tasks of the
Tentative stage include planning and crystallizing one's
goals. Interests, needs and values are all considered,
tentative choices are made and possible fields of work
are identified. Specification of a vocational preference
is the task of the Transition stage {18-21). The older
adolescent is expected to convert a generalized choice
into a specific one and implement the steps neceésary
for specialized'tréining or education if necessary. By
ages 22-25 (Trial-Little Committment stage), the task is
to implement a choice and convert the vocational
~preference into reality.

The Establishment stage which begins in the mid
twenties, is an implementation of an individual's career
choice. He or she seeks to enter permanent employment.
The'expectation is to pufsue self realization by finding
and securing a place in a chosen_oécupation. Towards the
latter part of this Stagé, the individual consolidates
his or hef skills and expertise and increases his or her
sense of security ahd'comfort in the chosen career.

The Maintenance stage begins in the mid-forties and
represents a time when aﬂ individuél either keeps
abreast of the skills needed for the present‘career of

re-establishes oheself in a new career. The task is to
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preserve achieved status and gains. The Declining stage
(age 64 on) parallels that of life in general and
represents a slowing of pace and decreasing involvement;
a prelude to retirement. |

Super bases his theory on a longitudinal Career

Pattern Study which he and his colleagues (Super'&'

Overstreet, 1960, Super & Jordaan, 1963, Super, Kowalski
.& Gotkin, 1967, Super & Bohn, 1970, Super, Thompson &
Lindeman, 1979) conducted from 1950 to 1971. The Study,
which involved 142 grade nine boys, was designed to gain
an understanding of andvdeveiop techniques to assess and
'predict vocational behavior. This study would help
determine the specific career related behaviors and
skills suggestivé of task mastery. Super (1957)
déveloped one of the basic assumptions which underlies
the concept of vocational maturity: "vocationél behavior
changes systeﬁatically'in certain ways with increasing
age" (p.57).

Super and Overstreet (1960) tested the concepts of
career maturity and identified five dimensions related
to it. These were: 1) orientation to vocational choice,
2) information and planning about a preferred
occupation, 3) consistency of vocational preferences

within fields, within levels and within families, 4)
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crystallization of traits, and 5) wisdom of vocational
preference. The results showed that only two dimensions
(orientation to choice‘tasks and use of resources) were
relevant to grade nine boys. They concluded that
vocational maturity in ninth grade boys is related te
their degree of intellectual and cultural stimulations.
The authors stated that ninth grade boys are not ready
to make sound curricular choices at this time and that
curricﬁlar decisions should be postponed until the tenth,‘
or eleventh grade.

Jordaan (1963), attempting to define exploratory
vocational behavior, found that the environment and
personal traits‘of an individual may facilitate this
behavior. For example, parents can facilitate
exploratory behavior by providing emofional support and
an atmosphere conduciVe to career development,

Super (1963) propoSed that vocational maturity
assumes different’characteristics whichvdepend upon the
person's life stage of development. A further study
(Super & Bohn, 1970) found a correlation between
vocational matﬁrity and personal development. Subjects
who scored high in vocational maturity were also more
achievement oriented, independent, ahd sociable.

In Suber's report of the Career Pattern Study

(1964), he found that 18 year-old participants still
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had not completely crystallized tﬁeir'career choice. A
ten year followup (Super, Kowalski & Gotkin, 1967) found
that during this period, fifty percent of the subjects
engaged in floundering behavior but by the age of
twenty-five, eighty percent were engaged in stabilized
behavior. This was confirmed by Super and Jordaan
(1982).

A study done by Super, Thompson} Lindeman, Jordaan
and Myers (1979) showed that an individual is
successively faced with vocational tasks. The way the
individual deals with each task determines how this
person will deal with future tasks. When a pérson faces
a vocationai task, he or_she can apply relevant
behaviors to successfully complete the task. Super et
al. (1979) identify vocational behaviors as: career
planning, career explorafion, obtaining information and
gaining knowledge about the_work world and about the
self. Theée,career.related behavidrs_can then be used to
make decisions'as the need arises.

Two inventories were developed by Super and.his
associates as a.result of the Career Pattern Study: The
Work Values Inventory (Supér, 1957) which relates one's
personal values to those values expressed in a career
is a biographical,.semistructured intervieﬁ typé

of inventory. The Indices of Vocational Development
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(Super & Overstreet, 1960) was revamped to develop a
practical means of measuring vocational development., It
became a standard questionnaire called the Career
Development Inventory (Super et al., 1979). This
inventory yields three scales designed to measure areas
of vocational maturity: planning orientation, resources
for exploration, and decision making.

With reSpect_to the career development process,
'Super (1957).c0nsiders the influence of the family to be
Very_important. Parents are seen as having a great
impact on the éhild's self concept which eventually:
affects career choice. The family provides the child the
opportunity to identify with various adult role models
and to acquire information and skills relevant to_-
occupations.-To illuétrate fﬁrther, Sﬁper (1957) states:

Factors which have so.far.been given littie

systematic Study but whiéh appear to affect

vocational behavior and development are:

religious béckgréund, atmosphere of home

(warm, hostile, broken), parental-attitudes

to&ard the ihdividual (acceptance or

rejeétion), and parental attitudes toward.

schoqling (p.52).
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Summary

Of the five major theories on career development,
Super (1957) takes the most comprehensive and |
empirically grounded view. Super bases his research on a
longitudinal study (Career Pattern Study, 1957) which
views vocational maturity as the accomplishment of a
series of vocational tasks in an orderly sequence of
life stages. Vocational maturity can be assessed by
determining an individual's vOcationai'behavior
chéracteristics or deveiopmental tasks attéined. Super's
construct of vocational maturity has become a major
concept in the career choice process. Careér maturity is
a factor to be assessed in this investigator's study. .

Instruments for Measuring Vocational Maturity

What is the value of knowing how vocationally
'mature a student is? Super and Overstreet (1960) stated
that an individual's stage of career maturity will
determine the degree of effectiveness of vocational
planning. According to Super and Overstreét (1960), a-
measure of vocational maturity can.help in the -
exploratory stage of vocational development to determine
if the individual can cope adequately with the
decision-making task being faced.

The measures of vocational maturity most frequently

used (Hilton, 1974) are: The Career Maturity Inventory
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({Crites, 1961), The Cognitive Vocational Maturity Test
(Westbrook, Parry-Hill, & Woodbury, 1971), and The
Career Development Inventory.(Super et al., 1979).
.Hilton (1974) describes these instruments as the most
likely to be selected by professional counsellors,
particularly fer program evaluation purposes.

a. The Career Maturity Inventory (CMI)

Crites (1961) used Super's Career Pattern Stﬁdy to
develop the Vocational Development Inventory which was
later renamed the Career Maturity inventory. Crites
.describes the maturity_of an individual's vocational
behavior as shown by the degree of similarity between
his or her behavior and that of the oldest individuals
in his or her vocational life stage.

Vocational maturity'includes four factors: a)
career choice attitudes, b) career chpiee competencies,
c) rationality of career choice, and d) consistency of
career choice. These‘factors are related to Super's
five constructs for the measurement of vocational
maturity.

~ The CMIbconeists of two sections: the Attitude
Scale and the Competency Scale. The Competency Scale is
a more recent development and does not have the
psychometric characteristics of reliability and validity.

completely determined. It is used primarily with
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students in the fifth through the twelfth grades and
takes three hours to administer.

b.The Cognitive Vocational Maturity Test (CVMT)

The CVMT was developed by Westbrook, Parry-Hill,
and Woodbury (1971) in order to measure the cognitive
domain of vocational maturity. It deals with acquiring
and using occupational information used in career
education programs and is designed for use in grades six
through nine. Although thé data concerning the
standardization group for the CMVT showed sound

standardized procedures, little further research has.

been done to show validity. Two hours are necessary for

administration.

¢. Career Development Inventory (CDI)

The most comprehensiye research concerning
vocational maturity has been done by Super et al.
(1960). Most.of the research concerned The Career
Pattern Study, a 20 year longitudinai project, designed
to test vocational maturity concepts suggested by
Super's (1957) theory.

- The CDI answers two qnestions: a) Is vocational
‘maturity abmnlti—dimensional construct rather than a
single variable and b) is vocational development a
process of‘acquiring,'clarifying, and implementing a

self concept through preparation for and participation
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in the world of work. Intercorrelational and factorial
analysis of the data from the Career Pattern Study
showed five indices to be related to a significant
degree: "1) Concern with choice, 2) Acceptance of
responsibility for choices and planning, 3) Specificity
of information about the preferred occupation, 4)
Specificity and extent of planning, and'5) Use of
‘resources in orientation (Super & Overstreet, 1960, p.
62)". Super and Overstreet (1960) concluded that these
five indices were of particular value during the entire
secondary school period. |

The CDIiis an objective, multifactor, 120 item,
self-administering inventory. Four types of data can be
obtained from the CDI: 1) Individual scale scores, which
quantify specific eléments of career development, 2)
Responses relating to thé planning and use of resources,
3) Two factor scores, which quantify attitudinal and
cognitive dimensions, and 4) A composite score whicﬁ
reflects a global measure of vocational matﬁrity (Super
et al.; 1979). A copy of the CDI appears in Appendix F.

The CDI (High School Form) wés organized eXplicitly
around Super's (1957) model of vocatioﬁal maturity which
assumes the basic dimensions of planning, exploration,
information, deciéion—making and reality orientation.

The planning and explorational components are
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attitudinal in nature. The information and decision
"making components are considered cognitive. This form is
discussed in detail in the "Instrument" portion of the
study.

Severa} other instruments are available but perhaps
less suited for program evaluation purposes. Two of
these are: Readiness For Vocational Planning (Gribbons
& Lohnes, 1968), and The Vocational Maturity Scale
(Westbrook, 1971). There is little information about thé
use of these instruments in research and little
information concerning their reliability and validity.
Summary

There are thrée main instruments used to measure.
vocational maturity: the Career Maturity Inventory, the
Cognitive Vocational Maturity Test and the Career
Development Inventory. An advantage of using the
Career Development Inventory is the extensive research'
that has gone into ité development compared with other -
career maturity instruments. It is also.a multifactor
instrument which can be administered in.about sixty
minutes compared to the CMI and the CVMT which takes

three and two hours respectively.
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PARENT-CHILD RELATIONSHIPS

Although there was a great deal of research
literature about the family prior to 1960; it wasn't -
until the éarly 1960's that systematic research on
family dynamics became formalized. The study of how
family members interact with each other in response to
stimuli from the environment began at the Mental
Institute in Palo Aito (Bateson et al., 1956). It was
here that mental illness began to be conceétualized in
terms of entire systems of persons rather than isolated
intrapsychic processes. The study of schizophrenia
(Batesén et al., 1956) in a single series of
experimental studies seemed inappropriate, so
individuals were observed in the context of daily,
social interactions often with their families. One
theory that reflects this approach is the General
Systems Theory (Von Bertalanffy, 1968).

The Generai Systems Theory propounded by von
Bertélanffy (1968), provides the basis of many attempts
to describe a circumscribed domain of family interaction
(Olson et éi.,'1983). It seéks to encompass the totality
of relationships, claiming that a whole system varies |
qualitatively from a group of parts. This suggests that
the system as a whole cannot be adequately
conceptuélized unless the dynamic relationships among

- system components are taken into account. Bertalanffy
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contended that by identifying redundant interaction
between components, a system can be classified according
to the relationship patterns obsefved. Applied to the
human experience, this would suggest that attempts
designed to understand human behavior might better be
~served if focus is shifted from attempting to explain
behavior in accordance_with human nature toward
identifying patterns of behavior exhibited by
individuals in'relatiéaship to others.

Young (1979) describes the General Systems Theory
as having two basic types of systems: open and closed.
The closed system represents separation_from the
environment, isolation‘from external stimulation and
internal conquion.»The closed system cannot adapt to
change. The openasystem, on the othef hand, is described
as having contact with.and adapting to the environment.
Young claséifies_the'family as a social unit
- representing the living-oéen system which is defined by
the following six essential principles: 1) a sjstem is a
whole composed of interrelated parts; 2) a change in one
part leads to a change in all parts} 3) a system is the
prodact of the dynamic.interaction among the parts; 4) a
system will seek and maintain homeostasis; 5) a System
_ will resistachange; but 6) an open syétem can

accommodate change.
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Beavers (1977) describes the living-open system as
having the capacity to exercise varying degrees of
independence, being able to exert power over itself and
being ablé to select’among options available in thé
environment.

Olson et al. (1983) describe three aspects of
family behavior (cohesion, adaptability and
communication) that appear as underlying dimensions for
fémily functioning in an open system. The family
cohesion, adaptability and communication concepts havéi_
been previously researched by individuals observing
family problems from a general systems view.(Olson'et
al., 1983). Olson (1983) hypothesizes that the central
levels of cohesion and adaptability are most viable for
familyifunttioning. Communication is critical to the
movement on the.other tno dimensions. Positive
communication skills (empathy, reflective listening)
enable families to share with_each'other their changing -
needs and preferences as they relate to cohesion and
adaptability (Olson et. al, 1983).

Olson (1980) defines cohesion as "the degree to
thch an individual is separated from or connected to
his or her fémily (p. 5)." Most.research (Wynne et al.,
1958, Levinger, 1965, Stierlin, 1979, Olson et al.,

1983) addresses the extremes of cohesidn giving more
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attention to dysfunctional families. A balance on the
cohesion dimension relates to more adequate healthy
family functioning.

Olson (1978) stresses the importance of adaptability
in family functioning. He defines adaptability as "the
ability‘of a family system to change its power
structure, role relationships, relationship rules in
response to situational and developmental stress (p.
12)." Olson et al. (1983) identify four stages in‘thé
family.life cycle, one of which is the "Family with
Adolescents". It is this stage which shows the greatest
decrease in family adaptability because adolescents view
families as less.fléxible at this stage.

There is widespread consensus on the importance of
communication in family relationships (Watzlawick et |
al., 1967, Miller et al., 1975, Satir, 1972). Most
research addresses the spousal relationships only (Olson
et al., 1983). Communication is an important ingredient.
in family functioning (Olsdn,1979) because it
facilitates movement on the cohesion and adaptability.
dimensions. Steinberg (1981) examined the impact of
physical changes of adolescents on family relations and
found significant differences in the way adolescents
interact with pérents. Adolescents (Cooper et al., 1982)

experiencing family support may feel freer to explore
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identity issues. Barnes and Olson (1985) repdrt
adolescents perceive less opennesé)and more problems in
intergenerational communication than their parents. They
found that families with good parent child communication
had higher levels of family satisfaction, namely
cohesion and adaptability. A model that addresses
aspects of cohesion, adaptability and communication in

"normal" families is that of Bronfenbrenner (1979). The

senior author of The Parent's Guide to Career

Counselling (Cochran & Amundson, 1984) program

indicates that his theory (Bronfenbrenner, 1973) serves
as another basic building block in their approéch.
Bronfenbrenner takes into account the environment
in which the family members live. He defines development
as the way in which a person perceives and deals with
his or her environment. His is a theory of environmental
interconnections and their impact on the developiﬁg. |
person. Environmental events and cénditibns outside the
immediate setting containing the individual can
influence behavior and development within that setting.
Human development is seen as a "progressive
accommodation throughout the life span, between the
growing organism and the changing environment in which
it actually‘lives and grows (Bronfenbrenner, 1977, p.

513)."
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Bronfenbrenner's (1979) model is conceived as a
set of nested structures which he refers to as systems.
The innermost structure (the.microsystem) is the
immediate setting containing the developing person. The
microsystem deals with interactions within the immediate
setting. The structure surrounding the microsystem is
called the mesosystem and contains the settings beyond
the immediate setting and the interrelations between
them. (Example: for a child, this would includevthe
relations among home, school and neighborhood peer
groups).

The third structure (the exosystem) contains
events occurring in settings in which the person is not
eveh‘present but which have an effect on the developing
person. (Example: a school clase attended by an older
sibling). The outer structure (the macrosystem) contains
.the general patterns common to a cﬁlture or a
subculture. A person's activities may be confined to
experiences‘in and of the immediate setting but they can
take on a higher order of complexity through the
introduction of relations with people.

Bronfenbrenner's model provides a framework to
understand relationships in families (microsystem).

" He uses dyadic formations to describe family

relationships. These formations range from the immediate
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dyad and move progressively toward a more complex one to
describe family relationships. There must be an
established relationship for a dyad to exist. When this
occurs the dyad can have three functional forms which
become progressively complex:

1) The observational dyad occurs when one dyad
‘member pays ciose attention to the other's activity who
in turn acknowlédges the interest shown. This evolves
into the next form of dyad.

2) The joint activity dyad occurs when members of
the dyad‘perceive themselves as doing something
together. A joint dyvad exhibits reciprocity which
. motivates the members to perSevere and to engage in
progressively more complex patterns of interaction which
can carry over to other times and places. A dyad can
contain a member that is more influential than the othe:;
but the power can shift when the other member is given
control over the situation. Bronfenbrenner (1979)
states, "This transfer often takes place spontanedusly_
as a function of active character of the developing
.person in relation to the environment (p. 58)." As
members engage in interaction; they develop moré
~ pronounced feelings toward one another. This evolves
into the next form.

3) The primary dyad occurs when the members are
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not together but are in each other's thoughts and
continue to6 influence one another's behavior e?en when
apart.

Bronfenbrenner's (1979) model provides a key to
understanding developmental changes in parent-child
relationships. If one member of the dyad undergoes a
process of development, the other member is apt to as
well. It is a progréésive model which begins with
- observing another member, then moving to a more complex,
meaningfui relationship which involves feelings and an
awareness of‘the other member even in his or her
absence. The family interaction process exerts an
influence on many factors in the life of an individual
(Young, 1984). The interaction between any.two members
of a family involves the emotional and physical climates
that characterize the entirelfamily and the dégree of
relationship between members of the family..

This study focuses primafily_on the jbint activity
dyad. Through»a'series of structufed_activities, the - ‘
parent and éhild are able to work together to help the
child to accémplish a career task. As relationships
intensify, Bronfenbrenner's model would indicate a
movement from the joint activity dyad to a primary one.:
This movement covers certain principles that

Bronfenbrenner sees as important to achieving this
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goal. As family members payvfull attention to the task,
each is able to give and take without fear of giving
offense. Bronfenbfenner (1979) views the healthy
personality development of the adolescent within the
family setting as requiring a balance of parental
support and control. A healthy family environment
promotes bonding and flexibility. As a dyad progresses
to a higher form, there is apt to be an increase in_
bonding between fémily members and they should be more
able to effectively adapt to situational and

relationship changes.

Summary
Over the past decade, a body of family theory and

research has been generated which demonstrates the
‘salience of cohesion and adaptability in describing the
healthy family functioning. ‘Bronfenbrenner's (1979)_
theory of family development is viewed as a living open
system striving to maiﬁtain a state of internal balance.
This balance depends upon the individual beihg able to
adapt to changes within the family_settihg through

effective communication and family cohesion.
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Instruments for Measuring Family Bonding and Flexibility
How can the concept of dyadic relationships,
family bondinQ and cohesion be measured? A review of the
literature indicates that there are few instruments that
are used in measuringlfamily relationships. Four of the

more common measurements are described.

a. Family Concept Test (FCT)

Van der Veen (1976) ihvestigated the perceptions
of individual family members relative to their family's
attitudes, feelings, and expectations. The FCT was
constructed to measure these perceptions. Factor
analysis of the scores disclose two factors: family -
integration and adaptive coping which closely parailel
the-cohesion - adaptablility dimensions mentioned
earlier. There appears to be little further research to
show validity. |

b. Family Relations Test (FRT)

The Family Relations Test (Bene, 1965) defines the
cohponents,qf recalled relationships. Individuals engage
in active participation in the recollection of past
experiences. The test necessitates individual_
administration whereby the subject gives the examiner
information ébout family members. Caution is recommended
because this is done verbally aﬁd individual contact can

produce examiner bias.
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c. Family Environment Scale (FES)

FES (Moos & Moos, 1976) assesses the social
climate of all types of families and focuses on the
interpersdnal relatipnships among family members,
directions of personal growth which are emphasized in
the family, and system maintenance in the family. The
relationship dimensions include subscales of cohesion,
expressiveness, and conflict and assess the extent to
which family members>feelvthat they belong to and are
proud of their family. The subscales of the personal
growth dimension are independehce, achievement
orientation, inteliectual—cultural orientation, active
recreational orientation, and moral-religious emphasis.
These measure the emphasis within the family on
developmental processes that may be fostered by the
familf. The system maintenance dimension includes
organizafion and control. They obtain information about
the organization within the family. The. instrument while 
presenting empirical justification (Fuhr et al., 1981,
Bell & Bell, 1982) appears to lack construct Valiaity on

the cohesion dimensions (Russell, 1980).

d. Family Adaptability and Cohesion Evaluation
Scales (FACES) 
Bronfenbrenner (1979) refers to the bonding

and flexibility of families as part of dyadic formation.
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When dyads mo&e to higher, more complex forms, there is
an increase in éohesion and a gfeater ability to adapt to
change. A measure which focuses on these two dimensions
is Olson's (1979) Family Adaptability and Cohesion
Evaluation Scales. Olson delineates two aspects of
family behavior, cohesion and adaptability, that appear
as the underlying dimensions for many concepts
describing family dynamics; A balanced degree of
cohesion and adaptability is most functional to family
development. Olson defines family cohesion as "the
emotional bonding‘members have.with one another and the
degree of autonomy a person experiences in the family
‘system (p.5)." The variables used to measure family
cohesion are: emotional bonding,'bdundaries, coalitions,
time, space, friends, decision making, and interests and
~recreation. Olson identifies the second dimension in his
model as adaptability. Olson (1974) defines adaptability
as "the ability Qf a family system to change its power -
stracture, role relationships, relationship rules in
response to situational and developmental stress
(p.12)." The variables used>to measure adaptabililty
are: family power, negotiation styles, role
relationships and relationship rules.

FACES (Olson, Bell & Portner, 1979) is a

self-report instrument which measures cohesion and
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~adaptability in families. It is used by counsellors who
are interested in assessing families in terms of their
adaptability and cohesion levels. The instrﬁment in its
entirety isvpresented in Appendix G.

One complication however, in the use of FACES is
that excessively high levels of cohesion and
adaptability are not_positive. Balanced family
functioning involves the middle range of scores. Extreme .
scores are indicative of imbalanced faﬁily functioning;
On the dimension of adaptability, flexible functioning
‘might become chaotic in extreme and structured |
functioning might become rigid. On thevdimension of
cohesion, a’connécted family might become enmeshed and a
separated family might become'disengaged. Since the
extremes of each scale of FACES are regarded as
problematic, the scales cannot be indiscriminately used
as measures of improvement. Rather, caution must be
taken to see that impfovements are within the middle
- range without crossing over into'the problematic
extremes.

Summary

The measuring of family relationships has been“
supported by several studies (Walsh, 1983) using
projective instruments rather than objective ones. FES

and FACES are two instruments supporting family relation-
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ships in whiéh scoring and results_bbtained are objective,.
FACES seems particularly well suited to this study
of dyadic formations in the family and career maturity
because the instrument relates directly to family
cohesion and adaptability and is objective.

THE INFLUENCE OF FAMILY ON ADOLESCENT CAREER DEVELOPMENT

The literature which addresses the effects of
families on a child's career choices is extensive and
varied; The different criteria such as socioeconomic
status, levei of education, family constellation, and
parental attitudes can affect vocational choices. This
vsection addresses the influence of parents as primary
motivators 6n the adolescent child's career development.

Bratcher (1982) noted that the systems médel can be
used in examining career choices. His basic assumptions
.were: 1) the family is the primary emotional system of
a person; 2) the family has influenced and will continue
to influence the course and outcome of its members'
lives; 3) relationships within the family tehd to be
reciprocal and patterned; and_4{ each family member
affects and is affected by every other family member.
?arents are amoné the primary socializing agents in our
Society. As such, they are in key positions to influence
their children's values and behaviors. The impact of

parental guidance is as strong in career development as
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it is in all other areas of human growth (Osipow, 1983).

Birk (1979) reports that adolescents consistently
report parents as the most responsible for their career
selection. Mitchell (1979) found that seventeen year
olds talked over their future éareer plans with their
parents almost twice as frequently as the next person.
Roberts (1979) found that a majority of grade ten
students reported that their parents were their most
. important source of help when making vocational plans.

Parents are interested in helping their children
with career planning (Schulenberg et al., 1984). Burke
et al. (1979) conducted a study which examined parental
impact upon the career decisions of children. When asked
who they thought.had the most influénce upon a child's
career growth, the children,responded that both parents
were’influential factors; Gulick's {1978) survey indicated
that 92% of the parents viewed themselves as key neople'-
in the career development of children. Ninety- five
percent of the parents wanted to work with their children
and the school in exploring career options of interést.

The influence of parents in the development of
their children's'occupational plans was reported in a
study by Anderson, Mawby and Olson (1965). Based on the
‘more general postulate that behavior patterns of youth -

are a consequence of parental aspirations for.
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their children, Anderson et al.(1965) offer the
following propositions: 1) Parénts are the major
reference group in ﬁhe fdrmation of education and
occupational aspirations of youth; and 2) Young peopie
tend to follow the educational and occupational
guidelines formulated for them by their parents.

Schoffner and Kleimer (1973) suggest four areas of
parental influence regarding career development: parents
serving as role models, as motivators of their
children's interests and activities, as information
givers, andvas providers of a developmental‘enQironment.
Werts (1967) found that parenté provide work role models
with which children can identify and that certain
occupations (engineeriné, architecture, chemistry and
botany)‘of fathers are associated with similar career
choices of sons. |

As motivators, parents provide the encouragement
necessary to pursue interests and recognize successes of
their children. By providing an environmentvthat is warm
and trusting, parents can encourage their child's
career development to the extent that their child is
able to make effective career decisions (Schoffner &
Kleimer, 1973). "If parents provide a harmoﬁious
atmosphere in the home, the child can be better prepafed

in interpersonal relationships. The way the child reacts



42
with family members is an indication of the way he may
act with co-workers (Schoffner & Kleimer, 1973, p.
424)." ,

Graﬂdy and Stahman (1974) explored whether parents
provide opportunities for some vocational experiences
while discouraging others. Their samplé consisted of
male and female expressed occupational choices and the
occupations of their parehts. The results indicated that
sons with personality types similar to their father's
chose similar occupations.

Mortimer (1976) reported on the association
between father's occupation, family relatidnships and
adolescent son's vocational deéisions. The study was
conducted to determine if aspects of the father's
occupation would be expressed in the father-son
relationship which would affect the son's career choice.
The findings suggest that sdns of fathers with
prestigious occupations and a close relationship,
more readily internalize the work values of their fatheré'
and therefore move in a similar career direction. |
Summary

The outcomes of studies involving adolescent
career development and intra-family relationsvare varied.
Studies addressing the influence of diverse forms of .

familial involvemeht suggest that family involvement,
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expressed in career ambitions for their adolescent child,
is associated with favorable career development
outcomes. Adolescénts ténd to identify with parental
figures and the strength of role identification may be
influenced by the parent's guidance of the adolescent.
Although several studies show the family as.being the
most influential factor in career selection, iittle is
known about how this is brought about. Few studies
explicitly investigated the relationship between fémily

members and career development variables.

CAREER DEVELOPMENT PROGRAMS THAT PRODUCE CHANGE

A review of literaﬁure (‘Anderson et al., 1965,
Schoffner &vKleimer, 1973, Roberts, 1979, Osipow, 1983)
indicates that parents play a significant role in the
career development of their children. However, there is
>litt1e support or éésistance available for them to
fulfill the role of guiding their children thrOugh»the
developmental process of vocational achievement
(Osguthorpe, 1976). A'review of the literature indicated
that there are several innovative career programs for
pafents but little empirical'évidence of thei;
effectiveness. Few recent studies address programs
which'have been developéd to help parents in the task of

helping their child in career'development, A Michigan
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group (Anderson, Mawby & Olson, 1965) designed and

implemented a program called‘Career Occupational Guide

which was built around the theme "youth development"
through aﬁ action program for parents. It was their goal
to help parents and their adolescent children become
aware of the link between the governmental agencies,
private business and industrial sectors, universities
and the world of work. Materiais were provided for all
parents of all high school students in a multi-couﬁty
area; The program received favourable verbal support

from those who used_ita

A program entitléd Choices and Career: Free to

Choose About Careers, was designed by Thompson (1978)

for American Indian parents to use with their adolescent
daughters. The program includes information about career
opportunitieé'as well as barriers these girls may face
in finding work. No assessment could be found of the
success éf the program.

Lea (1976) describes a workshop intended to give
parentsvof high school sophomores and juniors
information about the nature of vocational choice so
that they might be a moré understanding and helpful
resource for their cﬁildren as they make career plans.
The parents took the Vocational Preference Inventory and

responded in three ways: 1) as they preferred, 2) as
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‘they thought their childrén would answer, and 3).as they
hoped their children would answer. The ihformation
obtained from these responses served as a stimulus for
discussioﬁs about the complexity of caréer choice. A
followup survey revealed that twelve of eighteen parents
“involved, thought about their child's career planning
after the workshop and all indicated they had talked to
their children about career planning after the workshop.

Another program designed for parents, The Career

Conversation was designed and implemented by Osguthorpe

(1976). The purpose of this program was to help parents
work with their children in career planning., The pilot
program was offered to thirty studénts at the ninth
grade level and their parents. The feedback from the
parents who participated was encouraging. The results of -
the study brought out the'follOWing information:
students expected parents to be most influential in
helping them make their career choices; parents felt
that prior to the program they were not equipped with
.the hecessary.skills to help their children; and
teachers felt that, although it was the responsibility
of parents and coﬁnsellors to help students make a
career decision, parents were probably most influential.
Greenough (1976) designed and implemented a

guidance program for parents of upcoming senior
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students. The purpose of the program was to incorporate
parental guidance and interest into the planning process
of a senior student. The study measured the
accomplishments of the graduates five and six years
after completing high school. Greenough found that the
parentbcounselled students.had a 90% chance of
completing a post high school education and were
reasonably satisfied with their present occupation._The
students whose parents chose not to'participaté in the.
program indicated a 20 - 60% probability'of error when
compared to the same achievéments as the parents
counselled. The results of this study indicated that the
program appeared to help students select a preplanned
maﬁor, receive a post secondary degree and be satisfied
with their pfesent occupational choice. The students
with technical training did not receive significant help
from parents with their occupational choice. Greenough
concluded there is a strong relationship between
studentsAreasonably satisfied with their occupational
choice and parents who were involved in the parent:
counselling program.

Another program called Career Development

Partnership (Myers et al., 1979), developed for the

Rhode Island Department of Education linked parents,
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students and schools. It involved parents in the career
education of students at all levels in school. The goal
of the program was to make parents more aware of their
role in the career decision making processes of their
"children. The program sought to enhance the parent-child
relationship in a manner which would foster Voéational
development. The authors report that the program was
well received by parents in the community.

There is evidence to indicate that some school
based career development programs have a high success
rate. Otte and Sharpe (1979) studied‘28 seﬁenth graders
involved in a career exploration program for one
semester. They reported that subjects made significant
gains in vocational knowledgé, self esteem, and problem
solving. The students were tested with the Self Esteenm
~ Inventory and the PECE test developed at the University
of Georgiavto_assess vocational knowledge. The authors
concluded that the‘program was beneficial to these 28
youngsters in attaining a}higher self'esteem and
greater vocational knowledge.

Brandt (1976) studied the éffectiveness of a ninth
grade prevocational program which lasted four weeks. He
used the Career Maturity Inventory as a pre and post
test measure to determine vbcational maturity change.

Two hundred four students were involved, half of which
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served as contfols. Brandt reported increases in the
growth of vocational choice competencies of the
treatment group over the control group. However, the
increase in posttest scores over pretest scores for the
treatment group did not attain significadce. He observed
that the four week program seemed to benefit the low
achievers more than the high achievers.

The review of literature did not reveal many career
development programs which used the.CDI, but there is
evidence to indicate that the studies using this measure
had a high success rate.

Hémdani (1977) inveétigated whether the vocational
development of disadvantaged inner city adolescents
cduld be enhanced through a program of curricular
experiences which were designed to involve the student
in vocational exploration. ﬁe administered the CDI as a
pre and post measure to 77 grade ten students; The
progfam was done over a four month time period. The
results indicated that the posttest mean scores of the
students increased significantly over the pretest scores
on three of the subscales of the CDI: Sdale A, t=6.14,
p.<01, Scale B, t=5.52, p<.01, Scale C, t=3.71, p<.01.
Hamdani claimed that the career maturity of
disadvantaged youth can be facilitated through a career

development program.,
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Yates (1982) evaluated the effectiveness of a
junior college career laboratory program using the CDI
Form 111 to measure gaihs in career maturity. A
pre-posttest experimental design with a control group
was used in the study. The treatment consisted of
administering and interpreting the SVIB, exploration of
selected careers and a closing counselling session. Thirty-
five students in each group were allowed three weeks to
complete the treatment. A two-way ANbVA with repeated
measures yielded a statistically significant différence
at the .01 probability level for the aggregate score of
the CDi._The experimental group experienced a gain of 70
points whereas the control group gain was 5 points. The
Cafeer Laboratory treatment showed significant impact
on the total career maturity of the treatment group.
McCuiloch and Cochran (1985) evaluated a peer

vocational program based on Blocher's (1977) core
conditions of developmental programs. Ten hours a week
over a full semester were devoted to the program which
trained 10vstudénts to act as peer vocational
counsellors. Ten students acted as controls. The
students were pre and posttested using the CDI,. Ovér the
vear, the experimental group changed in career maturity
gaining 16 points oh the Career Orientation Total of the

CDI.YUsing ANCOVA, the difference in posttest scores of
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the group was significant, F(1,17) = 19.03, p.<.0l.

A study which bears resemblance to the current
study is that of Bearg (1979). She designed a school
based career development workshop for parents and
studied the impact of the workshop on the cafeer
maturity of children. The workshop provided barents with
information and communication skills with which to help
their children make careervdecisions. She hypothesized
that seniors whose parents participated in the workshop
would be more likely to increase in.career'maturity scores
than those seniors whose parents did not. There were
fifteen parents in the e#perimental and twenty-two in
the control group. She used the Career Development
Invéntory as a pretest, posttest measure and found that
there were no statistically significant differences
between the groups of seniors. A qualitative component
suggested that such a workshop on career deveiopment'was
welcomed by parents and students. This study.uSes the |
same measure (CDI) and has a similar qualitative‘component.

The Program Used in this Study

According to the authors (Cochran & Amundson,

1984), The Parent's Guide to Career Counselling is based
on the theoretical underpinnings of Bronfenbrenner's
(1979) Model of Dyadic Formation and Super's (1957)

Theory of Career Development. It is designed to be used
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with the adolescent who is in the exploration stage of
career dévelopment with the emphasis on the latter
tentative substage and the beginning of the transition
substage.'The authors chose this stage because it is at
this time (age 15-16) thét tentative choices are made
and the adolescent is at a point where he or she can .
begin to plan and implement his or her career goals. It
is at this stage that the student considers his or her
abilities, interests and values and identifies possible
fields of work. The experimental program content
stresses activities to discover an.individual's
abilities, interests and values and proceeds to take the
_individual through an exploration phase whereby he or
shé gains information about the work world and
evenfually makes a tentative career décision. The
authors stress the "tentative decision" because the
student can mature in his or her career development and
choices”may change. The authors are also aware of the
changing nature of ¢éreer opportunities in view of
current economic situations (Amundson, 1985; personal
communication).

An assumption underlying the program is that it is
the process of arriving at a decision that is enhanced,
not the final deciéion itself. Specification of a

vocational preference occurs when the adolescent has
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reached a stage of maturity where he or she can convert
a general choice into a more specific one,

‘According to the authors (Amundson, 1985, personal
communication), the prdgram shares Blocher's (1977) core
features of.effective carger'programs. These core
features include involvement, challenge (tasks are
neither too easy nor too difficult), support, structure
(having models of advancedbfunctioning to accomplish
tasks), feedback (information provided on performance),
application (opportunity to apply knowledge and skills),
and integration (reflection and integration of learning
through discussion).‘A recent career development program
which was described earlier and_ié based on Blocher's
core ingredients is-tﬁat of MéCulloch et al. (1985).

.Cochran and Amundson (1984) use Bronfenbrénner's
(1979) Developmental model to address -the dyadic forces
that exist.in a relationship. The program is designed to
‘facilitate the interaction between parent and child
'céncerning career decisions. ACcording to Cochran
(1985), one very important Qay to increase the
parent-child involvément.is to provide-éctivities
'through structured interviews which can enhance the
progression in the closeness or bonding of a
relationéhip. Thé program relies heavily upon

Bronfenbrenner's (1979) five hypotheses of the dyadic
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forces that exist in a relationship. These are:

1. Once two persons begin to pay attention to one
another's activities, they are more likely to
become jointly engaged in those activities.

2. Once two persons participate in a joint
activity they arellikely to dévelop more
differentiated and enduring feelings toward
one another. |

3. The developmental‘impact of the dyad increases
as a direct fuﬁction of the levels of
reciprocity, mutuality of a positive feeling,
and gradual shift of balance of power in favor
of the developing person.

4, Observational learning is facilitated when the
observer and the person being observed regard
themselves as doing something together. Thus
the developmental impact of an observational

~dyad tends to be greater when it Eakes-place.in
the contexf of a joint activity dyad.

5. The developmental impact of both observational
learning and.joint activity will be enhanced if
either takes place in the context of a primary
dYad characterized by mutuality of positive
feeling (Bronfenbrenner, 1979, p. 56-57).

The authors of the program view the adolescent in
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the context of his or her immediate setting (the
microsystem), naﬁely the family. They encourage the
parent to work with the child to achieve four goals:

1) to impfove self understanaing, 2) to obtain
information about " wviable options by matching one's
interests, values and capabilities to appropriate
occupations (p.28)ﬁ, 3) to improve decision making
skills, and 4) to achieveva good working relationship
on the issue of careef development (Cochran, 1985a).
The program begins with a particuiar activity the
.student enjcys doing. Through discussion the activity
moves:from an isolated static entity to one among a
group of instances. This is viewed as part of a dfnamic
process in which the relationship between parent and
child may change from an observational to a joint
activity to a primary dyad formation. This progression
occurs as dyads pay-attention to each other, respect
each other's perspectives, and encourage each other's
views in nonjudgemental‘terms. There cah be é striving
for a mutual balance of power as the atmosphere becomeé
~more supportive. A detailed account of the pilot study
conducted on the program aﬁd a copy of the present
vprOgram appear inlAppendix A,
The authors réfer to Bronfenbrenner's (1979)

concept of change in family dyad formation. Change in
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one dyad member produces change in the other member. As

the relationship intensifies and career tasks are
accomplished the dyad moves to a higher form. The
authors view this as a process that increases family

cohesion and flexibility. This ability to adapt to

change effectively can be measured using Olson et al.'s

(1979) Family Adaptabiiity and Cohesion Evaluation Scales.

The present program consists of a parent's manual

and three workbooks (described in Appendix A). Cochran

(1985) has summarized the program in the following
manner:
The manual orients parents to the program -

stressing the quality of communication and

involvement necessary for a successful partnership.
The exercisesiof each workbook were_deéigﬁed both

to stimulatebparent-child discussions and to_forward'
basic steps of career planning.

'The Activities Self-Exploration Workbook .

attempts to héighten awareness of the known:(One;s
current range of activities) in ogder to begin
expldring>the unknéwn (work activities). Once a list
of enjoyable activities is developed, the parent
asks what his or hér child likes about each, what
values are involved, and what strengths are shown.

From notes, both partners search through the lists of
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likes, values, and strengths to identify ones that
recur. These central themes are used as an initial
basis for brainstorming a list of potential
occupations and launching a search.

Career Gfid Workbook -

A career grid is a visual frame for organizing
a decision. First, through tests, career
information, and so on, partners ére directed to
.expand and then’narrOW'é list of suitable
occupations. Second, through tests, consultation;_
and so on, they are directed to expand and then
ﬁarrowva list of cafeer values. Expansion and
contractionvis a strategy that allows major
principles of decision making to be incorporated
into_the program, including use of available
resources, énd that fosters a sense of working
‘together. After occupations are rated on each value,
v_partnerS'are guided through systematic comparision .
and reasonably thorough deliberatibn._fhe workbook .
ends with a tentative decision. For many, this
decision is apt to be a form of practice, but for
those who must act soon, it might be a first step
toward implementing a direction. | |

Planning Workbook

Through a séries of steps, the workbook guides
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partners in identifying institutions for further
training or education, determining entrance
requirements, estimating costs and resources, and
improving oneself. The workbook also includes three
scenarios to strengthen awareness of key terms like
means, obstacles, contingencies, fall-back optidns,
énd so on. Essentially, parent and child work
together to form a reasonable career plan (p. 1-2).

STATEMENT OF HYPOTHESES

The effectiveness of the few programs available
for parents to help theif adolescent children in setting
a career direction have not been empirically sﬁpported
(Anderson et al., 1965, Lea; 1976, Osguthorpe,;1976,~
Greenough; 1976, Thompson, 1978). The only consistent
indication is that parents seem to welcome assistance. .
The primary aim of this research is to measﬁre the
effectiveness of.oﬁe proéram that was designéd for
pafents to assist their adolescent children in career

development and to determine if this program influences

"~ the adolescent's level of career maturity, and

perceptions of cohesioh and adaptability. Below arevthe
two hypotheses of this study along with‘a brief summary
' of the theoretical rationale for each. |

1. If parents use the Cochran and Amundson (1984)

‘program to work with their adolescent children, their



58
adolescents will gain in career maturity compared to
adolescents not involved in the program, as measured by
the CDI. |

This hypothesis is based directly upon Super's
(1957) theory of career development. To summarize, céreer
development involves a progression through_career stageé.
Progressién is dependent upon the fulfillment of specifié
career development tasks. To successfully complete these
tasks requires the development of certain attitudeé and
competencies. Nearing the end of adolescence, the
developmental tasks relevant to this study are
crystallizing, specifying, and implementing a vocational
preference. These are the core tasks of the exploration
stage.de accomplisﬁ these tasks successfully, Super
(1957) has empirically identified four factors:
planfulness, decision competencies, exploratbry attitude
(as indicated by the quantity and quality of resourceé
used), and information about work. The présen£ program
was designed to facilitate these four factors and others
such as self awareness. If a parent is reasonably
successful in helping his or her child to strengthen
planfulness, decision competencies, exploratory‘
attitudes, and information about work, it follows that.
the child will manifest more career maturity,and ﬁoré

readiness to successfully accomplish the developmental
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tasks of the exploration stage.

2. If parents and their adolescent children work
together on the Cochran and Amundson (1984) program,
their adolescents will report gains in family cohésion
and adaptability compared to adolescents not involved in
the program, as measured by FACES,

This hypothesis is based directly upon
Bronfenbrenher's (1979) theory of dyadic progression. To
summarize, an observational dyad is formed when two
people begin to pay attention to one another. If they
pay attentibn,'they are more likely to become.jointly
engaged in a common activity. A joint actiVity dyad is
-formed when two people participaté in a joint actiéity.
As they participate, ‘they are more likely to_"devélop.
‘more differentiated and'enduring feelings toward one’
another (p.59)." A primary dyad is formed when each
member of the dyad thinks of the other when apart, is
the focus of strong emotions, and is influenced by thé
other's presencé when apart..As feelings of caring are
established( it is more likely that a primary dyad will
be formed. The present program was designed to
facilitate the factors.(paying attention; mutual warmth
and feeling) that stimulate dyadic progression. If a
parent and child are reasonably successful in

cultivating the facilitative factors, it follows that
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the child will experience more family cohesion and
adaptablllty, indicative of dyadic progression.

Although the prlmary focus of the study is on the
~adolescent, an analysis of parent responses will be
included to discern whether there were correspondlng
changes in family cohe31on, adaptability, dyadic
formatlons and in the career maturity from the parents'
perspective.,

Although these two hypotheses are separate,
they are concéived in the design of the program as
mutually supportive. Following Bronfenbrenner (1979), .it
is assumed that if a dyad manifests'more reciprocity,
balance of power, muﬁual feelinés of warmth, and
togetherneés on a cémmon task, then thebdevelopmental
impact of the dyad will be greater. Conversely, if the
tasks posed increase in complexity, there will be a .
greatef‘career developmental_impact. Through instruction
and task design, the program was framed to stimulate
both dyadic progression and cafeer development in an
integrative fashion. The complex and personal nature of
the workbook tasks invitevthose qualities (paying
attention, reciprocity, and mutual balance of power)
that facilitate dyadic progression; In turn, a higher
level of dyadic formation will likely improve the

quality with which workbook tasks are completed.



CHAPTER THREE
METHODOLOGY
Design
A two group pretest - posttest experimental design
was employed‘to study the effects of the Parent
Counselling Program (Cochran & Amundson, 1984). The
CDI, FACES, and the Self-Reportquestionnaire were
administered to the students in the Experimental andvthe
Wait-Listed Control Group before and after the program.
FACES and the Self-Report Questionnaire were
administered to the parents of both groups before and
after the program. |
The families were asked to complete the program
within a four-week time périod, from May 16 - June 14.
After the program was ¢ompleted, and the scores
tabulated, the two families that had shown the greatest
increése in raw scores in all measﬁres, the two thatvhad
' little or no change, and two that had lower posttest
scores were interviewed in person. The other families

were interviewed by telephone.

» 4 week .
Pretests Intervention Posttests
Experimental CDI1 Parent career CDI
Group FACES counselling FACES
Questionnaire program Questionnaire
Control CDI ’ (Wait-listed; CDI
Group FACES No placebo) FACES
Questionnaire : Questionnaire



62
Sample

Forty volunteer families with children in grade ten
or eleven participated in the study. They were solicited
from five different schools in the Lower Mainland. Each
school was represented by eight'families, four
Experimental and four Control. Table 1 describes the

sample for each school,

Table 1

Description of Sample Within Schools

School Gender Grade
Experimental Control Experimental Contrel
M F M F 10 11 10 11
A 3 1 13 2 2 2 2
B 1 3 2 2 1 3 3. 1
c 2 2 1 3 31 1 3
D 1 3 2 2 13 3 1
E .1 3 2 2 2 2 2 2
Total 8 12 8 12 9 11 119
Parent 8 12 7 13

School A is situated in a lower middle class
dietrict>in which fishingvis the predominant industry.
Absenteeism is high during May and September because
students are e#pected to help with the fishing.

Motivation for high achievement is not as high as in
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School D and E because many students take over the
féﬁily business.

School B is located in a middle class rural area. A
large proportion of the families in this area farm for a
living. The school has a rural-like atmosphere. Extra
curricular activities do not play as significant a role
as in other schools because most students are bused;
Counsellors report that parents place an important
value on education and the work ethic.

School C is situated in a very affluent area
consisting of many business entrepreneurs and
professionals; Parents have high expectations of their
children in regard to school achievement.

School D is located in a lower economic region
Qhere many parents are laborers. Counsellors reported
noticing the effects of recent parental unemployment.

School E is in an afea where families represent a
moderately high income level. The school is four years
0ld and the suburb is relatively new. Families consist
of semi-professionals and professionals. This was fhe
only school that had an active parent-teacher group.
Treatment |

In each of the schools, the families (1 parent and
1 child in grade ten or eleven) were randomly assigned

to the Experimental or Control group. Each group
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consisted of twenty families. Counsellors of the
students met with the groups to explain the purpose of
the program (to help the child with his or her career
planning). These counsellors were from the students'
schools. All of the counsellors had completed master's
degrees in counselling psychology at the University of
British Columbia. i

The counsellors infofmed the pérehts about the

Manual for Parents (Cochran, 1985) which would take them

through a self—guided step—by—stép procedure in helping
their child with career planniﬁg. The Manual is found in
Appendix A. If they encouhtered any problems, they‘weré“
asked to refer to this manual before they telephoned thé
counsellor. The subjects were also told that they would

- be inﬁerviewed by teléphone to determine how the program.
went and that a selected number of them would be asked
to do an in-depth interview to give feedback and
recommendations. Before they were issued the program
manual, the families were asked to £ill out the CDI
(students only), FACES ahd the Self-Report Que;tionnaire
(students and parents). These were used éﬁ the pretest
measures for the study. The Experimental Group waé given
- the program and was told they would havé four weeké to
complete it. The Control Group was told they would

. receive the program in four weeks time, after the first

.group completed theirs;
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When the program was completed, the families met
- as a group (Experimental) to take the CDI (students),
FACES and The Self-Report Qdestionnaire (students and
parents). They were once again informed that they
would be interviewed when the analysis was done:

The Control Group met the next e&ening. The CDI,
FACES and the Questionnaire were'administered and the
program was distributed. The counsellor éxplained the
program and asked the parents to call if they had any
difficulties.

After the data were analyzed, the families were
ranked accofding to scores based on the pre—post
measures. The two highest, the two lowest, and two
middle ranking families were interviewed by the
investigatdr to get a narrative description of how the
program went and how it was of benefit to them. This
enabled the researcher to better determine what
facilitated or hindered change in career maturity and
family cohesion and adaptability. The interviews allowed
the families to state their experiences of doing the
program in their own words. The remaining parents
involved in the expefimental part of the study were
teiephoned ﬁo determine how the program went and if
there_were any difficulties with the program. A copy of
the questions, asked in the interview, appéafs in

Appendix J.
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Instrumentation

a. Career DeVelopment Inventory = School Form (CDI)

The Career Development Inventory (Super, Thompson,
Lindeman, Jordaan, & Myers, 1980) is an objective
multifactor, 120 item, self-administering inventory
measuring vocational maturity in adolescents. A detailed
.description of the factors measﬁring career maturity can
be found in the CDI User's Manual (Super et al., 1979)..

The reliability data for the CDI were obtained by
using the_test-retest method, measuring stability
of a response over a two or four week interval. It was
determined from the responses of 1381 male and female
students in grades tén, eleven and tweive. Reliability
for the Career Planning Scale was r = 0.85 to 0.90;
Career Exploration Scale was r = 0.75 to 0.81; Decision
Making Scale was r = 0.58 to 0.71; and Work World Scale
was r = 0.77.to.0.87. Internal consistenéy is gauged by
the alpha statistic and ranges from r = 0.79 tov0.88 for
the scales, but is strongest for the combined score
(Career Orientation Total) ranging from r =.O.82 to 0.87.
The Career Orientation Toﬁal (COT) is used as a global
measure of career development and is used in this study.

The CDI was correlated with four variables to
confirm conétruct'validity. These variables wéré:v 1)

socioeconomic level of father's occupation, 2) a self-
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rating of the student's vocational preference level, 3)
aptitude as measured by the SRV-Verbal Test, and 4) the
gfade point‘average for ninth grade courses.
Correlations ranged from .15 to .59 and were
statistically significant at the p<.05 or the p«<.01
levels. Career Orientation Tofal did not correlate with
Social status and school achievement (Super et al.,
1979). |

While the user's manual for the CDI does not report
the intercorrelations ambng the four subscales that make
up the overall COT scale, it does report the results of
several factor analyses. For separate studies of males
and females in different levels of education (grade nine
- to fourthAyear ofvuniversity), the factor structure is
consistent. Using a principal components analysis with
varimax rotation, two factors emerge, one which combines
career planning and career exploration and one which’
combineé decision making and Qorld of wérk information.
The first factor is.attitudinal while the second is
cognitive, aécording to the theory and supportive
evidence. When combined into a totai score, the CDI
provides a general composite measure of'career
development which has a high degree of internal

consistency and stability up to six months.
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b. Family Adaptability and Cohesion Evaluation Scales (FACES)
The Family Adaptability and Cohesion Evaluation

Scales (Olson, Bell, & Portner, 1978) is é self-report
instrument that addresses two dimensions of family .
functioning: cohesion and adaptability. It measures
percéption of one's family environment. Of the 111
multiple choice items, 54 items relate to Cohesion, 42
to Adaptability, And 15 to Social Desirability. Social
Desirability was incorporated to monitor the extent to
“which individuals may be "faking good" when responding.
Subjecﬁs answer each item on the basis of its
applicability to their family using a four point scale.
from 1 = "true none of the time", to 4 = "true all of
the time".

| Low adaptability scdres indicate a family situation
which is resistant to change. High adaptability scores
represent a chaotic home environment where instability
prevails.'Low écores on thé cohesion dimension suggest a
disengaged enviroﬁment characterized by distant
relationships between members. High scores indicate a
family environment where reiationships among members are
excessively high (Olson et al., 1978). The model
proposes that a balanced levél of both cohesion and
adaptabiiity'is mést funétional to family development.

‘Sixteen family types are identified using the

scores as shown in Figure 1.
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Figuré 1. Circumplex Model: Sixteen types of marital and

family systems (Barnes and Olson, 1985, p. 440).

Four balanced family types represent more
functionai family systems: flexible separateness,
flexible connectedness, structured'connectedness,‘and
structured separaténess. These open systems are
distinguished by the ability of the individuals to
exéerience and balance extremes of being independent and

being connected to families.
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" The internal consistency (alpha) of the total
scores for adaptability and cohesion is r = 0.75 and r =
0.83 respectively. Split half reliabilities were very
low, and the authors of the measure caution against
using partial scores in the form of subscales,

recommending instead, the use of total scores.

Student/Parent Questionnaire

These instruments were constructed to obtain
information_primarily designed to describe the research
sample and to obtain additional data to be used for
"control and analytical purposes. The questions addressed
the dyadic formation changes (as they relate to
Bronfenbrenner's theory) and the career related
’behaviors (as they relate to Super's model of career
maturity). The dyadic formation questions included
the four necessary conditioﬁs for moving to a primary
dyad, namely: paying attention to each other, striving '
for reciprocity, striving for a mutual balance of power,
.and'creating a warm atmoSphére. The other questions
pertained to Super's career related behaviors which>
relate to task accomplishment in career development.
These inc}uded: career planning, career exploration,

decision making skills and knowledge of the work world.
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These questions were presented in a Likert-type response
format which took about 5 - 10 minutes to complete.
An item and reliability analysis using the LERTAP
Program (Nelsoh, 1978) was conducted on the questions to
judge discrimination of items and determine internal
consistency. Copies of the qﬁestions are found in

Appendices H and I.

The Interview

- The investigator interviewed each family to
determine the effectiveness of the program from their
owh viewpoints. This was conducted to augment the
quantitative part‘of the study. The purpose was to ask
open ended questions to enable the families to give
concrete examples‘of the changes brought out by the
iquantitative variables.

Six parents were interviewed in person; the others
were iﬁterviewed by telephone. The six families chosen
for indepth, in person interviews included: two parent-
child dyads showing the highest gains in the'pretest
and posttest measures; two showing little ér no change
in these measures and two showing scores lower in the
posttest than in the pretest measures. Although the
~ child in‘each familyAwas interviewed, the major portion

of the feedback used in the study came from the parent.
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To allow ample opportunity for‘positive as well as
negative comments, the investigator spoke very little
other than to assure the family that whatever they had
to say was important. The investigator posed the
question and asked for more details. The parents were
asked to define their experiences, in their own words,
about the program and the progress they made. These
interviews took approximatelybone hour to complete.
The telephone interview involved asking the parents
questions and hand recording their remarks verbatim.
These'interviews took approximately fifteen minutes to
complete. A copy of the questionsbused for both

interviews can be found in Appendix J.

Analysis of Data

- The data were analysed in two ways. First, the
quantitative data were analysed using'a multivariate
analysis of Variance. Next,'data»gathered through
interviews were analyzed according to content.

Using the pretest and posttest'scores of the
dependent variables: FACES, CDI, and the Questionnaire,
a multiveriate analysis of variance (SPSS Pregram) was
used to test the program for significant differehces
between the experimental and contfol groups. ANOVA, ueing

the same SPSS program, was used for univariate tests of
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significance. Prior to this analysis, the reliability of
variables was assessed in two ways. First, the
Questionnaire of dyadic formation and career maturity
.was subjected to item analysis, using the LERTAP’
computer program (Nelson, 1978). Among other things,
this program provides a distribution of responses for
each item, along with item means and standard
deviations, that allow each item to be checked for
adequacy of discrimination. LERTAP provides a
correlation of each item_wiﬁh thé test total (both with
and without the correlated item). In this way, the
relevance of each item to the test total cam be
" assessed. Second, the program calculates a Hoyt estimate
of reliability for the set of test items, providing a
measure of internal consistency. Using the control group
only, pretest scores were Correlated with posttest
scores for eaéh variable sepérately. These correlates
indicate test-retest reliability or the extent to which
_scdres were stable over time. While adequate reliability
has already been reported for FACES and the CDI, it is
still valuable to check stability. However, the
Questionnaire is a new instrument and evidence for
reliability is more crucial.

The personal interviews were tape recofded and

transcribed. The transcripts were analysed and
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.classified according to the categories of career
awareness, self awareness, decision making, paying
attention, striving for reciprocity, mutual balance of
power, and providing a warm atmosphere. The
questionnaire was constructed to consider as much as
possible the constructs which arise from Super's (1957)
model of career development and Bronfenbrenner's (1979)
model of dyadic formations. Quotes from each family
appear after each category. The same procedure was used
for the families interviewed by telephone except that
the results were summarized and only responses

representing a minimum of four families were used.



CHAPTER FOUR
RESULTS

The interviews with parents determined whether or not
each dyad completed the workbooks. This was checked in two
ways. First, each parent indicated whether the program was
completed. Second, from answers to questions, it was
possible to judge whether each dyad;had completed the
program., That is, they were_aéked ta report experiences that
'they could only have had if they completed all three
workbooks. A sample of workbooks was also examined to see
how the tasks were done. From these interviews, it was
concluded thaﬁ all twenty families ﬁad finishéd the program.
On_the average, dyads devoted about 12 hburs to the progranm,
with the range fromv5 to 21 hours. Further, all parents
found the tasks té be clear and easy to follow. No familiés
telephoned the counsellor for assistance during the program.

Quantitative Analysis

The main thrust of this study wés to investigate the
effects of the Cochran and Amundson’(1984) parent guidance
program on career maturity and perceptions of family
éohesion énd adaptability of adolescent students. The
hypotheses Qere tested using a multivariate analysis 6f
variance.(MANOVA). Since there are several dependent
measures, univariate tests of significance would be
inappropriéte'for at least two reasons. First, as the number

75
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of tests increase, there is danger that some tests will be
significant by chance. Second, univariate analysis neglects
the interrelation among dependent variables; For these
reasons, a multivariate analysis of variance with repeated
measures is preferable.‘Classificatidn (between groups)
variables included treatment, school, and sex. The dependent
measures included family cohesion and family adaptability of
FACES, the career orientation total of the CDI, the.career'
maturity items of the questionnaire, and the dyadic
relatidnship items of the questionnaire. Thése measures were
repeated over timé. Multivariate hypotheses were tested,
using Hotelling's T*statistic.

Ttem Analysis

Prior to hypothesis testing, an item analysis was
céndﬁcted upon the 7-item questionnaire (Appendix H & I).
'For this analysis, 160 completed questionnaires were used,
composéd of 40 pretests and 40 posttests for parents and the
same number for their chilaren. The item means ranged from
3.01 to 3.69 with standard deviations fanging from .90 to
1.11, indicating that each item is reasonably discriminative
and fhat no item is.excessively biased toward extreme respornse.
A Hoyt eétimate of reliability for these seven items is .83.
Item correlations with the test total ranged from .58 to .79.
In sumﬁary, the questionnaire manifested an acceptable degree

of'internal consistency using a conventional standard of .8.
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Stability

| To estimate the stability or test-retest reliabilities
of variables, the pretest and posttest scores for the
control group were corrélated for each variable separately.
The correlations were .787 for adaptability, .895 for |
cohesion, .931 for COT (Total Score for the CDI), .883 for
career items of the Questionnaire, and .948 for dyadic items
of the Questionnairé. While cdrrelétions of .6 are generally
acceptable for experimental studies, correlations over .8
afe usually required for test construction (Nunnally, 1967).
As the correlations indicate, four variables showed
satisfactory stability. Adaptability, although less than .8
approachéd a satisfactory level of .787 which is still
acceptable for experimental purposes.

~An Assessment of the FACES Scales

As indicated earlier, the extremes of the FACES scaies‘
are regardéd as problematic. Desirable changes take place
with the middle rénge of scores. In this study, desirable
change on the topic of a child's caréer development involved
stronger bonding.which Olson (1979) termed "connected
family functioning", and hore adaptability which Olson termed
"flexible family functioning". Consequently before an
analysis could bévundertakeh, the range of scores were
checked to determine that change took place within the middle

range of the model rather than in the extremes.



78
As can be seen in Appendix P, the adolescent scores

were largely within the middle range. In no case did a person
scofe at the extremes of chaos or enmeshment. Parent pretest
scores tended to fall within the middle range on cohesion,
but many were extremely low on adaptability, as can be seen
in Appendix Q. However, in no case did parents scores move
to the extremes of chaos‘dr enmeshment on the posttest.

Multivariate Analysis

A multivariate analysis of variance.(MANOVA) was .
-conduéted on the dependent measures, yielding a significant
effect (Table 2) for groups over time, F(5,16) = 9.38,
p<.01. That is, a linear combination of dependent variables
‘indicates that the experimental group made significant gaihs
(Figure 2) in comparision to the control group. To examine
this effect further, univariate tests of significaﬁce (Table
3) were conducted using an ANOVA with repeated measures.
Family adaptability showed no significant differénce;
‘however, there were significant différences for family
cohesién, career maturity, career items and dyadic items of
the questionnaire.

The experimental group manifested sighificant
gains on four of the five variables, in comparision to the
control group (Figure 2). For the dependent variable FACES
(Family Cohesion), Figure 2.a shows the Control group with

a decline of 3 points and the Experimental group with an
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increase of 5 points. The Career Maturity (Figure 2.c)
items of the questionnaire produced similarvslopes whereby
~the Control Group declined 2 points and the Experimental
Group rose 2 points. The items on dyadic bonding of the

-questionnaire (Figure 2.d) indicate a slight decline of one

point for the Experimental Group and an increase of 5 points

for the Control Group. The.Career Orientation Total of the
CDi (Figure 2.e) shows an increase of_6 points for the
Cbhtrol Group and an increase of 18 points for the
Experimental Group. According to the norms for 12th grade
students, this gain is substantial; a change from the 25th
to the 55th peréentile. Compared to the norms stated in the
manual, the pretest means differed by -3. The mean of the
pretest scores éf_the experimental and the control group was
102.9, compared to the norm of 102.6 of the same age group.
The school effects were examined using a mﬁltivariate
analysis to determine_the_interaction with time, sex and
treatment. Only one.interaction (schéol by time) was
significant (Appendix K). Since no univariate test of this
-intéraction was significant, its meaning is not clear. There
seems to bé a tehdency for students in one school to
generally improve more than students in other schools, apart
from the tréatment related changes. This could be due to
inherent counselling.program differences among the schools,

or.to.other unknown factors. There were no other significant



Table 2

Summary of Multivariate Tests onbstudents' Scores

Source DF T Probability

Between Groups
Treatment (T) 5,16 1.19 +36
School (8) 20,58 1.11 .37
Gender (G) 5,16 .82 .56
T X é 20,58 1.02 .45
TXG ‘5,16 .91 .50
SXG 20,58' .61 .89
TXSXG 20,58 1.04 .44
Person (T,S,G)

Within Groups (Occasion(o))
OXT 5,16 9.38 .001
0 X S‘ 20,58 1.76 .05
0XG 5,16 .79 .57
OXTXS >20,58 1.44 .14
OXTZXG 5,16 2.62 .07
0XSXG 20,58 .98 .49
OXTXSXG 20,58 .80 .71
O X Person (T,S,G)

Note: Dependent measures include: FACES (Cohesion), FACES
(Adaptability), CDI (COT), Questionnaire on Dyadic

Formations and Career Maturity.



Table 3

Summary of_Univariate Tests on Students' Scores for

Occasion by Treatment (0 X T)

Dependent Variable DF F Probability
FACES (Family Adaptability) 1,20 1,02 .324
FACES (Family Cohesion) 1,20 5.81 .026
QUESTIONNAIRE (Career Maturity) 1,20 5.63 .028
QUESTIONNAIRE (Dyadic Formation) 1,20 14.56 .001
CDI (Career Orientation Total) 1,20 23.21 .001
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Table 4

Summary of Means and Standard Deviations of Dependent

Variables

Group FC FA Q.CMat Q.Dyad CDI

Experimental '
PRE: Mean 251.4 186.9 3.33 3.52 95.2
SD ~ 15.5 14.2 .87 .83 - 16.6
POST: Mecan 254.3 185.5 3.51 3.42 - 113.2
SD 17.9 15.0 .79 ’ .86 16.8

Control

PRE: Mean 254.6 186.1 3.40 3.58 100.6
SD 20.6 14.6 .77 .95 16.8
_POST: Mean  249.3 182.3 3.20 . 3.03 106.8
SD - 23.6 14,2 .74 .91 14,9

Note: Abbreviations: FC FACES (Cohesion), FA = FACES
(Adaptability), Q.CMat Questionnaire on Career Maturity,
Q.Dyad = Questionnaire on Dyadic Formation, CDI =
Career Development Inventory (Career Orientation Total).
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interaction effects involving schools.

In summary, the difference in scores is largely
attributable to the imprevement over time of the
experimental group. This effect is generally not dependent
upon sehool or sex, or on higher order interactions.
Significant improvement was found for familyvcohesion,
career maturity, career maturity items of the questionnaire,
and dyadic relationship items of the questionnaire.

As a secondary exploration, a multivariate analysis of
Variance was conducted upon parent pretest and postest
scores, including family adaptability and cohesion, dyadic
formation items, and career maturity items from the
Questionnaire (Appendix L). Using Hotelling's test, a linear
chbination of these dependent variablee indicates that the
experimental group made significant gains in comparison to
the control group, T*(4,27) = 3.00, p <.05. To examine this
| effect further, univariate tests were conducted using an
ANOVA with fepeated meaeures (Appendix M). Once again,
family adaptability showed no significant difference. Change
in family cohesion and dyadic formation approached
significance, while change on the perceived career maturity
of their children reached significance (Appendix N).
Geherally, the resuits tend to parallel those examined
previOusly,ialthough parents indicated weaker change on

cohesion and dyadic formation, and stronger change on career
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maturity. A summary of group means and standard deviations
and a classification of parent aﬁd child according to the
Circumplex model of family systems is found in Appendices O,
P, and Q; |

Qualitative Analysis

The parental comments during the interviews indicate
_ strehgths in the prdgram that support and enrich the
quantitativevresults. These commentsvprdvide insight into
the-effeétiveness of the program on the adolescent. The
. program was aimed at the child and the parent in the home;
-therefore participant .observation was not feasible. A
structured retrieval of information was necessary to better
understand what facilitated the results of the quantitative
portion of the study. Hence, the analysis was based on the
, theéretical_orientatidns of Super's (1957) career matu:ity
modei and Bronfenbrenner's (1979) model Qf dvadic formation.
. 0Of a seCondary nature; thé followiﬁg two comments were
expressed. Of 20 parents, 14 reported they dislikéd doing
FACES. They reported the content of gquestionnaire was an
intrusion into their privacy and that answers could.depend
on moods. Twelve parents indicated the four-week time factor
allowed for the program and the time of yéar was an | |
.impediment. The time 6f.year choseﬁ to do the program was a
very busy one with final exams and summer holidays

approaching.
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Indepth Interviews with Six Families,

The personal interviews were conducted in the home of
each family. Each interview lasted approximately one hour.
-‘Although each'family was unique, the feedback was
categorized into specific areas. Family 1 and 2 (Type One)
represent the dyads with the largest change; 3 and 4 (Type
Two) represent the dyads with‘little or no change; and 5 and
6 (Type Three) represent those dyads whose posttest scores
were lower than the pretest ones. The adolescents' scores on
FACES which categorizes the family type for each of these

six families are shown in Table 5.

Table 5

Adolescent Faces Scores Classified Acdording to the
' Circumplex Model

Family Category Adaptability Cohesion
T 1 Pre: S-D 184 ' 230
Y = Post: S-S 207 265
P .

E 2 Pre: S-S - 187 240
1 Post: S-S 208 , 265
T 3 Pre: S-S 185 243
Y Post: S-S 187 248
P ) .

E 4 Pre: S-S 201 237
2 Post: S-S 206 240
T 5 Pre: S-D 184 230
Y - Post: R-D 168 - 220
P

E 6 Pre: R-D 181 199
3 Post: .R-D 164 179

Note: Abbreviations: S-D: Structurally-Disengaged, S-S:
Structurally-Separated, R-D: Rigidly-Disengaged.
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To convey the quality of experience relevant to each
category, direct quotes will be used. Following this
- representative selection of interview comments, general
trends will be identified.

Career Awareness

All the parents involved in the program indicated
their child showed an heightened career awareness which
allowed them to act in more realistic ways.

(a), Type One Dyad

Parent One: "Before the program, G. lived in a fantasy
world. He loves directing, Writing and acting. The program
helped him be realistic enough to know that maybe you can't
make much money that way so we won't exclude doctor or
lawyer. At this moment he realizes he has a lot of
opportunities open to him."

Parent Two: "J. had no plans at all before the program.
‘I think he is a little closer to knowing what he wanfs to
do. He.is now talking ébout going to university and sees
‘that as a necessity.”

(b) Type Two Dyad

" Parent Three: "It séemed,S. had too many things on her
" plate, so we really had to seriously think this through and
narrow down some éreas. Tﬁe program,started her thinking
seriously in two directions, namely sports and helping
others."

Parent Four: "She is certainly thinking about careers.
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For example, take an activity and pick'out the strengths,
well, she just assumed what they are but to define them on
paper was different. This would lead her to thinking about

what I am good at and what I might do."

-(c) Type Three Dyad

'~ Parent Five: "This is the first time she is telling me
What she wants to do. At least now she is thinking about
finishing school first. At least I got her thinking about
the future."

Parent Six: "He was totally unaware of what the real_
world is really like but Ilhonestlybbelieve M. is starting
to formulate some theories about life because he knows he
has to support himself when he is finished grade twelve."

The gains madé differed for each adolescent. For
example, two began more realistic planning, one began
‘planning for university,'one narrowed several options té
two,.one related strengths and abilities to career options,
and one begén planning for next term. These comments support
thé quantitative part of the study which measured aspects bf
careef maturity (career awareness) using the CDI.

Self Awareness

Five parents reported an increase in self awareness of
their child.

(a) Type One Dyad

“Parent One: "G. now knows a great deal about his

interests. The program brought home to him that he does live
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.in a féntasy world. He knows his strengths but it was good
to discuss them. His strengths and values were things like
courage, détermination, pride. For a grade ten that is
really quite something."

Parent Two: "He learned he is a very social person; He
certainly khows what he' is looking for in an everyday work
situatién. He has a better idea of the kind of life style he
wants."

(b) Type Two Dyad

Parent Three: "S. is a very aware person. She
discovered her strengths and has become aware of what is
impo:tant to hér. The program confirmed to her that she was
good in‘a lot of areas and why she was good in them."

Parent Four: "She did realize she has strengths in
certain areas. She is a good listener and she didn't

recognize this until we did the activities.™

(c) Type'Three Dyad

Parent Fi?e: "She finally saw herself in a positive
light. She could see she wasn't this bad egg. She has a lot
of friends so she is a likeable girl."

Parent Six: " He doesn't seem to have any goals past
‘the.next meal. As his mother, I would say he doesn't»know
himself at all."

Given the individual situations, the program helped

five adolescents make a connection between self awareness
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and implementation of a cafeer. Family One saw the child no
longer’living-in a fantasy world, Family Two realized the
central feature of sociability as a necessary aspect for
the life style the student wanted. For Families Three and
Four, the program confirmed or made aware the strengths the
adolescents had. For Family Five, the program helped the
child see herself in a more positivg light which made her
more capable of making a realistic éelf appraisal. Family
Six reportedvthe child did not know himself at all. The.
comments provided by the parents support the quantitative
. part of the study measuring the self awareness aspect of

career maturity in the questionnaire.

Decision Making
Family Types One and Two reported they had greater
confidence in the ability of their child to make a better

career decision.

(a) Type One Dyad
.Parént One: "It is:too early for him to make any

-final career decisiOns. I think when the time comes for him
to do this, he will make a good one because hé_will have the
know-how and will see to it that the career he chooses will
offer him what he wants."

| Pafent Two: "He now has a clearer idea of what it takeé'
to plan a career. I am sure that he is capable of saying at
this point that this is what I am going to do. He is better

equipped to make a decision now."
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(b) Type Two Dyad

Parent Three: "I feel fairly confident that she is
capable of making a good decision. She has a good head on
her shoulders. She has a tremendous amount of committment
and determination. She wouldn't do anything without giving
it a lot of thought."

Parent Four: "Let's take French. It was her decisioﬁ to
take it in summer school, not mine. Shé knows she needs it
to keep her options open. I told her she can use this
process in the future when she makes decisions.”

(c) Type Three Dyad

Parent Five: "She ién't ready to make a decision yet. I
hopevshe Will grow up more next year. I donft think she
cares about much right now." |

Parent Six: "Not major decisions of any kind. I don't
think that he is mature enough to make any decisions for
himself and whét he should be doing."

The quotes representing Type One and Type Two dyads
provide a more concrete basis for the gains exemplified in
the CDI. |

Dyadic Formations

(1) Paying Attention:

The comments of each parent indicated there were more
enduring feelings between the parent and child in four of

six families. Parents were made aware of several
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characteristics of the relationship by paying more attention
to the child. For example:

(a) Type One Dyad

Parent‘One: "I feel closer to him somehow. I guess we
are finally relating as adults., His values made me realize
how mature and deep thinking he is."

Parent Two: "I can talk to him about évefything. G. is
very open and takes oﬁr suggestions as well.as we always hear
him out. It has impressed me that‘he is a very likeable kid
and I trust him." |

(b) Type Two Dvad

Parent Three: " Wwith S. I have a particularly close
relationship because she is just such a pleasant person to
be around." | |

Parent ‘Four: "Doing a pfogram such as this just makes

me realize I like her a lot more as a person."

(c) Type Three Dyad

Parent Five: "She just won't listen."

Parent Six:'"When He is in a good mood, if‘I have
anYthing to say he will listen. Our relationship used to be
very good." |

" (2) Mutual Balance of Power and Reciprocity:

Bronfenbrenner (1979) defines reciprocity in a dyad
with a particular emphasis upon the coordination of

activities between two dyad members. Reciprocity refers to
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reaction in kind as each gives and takes. However,
Bronfenbrenner also stresses that the ways A responds to B
might differ from the way B responds to A in order to
coordiﬁate or participate with one another. While
reciprocity might be negative (A requests while B refuses,
B's refusal leads to A's anger), Bronfenbrenner's concern is
positive responses or efforts to coordinate in a productive
&ay on a joint task. Balance of power concerns the relative
influehce of one member of a dyad on another. A Might
inflﬁence_B more than'B influences A. As dyads progress,
Bronfenbrenner assumes'that the developmental‘impact ef a
" relation is heightened by a movement toward a more mutual
balance of pewer or one that shifts in favor of the
develdping person. In‘the examples below, a quote may
indicete more than one facilitative factor. For example,
warmth is present as well as reciprocity.

(a) Type One Dyad

Parent One: "We would like him to lead a comfortable life
style but you can't lay that on. It has to come from him
and it is. I found>out i could trust him. I liked helping my
son with the program. He was pleased I took an interest in
him."

Parent Two: "We try not to influence him to our way of
thinking but we try to encourage him and help him. We have

always been open but it really'showed now. We try not to
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pooh-pooh him and he appreciates it."

(b) Type Two Dyad

Parent Three: " She would never discard what we have to
say. We are §ery open with each other. We are very open to
what our children have to say and encourage input in all
areas. In turﬁ, they know they can trust us."

Parent Four: "I hever thought about things she valued,
so this was a perfect opportunity to learn about her as I
helped her. She took pride in teaching me. What she didn't
like aboﬁt the program, she didn't take out on me but kept
it as an issue we would both deal with. We really do things
jointly." |

(c) Type Three Dyad

Parent Five: "I Qish we got along better. Nothing I do
seems to satisfy her. Whenever I want to talk, she calls me
old fashioned and won't listen."

Parent Six: "Those times (when he closes himself off
from the rest) he will avoid me totally or comes and asks me
sbmethiqg that he knows he can't have so that he can get mad
and stomp out., This proéram was a perfect opportunity to do
something with him that would benefit each of us and he just
wouldn't cooperate." |

{3) Warm Atmosphere:

Parents provided comments which indicated the closeness

they experienced with their child. For example:
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(a) Type One Dvad

Parent One: "We will talk about everything and
anything. Beéause he is around'a lot we talk about
everything. His Dad takes him fishing or they go for a walk
because his Dad is aware of the importance of being able to
talk to each other."”

Parent Two: "It was just showing him that we are really
concerned in what he does and we a;e-interested’in him and
his future. So I guess he realized that we weren't pushing
him but were really trying to help him." |

. {(b) Type Two Dyad

‘Parent Three: "We ére a very close family and we do
many things together as a family. We.alwayS attend every
event our kids enter.” |

Parent Four: "When something goes wrong, we do function
togéther; I have alwéys said there is always a solution when

things go wrong and we always find one.

(é) Type Three Dyad
Parent Five: ""She says I am too old fashioned and too
striét'and_too uptight;"
| Parent Six: "I can't tell one minute from'the'next what
"his mood will be. I try notvtd become too upset about it
'becausé he will grow out of it."
The two families that did not'achié?e warmth seemed to

experience trouble in other areas as well. The interviews



96
indicated that Type One and Type Two dyads showed shifts in
balancé of power, mutual feelings of warmth, and
togetherness. This supports the quantitative portion of the
study measuring cohesion on FACES.

" Benefits of the Program

There were several benefits of the program. All the
parents indicated an increase in.their child's self
awareness, career aWareness, and a more enduring relationship
between theﬁ. Four of six parents reported their children-»
were better able to make a career decision. |

"{a) Type One Dvyad

Parent One: "Putting it down on paper really helped G
realize how interested he is in the arts. His values made me.
realize how mature and deep thinkiﬁq he is. We did the grid
several times so that his choices'were satisfactory to all
his values."‘

Parent Two: "For the first time we were actually talking
 specifics. Putting the grid together and actually coming up
with something concrete was exciting for J. I guess we
learned that we have a son who is growing up and that he has
doné some thinking about going to university after grade
12;" |

(b) Type. Two Dyad

Parent Three: "Doing the program in a structured way

confirmed that S would'definitely like to pursue a career in
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sports. S. spent a lot of time in the career center trying
to get information about the different types of jobs in this
area and we are now talking to people who are involved in
this aréa. The program started her thinking seriously in
certain directions.”

Parent Four: "We realized in doing this program that
she needed French so she is going to take it in summer
school. It’couldn't have been more timely. The program made
us focus in on something in an organized manner."

(c) Type Three Dyad

Parent Five: "For a change J. saw herself as being able
tb do something as okay. We talked about the courses she
would take in grade 11. I acﬁually went to the échool to see
the counsellor to see if I could get her into a cafeteria
program next year."

Parent Six: "It was so discouraging for me. We just
-didn't get anywhere. It was far too lengthy to bé of any
bénefit to us. At least we were able to discuss the
interests and come ué with the values. I intend to try this
again with him next year." |
| The benefits were as varied as the number of family
dyads. They ranged from planning next term's courses, to
" making more realistics decisions, to raising the student's
self esteem, to actual career identificatién. The comments

chosen for the study represent just a few examples of what
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thebparents reportad. However, the majority of the comments
support the first part of the study which indicated an
increase in adolescent career maturity, and peréeptions of
family cohesion and dyadic formation.

Telephone Interviews

The fourteen parents interviewed by telephone were
asked spécific questions concerning the program. Although a
variety of responses was given, the same categories as those
of the indepth interviews emerged. The responses support
the quantitative part of the study and the reports of the
six parents who were interviewed in person.

Career Awareness

Thirteen parents indicated the child was more aware nf
career and options available. The high rate of positive |
responses may reflect the high motivation to do the program.
' Comments from different parents support this:

"For a fifteen year old she certainlylseems to know
_ what she wants to do."

ﬁThe program made her cnme up with a career plan. Prior
to this she kept putting it off."

"We discussed all sorts of options she could follow."

"She now knows what she wants."

"He is beginning to think about careers more

seriously."
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Self Awareness

Nine parenﬁs indicated the child was more aware of his
or her étrengths, interests and values. Three familiés
reported the cﬁild was too young to know him or herself.
Two families reported there was no increase in the child's
self awaredess. Examples of quotes indicate the above.

"S. is certainly more aware of his strengths and
weaknesses. Writing the values on paper formed a picture
of himself."

"M. has confidence in her abilities to do well in

fashion design."

"She certainly knows what she wants and how to go about

getting this."

.Decision Making

Ten parents reported they believed the child was better
abie to make a career decision after the program. Of these
ten; five parents reported they thought the child was fairly
capable, considering he or she was only in grade ten. Two
parents were surprised at the Very‘high level of career
maturity of their child. The remaining two parents felt the
child was not capable of making.a career decision.

Some quotes follow:

"For her age, she is quité capable of making a

decision. I would certainly'trust her dec¢ision.”

"I learned that K is more mature about her decisions



100
than I gave her credit for. She showed me that shé could
imake a decision and why she made it."

"After the program, quite capable, but she still needs
guidance about a final decision.”
"The program made him understand what it takes to make

a wise decision."”

Dyvadic Formations

Ten of fourteen parents reported the relationship
between parent and child was good to very good prior to the
' prbgram. Nine of these parents réported they had a very
open relationship with each other. Five of these same
parents said they made major decisions as a family and four
. parents reported they always try to encouragé the child in
whatever area he or she expresses an interest. The remaining
- four parents reported a fair to poor relationship. The
program helped one mother realize the relationship with her
daughter was not as good as she thought. She '‘attributed this
to a problem son whom she had beeh devotihg all her
attention to,-and had just assumed things were well With thé
daughter.-Another'motﬁer léarned about a suicide attempt by
the daughter's best friend prior to the program. The friend
had informed the daughter of her pléns'and had sworn her to
secrecy. The daughter was struggling with this at the time
of the program. |

The interviews indicated the majority of the dyads
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experienced more reciprocity, a balance of power,
increased mutual feelings of warmth and togetherness. This
confirms the results of FACES-used in the first part of the
study. The quotes of the barents follow:

(a) Paying Attention:

Regarding paying attention, parents prbvided a wide
range of obsefvations and insights that indicated
considerable attention. One parent fecogniZed the "first
breaking away" signs and realized'if was time." Another was
impressed with the mafurity of her son. Some were amazed and
delighted while a‘few were more guarded, but all seemed to
learn and confirm things through paying attention to their

children during the program{

(b) Mutual Balance:of Power and Reciprdcity'

-As mentioned earlier, reciprocity can covary with
mutuality of power so that parent comments often indicated
reciprocity aﬁd mutuality in the same sentence. For example:

"We ask for input and reséect each other's ideas. I
teach her and she‘teachés me." |

"We have always been able to talk to eaCh-other about
any topic. I can say anything to him and of course he feels
free to speak his mind to me."

"I would never make her choose a career she didn't
want. I can help her choose but she has to decide."

"When my son realized his mother wasn't as stupid as he
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thought, he really opened up. He saw I was trying to help
him.," |

"We can both speak our minds and she is able to listen
to what I héve to say. It works the other way too."

In each of these cases, parent comments indicated more
give and take, and more openness in cthunications about the
child's career. Parent comments also indicated a shift in
power towards the child, at least regarding career dedision'
and planning. Rather than direct, pareﬁts sought to help,
encourage, and support, often justifying their position by
the confidence, trust, or faith they had in theirvchild.
Parents who do nqt shift toward a more mutual balance of.
power seem to lack this basic trust, which in turn seems to
be often connected with a more problematic relationship.

(c) Warm Atmosphere:

Regarding warmth, parents ranged from effusive
declarations of the closeness they experienced doing the
program to more bbjeétive appraisals; For example, one
parent,openly'deélaréd sﬁe.trusted her daughter totally.

" Another indicated all majbr decision were made as a group.
Another used more general terms to denote warmth: "He is
Very mature,-friendlyvand cooperative and this program
reaffirmed that." | |

In perspective, mutual balance of power, paying

attention and a warm atmoSphere seem to cluster as part of a
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more holistic experience. Parents who experience warmth in
the family also achieve more mutuality of power.

Benefits of the Program

All_the parents reported that the program helped their
child in career planning. The benefits however, were varied.
Four family dyads used thé program to help the child choose
courses for summer school or next term. Four dyads gathered
more information about spécific careers. Four adolescents
explored other afeas in addition to the preferred one. Three
confirmed the areas the adolescent was interested in. In -
addition to the above,'three felt the program helped them
formulate career plans where there were none, and six

parents said the grid helped their child decide on specific

- career areas.

"It gaVe us a good idea of what areas to pursue."
"The grid verified what his major career interests
are."
"She is more aware of what it takes to be happy in.a
career."
| "The program put‘things into perspective for‘us."
"If we wouldn't have done the program, he would have
" taken science instead of computer sciences next year. This
wouldn't have fit with what he wants to take at university."
"We learned what is available at different universities."

"The grid confirmed to her what she wants to do and why."
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"It made me realize I had to spend more time with her
ahd give her more attention.™: |
Summary

Thé indepth interviews conducted with the parents
showed their child is now more aware of. careers and the
options available to him or her. Four of six parents
reported an_inc:ease in child selfvawareness and four of six
stéted the child is better able to make a career deciéion.
The two family dyads in the high scoring range réported very
géod relationships before, during and after the program.
They were open to each other's needs and enjoyed time
together. The dyads in.the mid range also feported very good
relationships. fhe little or‘no change indicated by the
measures,'resulfed from the child knowing what he or she
wanted to do prior to the program. This was qonfirmed as the
_parent and child worked on the program. Parent Five would .
like to see the relationship improved. Family Six was
enéouhtering some family problems at the time of the program
which created a great deal of stress between mother and son.

The comments from the fourteen parents interviewed by
telephone, indicated that there were benefitsvderived from
the program. Although the comments varied,.there seemed to
be an increase in career awareness, self awareness, and
decision making. This supports the results of the

quantitative portion of the study which indicated a
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significant improvement in career maturity.

The interviews indicated that relationships were good
prior to the program indicating there may have been a joint
activity dyad present in the family and that the program may
have contributed to the formation of a primary dyad. This
may have came about as each member of the dyad paid more
attention to each other as they worked on the program. This
in turn,bmay have contributed to creation of a warm
atmosphere and a striving for mutual balance.of power. By
being open in a give and take way each member contributed in
the relationship building process.

Clinical Assessment of Two Families’

To gain some clinical insight into the different ways
families might use the ptogram, two families will be
assessed. The first is classified as rigidly disengaged and
made very little progress. TheeSecond is structurally
disengaged and did make progress. The second family is more
of‘an ideal‘case in which the parent-child dyad made
considerable improvement. Although the parental comments are
tentative and. sometimes coﬁjectural,.they might provide some
practical insight into family ptocesses as they are
manifested inAcompleting thevprogram. Perhaps the key issues
involve what facilitated and what hindered progress‘in the
progrém and whether there are important events that seem to

make the difference.
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The first family encountered many problems with the
program. When making a clinical assessment, it is difficult
to understand the family without understanding the major
event which created upheaval. Prior to this event, the
mother paid a great deal of attention to her son. She
attended all his sports activities, went for a pizza with
him once a week, and enjoYed having his friends at‘home.
After knowing a man for four weeks, the man moved into the
house without a formal role title as husband or stepfather.‘
The son's reaction was one of rebelliousness and intensé
anger. The mother's attention was now diverted to her male
friend. Thé sén mistrusts his mother-and the man. Since his
arfival, there has been little or no reciprocity or openness
in communication; The son feels as if he no longer counts in
the home, with his mother having all the power. What had
presumably been a warm relationship had turned into a very
unstable one if not a cold one. Since the child objected to
the mah's‘appearance in the home, the mother became-angry
and refused tb participate in and attend any more of the
son's activities. | |

It was within this context that the program was
conducted. The mother forced the son to sit through the
program and had unrealistic expectations of how'SUCcessfﬁl-
it would be.‘It was a>constant struggle to get the son to |

work on the program. Her comments supports this:
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"He would keep postponing it and he would think of all
sorts of excuses. I would have to threaten him to do it."

The mother described her son as unmotivated, with no
goals. He weuld not name realistic interests and claimed he
did not like any activities except hockey. He did not enjoy
school. He weuld always agree with hie mother's suggestions
so that she never knew if they were genuine. Her comment
about the grid ie illustrative:

"When the only thing you wént_to be is a playboy it is
pretty difficnlt to come up with key censiderations. Nobody |
is going to pay him for the things he likes to do." |

In assessing what hindered the constructive use of the
program, it became apparent that certain essential
conditione of Bronfenbrenner's dyadic formations were not in
place. There was no warmth, or mutuality. The mother no
longer paid attention to‘her son. Thevbasic conditions of
trusn and opennees necessary for healthy family functioning
were not evident. Bronfenbrenner's conditions of reciprocity
and balance of power are key ingredients of Olson's
dimension of adaptability. Warmth and paying attention are
essential for cohesion. None of these core conditions
necessary for effective communication were evident in this
reiationShip. |

The second family contrasted with the first in many "

ways. Family K. appeared to have a stable and warm
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relationship. The parehts were both involved in full time
professional careers and the three children, all teenagers,
_Were very active in school, sports and part time work. Any
spare.time_was spent driving the children to their numerous
events or attending to previous commitments. The family,
however, always had dinner together to prdvide the
opportunity to keep everyone up-to-date on what was
happening. The father was very proud of his children because
they wéere all "A" students and very athletic. He tried to
attend as many of their functions as he had time for.

The.daughter is a very bright student who was also
iﬁvolved in several sports activities. The atmosphere in the
K home.seemed warm and caring. The program forced the fafhef
and daughter to sit down as a unit and work together.
Because they had made the commitment to the counsellor,
£hey were prepared to carry it through. The time they spent
togethei proved to be very rewarding and pleasant to both.
The father's comments illustrate this: | |

"It was so much fun doing because we are always so busy
with everyone doing their own thing. This forced us to sit
down and work together - just the two of us."

This dyad went through.the prbgram'without any major
difficulties. The daughter was abie to establish a career
direction, éomething that had:beeh bothering her for a long

time. The father was amazed at how many interests the
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daughter had and how many options were open to her. By_
paying attention, the father discovered some talents the
daughter had and how very mature she was. He was very proud
of her.

The daughter enjoyed the program because she realized:
her‘father was really interested in helping her and was
pleased that she could have his undivided attention. The
- father had not realized the importance of this until they
worked on the program.

In asseSsing whaf facilitated the constructive use of
the prbgram, it was apparent that the certain essential
conditions for Bfonfenbrehner's dyadic progreSsioﬁ were iﬁ
place. They paid more attention to each other and displayed
mutuality in an open, warm atmosphere. As mentioned
previously,vthese are also the core ingredients for Olson's
dimensions of cohesion and adaptability. The openness and
trust displayed by the dyad provided for effectivel

communication.



CHAPTER FIVE

SUMMARY, IMPLICATIONS AND RECOMMENDATIONS

Summary

The purpose of the study was to determine the extent to
which a program designed for parents to assist their
children in career planning facilitates dyadic functionihg
and career development. The theoretical underpinnings of the
program were Super's (1957) Career Development Theory and
Bronfenbrenner's (1979) Theory of Dyadic Formations.

The study design used was an experimental design
employing an experimental and a control group. Both groups
were pretested and posttested during the course of the study.
The treatment consisted of a program deSigned to assist
.parents in their child's career development. It was comprised
of three separate modules or workbooks with each having a
number of ﬁnits. Each unit, structured and self explanatory,
was cOmpleted by the parent and chiid.cooperating to |
‘accémplish a particular career task.

The sample consisted of forty volunteer parent-child
| dyads from five schools invﬁhe'Lower Mainland. Each school
was represented bf eight families: four experimental and four
control. Each dyad had a child in grade ten or eleven. A four
week;time period wasiallowed for completing the treatment

‘110
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portion of the study. Dyads in the experimental group were
- pretested with the_Career Development Inventory (CDI) (Super
et al., 1980), Family Adapatability and Cohesion Evaluation
Scales (FACES) (Olson et al., 1978), and a Questionnaire
designed by the investigator. After the pretests, the parent
of each dyad was provided with the experimental program and
posttested with the same measures. Subjects in the control
gtoup were pretested, waitiisted and then posttested during
the»same time period.

The CDI was.chosen'for obtaining pre and post measﬁres
of career maturity. It is a reliable instrument designed
specifically to méasu:e the career maturity of high school
students. FACES was chosen to measure family functioning,
namely adaptability and cohesion. A balanced degree of
cohesion.and adaptability is most functional to family
deveiopment and studies show the instrument to be a reliable,
objective one, | |

The parent of each dyad was interviewed to determine the
éffectiveness of the program from his or her own viewpoint.
Six parents wete interviewed in person and fourteen parents
~ were interviewed by telephone.

A multivariate analysis of variance with repeated
measures was used to determine whether the CDI, FACES and thé
Questionnaite scores of Subjects in the experimental group

and control group'changed differentially. The following
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hypotheses were tested with‘major findings presented for
each.

1. If parents use the Cochran and Amundson (1984)
program to work with their adolescent children, their
~adolescents will gain in career maturity, compared to
adolescents not involved in the program, as measured by the
CDI.

A multivariate analysis of variance (MANOVA) showed a
significant treatment effect, F(5,16) = 9.38, p<.01. Using an
ANOVA with repeated measures,'univariate tests of
significance were conducted on each dependent variable
separately. Regarding career, the career maturity items of
the Questionnaire showed a significant difference, F(1,20) =
5.63, p¢<.05, as did the CDI meaéure of career development,
F(1,20) =;23;21, p<.01.

o 2. If parents and their adolescent children work
together on Ehe Cochran and Amundson {(1984) program

their adolescents will report gains in family cohesion and
adaptability compéred to adolescents not involved in the
proéram,-as measured by FACES.

Family adaptability showed no significant difference
F(1,20)~= 1.02. However, there were significant differences
in family'cohesion, F(1,20) = 5.81, p<.05, and in the
Questionnaire items addressing the dyadic relationships,

(F1,20) = 14.56, p<.01. However as Figure 2d indicates, the



113
- significant difference on dyadic items was due to the drop
‘manifested by the control group more than gains made by the
experimental group.

The qualitative data extracted from the interviews
confirmed the positive value of the program. The evidence
strongly suggests that the program increased career
awareness, self awareness, and career decision making.
Feedback from the parents indicated that parénts and their
children learned more about each Other’which étrengthened
their relationship.

Within the general literature upon developmental career
prograhs, the present program shares a number of similar
- features that might account for the impressive gain on the
CDI. While there have been several reviews of'effective
principles, ranging from Bordin's (1979) working alliance to
DeCharmfs (1976) personal causation, the most relevant and
thorough review was conducted by Blocher (1977). Blocher
.summarized seven core features of effective career
development programs: involvemeht, challenge (tasks are
neither too easy nor too difficult), support, structure (qne
.has models of advanced fﬁnctioning to accomplish tasks),
- feedback (information is provided on performance),
:épplication (the person has opportunity to apply knowledgé
and skills), and integration (through discussion, a person

reflects on and integrates learning). In the present program,
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involvement was facilitated by the personal nature of the
task and by the co-involvement of a parent. The tasks can be
accomplished, but to do well requires considerable thought
and investment. In short, ‘they are capable of being very
challenging as the majority of the parents implied. Support
was supplied in most cases by a warm atmosphere, a caring
parent, and a clear set and Séquence of tasks. If an advanced
model of functioning was present, it would be.the model set
by parents. From parent interviews, it seems likely that many
parents did provide models. Parents provided feedback. Also,:
feedback is built into some of the tasks. Rather than learn
generally how to explore, decide or plan, the adolescents
were guided to learn by doing. Last, most parents seemed to
provide ample time for reflective discussions as the manual
directed them to do. Although there were'exceptions, the
interviews supported the likelihood that adolescents
experienced to a greater or'lesser extent, many or possibly
all of the core features Blocher has identified. If so, it
appears that many parents are apt to be capéble of becoming
effective agents for their children's career development,
when prbvided with a guided program.

In comparing the current study with that of Bearg

(1979), both of Which used the Career Development Inventory
(Super et al., 1979), the current study showed a significant

increase in career maturity whereas Bearg's did not. This may
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have been pértly due to differences in format of treatment.
An analysis of Bearg's treatment indiéated a less structured
workshop format rather than the highly structured workbook
format used in this study.

A comparision of the current study with school based
programs show some similarities in CDI gains. McCulloch et
al. (1985) show gains of 16 points whereas this study showed
"gains of 18 points for the experimental group. Both studies
employed a significant other to explore careers. McCulloch et
al. used peér counsellors as the significaht other, this
study used parents.

Yates's (1982) study shows gains of 70 points in the CDI
scores. However, he used college students and the College
Form of the CDI. This form éonsists of six parts rather than
four'used in this study. Similarities between the two studies
show tha£ both used undecided students ready to make a career
decision. Yates used three weeks for the treatment portion of
the study while this study usedjfour weeks. The compariéion
of studies just cited indicates that vocatiohal maturity can
be affected positively if efféctive means of providing career
dévelopmemt.éxperiences are used. |

Limitations Qf the Study

In general, the results indicate that young people who
participated in the parent career guidance program showed

improvement in career maturity and in strength of parental
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bonding. However, this conclusion must be qualified by the
nature of the sample.

First, the families who participated, were volunteers.
They sought help in assisting their children in career
planning. As the program is aimed for volunteers, this does
not limit its planned use. However, no claim can be made that
the families in this study adequately represent families in
general. Consequently, generalization of results to
non-volunteer groups would be unwarranted.

Second, all of the participating families were Caucasian,
living in a North American urban culture. In future studies,
it would be important to determine how the program works with
families from other cultures as well as with families from
rurai areas. On the basis of present evidence, no
generalization can be made.

Third, perhaps as a feature of volunteers, participant
motivation tended to be high and parent-child relations
tended to be reasonably good. There is some indication that
- families who are in conflict will not benefit or benefit as
much. For example, one divorced mother discovered how
:strained her relationship with her child really was, and
- lack of cooperation dampened‘improvement. However, there ere
other instances in which difficulties of relationship were
errcome and a working dyad was improved. Conseqnently,‘it

cannot be asserted that parent-child relations must be good
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to benefit from the program. Rather, strains in relationship
are apt to present problems to be overcome. if the program is
to succeed. Furthé% work will be necessary to be able to make
adequate discriminations in this area.

Fourth, in intérviewing pafents, it became apparent
that the measures employed in this study do not_capture the
full range of éhange produced in completing the program. For
example, there are instances of improvement in student
self-confidence. There were practical alterations such as
changes in curriculum choices, taking a summer school course,
and the like. There were many expressions to indicate ﬁhat
the parents and children regarded the working relationship as
on-going rather than working within a time frame. While the
measures capture major aspects of improvement, the full range
of benefit requires further explorafioh.

The quantitative and qualitative measures show that the
treatment produced significant differences in the
experimental group. However, due to the non-observational
nature of the study, specific processes that produce change
cannot be determined. Participant observation is necessary to
determine how the process of change came about.

Theoretical Implications

The results support the two central bases for the parent
career counselling program (Cochran & Amundson, 1984). First,

the results support in a general way Bronfenbrenner's (1979)
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conception of dyadic formation. As partners in a dyad began
to pay attention to one another and to do something together,
there was an improvement in relationship, as indiéated by
FACES, the Questionnaire, and interviews. The features of a
primary dyad appeared to be strengthened.

Second, the results support Super's (1957) view of
‘developmental tasks. As a parent-child dyad worked together
to accomplish career development tasks invblving self
awareness, career awareness, decision making, and planning,
there was é significant improvemént in career maturity.
Important parts of career maturity appeared to be
strengthened.

This study was not intended to test theoretical
propositions. It used Bronfenbrennér's'(1979) theory of
dyadic formation and Super's (1957) theory of career
developmen£ as bases of a program, instead of examining
either directly. Consequéntly, support remains indirect and
unspeéific; More directly, the evidence supports a practicalv
guidance interention involving dyadic formation and career
develdpment tasks.,

Practical Implications

The major implications of this study are practical.
First, the study shows that parent involvément in a
structured career guidance program can enhance the career

development of their children. For decades, career
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counselling has been largely defined as an activity conducted
by a professional cbunsellor and a client. However, as the
literature review indicated, school counsellors are often
able or willing to devote only a small fraction of their
time to career guidance (Lea, 1976, Trudeau-Brosseau,1982).
As a consequence, perhaps most students compléte secondary
school with just a preliminary orientation to work, and that
is provided in large élésses. Sustained individual attention
is apt to be lacking. While parents do not supplant career
counsellors in the exﬁerimental program, the study indicates
that at least some aspects bf careerAguidance can be returned
to the family under appropriate conditions. From a
counselling perspective, parents becomé a valuable resource
for yoﬁng people, a resourcevthat can not onlyvsave
'professional time but also enhance fhe gquality of guidance.
From a parental perspective, counsellors become a valuable
resource fof supporting their efforts_with tests,
information, and other materials, and for consultation.

Second, a major practical difficulty is that career
development takes place over time while career interventions
either take pléce at a peribd of time or‘sporadically over
time. A review of literature shows the more enduring source
of-support for‘youth making the transition into the adult
worid of work has been largely unexamined. As parents do |

provide support and are rather continuously present for
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fouth, ways to better equip parents to support or guide seems

N

important. This study indicated_that it is possible fof
pérents to provide assistance and be mére effective agents
using a short term intervention. However, such interventions’
can facilitate the longterm career development of their
ehildren.

Third, is the guarded point that the study might have
value in the field of family guidande. By guiding parent
involvement in structured tasks with sons and daughters,
there was a strengthening of the features of a primary dyad
and measﬁrable gains in family cbhesion according to the
perceptions of the adolescents. Paying attention to one
another and working together on a common task, under certain
conditions, influenced bonding‘ reciprocity and balance of
power, all of which are impbrtant aspects of family guidance.
It might also be noted that there was no significant
improvement on family adaptability. Adaptability refers to
the structure and organization of the family, particularly’
family rules. The parent's program (Cochran & Amundson, 1984)
does not address this to the same degree as it does cohesion
or bonding. Bronfenbrenner's dyadic progression depends upon
cohesion more than adaptability. This warrants further
investigation. More justifiably, the evidence supports the
possibility of using structured)tasks in family guidance to

promote cohesion and to foster primary dyads.
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Fourth, Olson's (1979) two scales are each divided into
four regions. Combining these two scales results in 16 types
of families (See Figure 1), a classification that is intended
to help practitioners in working with families. While this
typology has not been stressed in this study, it might be
used as a basis for attempting to gain some clinical insight.
into the different ways families might use the present
program.

Fifth, it appears that the core conditions_necessary for
‘effective communication: trust, openness, warmth, respect,
reciprocity, and mutual balance of power are similar to the
core conditions for Bronfenbrenner's dyadic progression as
well as for adaptability and cohesion. Without these core .
conditions,’thebsuccess of completing the program would
diminish. Parents should be made aware of these conditions
before doing the program. This would enable them to assess
the.relationship and improve upon the areas that would
increase communication effectivéness and healthy family

functioning. .

Recommendations Future Research

1. This study opens up.further avenues of inquiry, A
ne#t step would be to condﬁct a replication of the design to
involve larger groups.-

2, This study confined itself to adolescents of

Caucasian families in urban areas. A similar study should be
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conducted to determine if there is a differential effect of
the program upon families of different cultural backgrounds
and upon families living in rural areas.

3. If a'program such ‘as this stimulates significant
positivevinteraction between parent and child, further
research could determine if these interactions remain
- positive for extended periods of time.

4. Further research could be done toldetermine if a
direct relationship exists between the stage of adolesceht
vocational development and the quality of communication
.patterns that exist in the family. The final stage of
adolescence ‘is particularly-important in career decision
making. Examining the quality of communication patterns
occuring at this stage allows us to determine the'quality of
career choices; hence devéloping and further validating the
‘theory underlying thisvproceSS.

5. Further research could be done in which only the
father or mother do the program with the child. It is
possible that the involvemént‘or distance of one parent is
the more potent ingredient in career development.

6. Further research could be done which_is more process
‘oriehted. This study indicates that the program had impact on
the sample population. The next step would be to‘do a process
analysis to}determihe how,tﬁe impact occurs.

7. There are many potential intervening variables that
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might affect program effectiveness. Two such variables are
- internal locus of control of parents and children (DeCharms,
1976) and socioeconomic status (Schulenberg et al., 1984).
Future studies could investigate the relationship between
internal locus of control, vocational maturity, and program
effectiveness. An alternate approach might look more closely
at the degree to'which socioeconomic‘status of families
affegts vocational maturity and program efficacy. The review
of literature (Mortimer, 1976, Schulenberg.et al., 1984)
sugéests socioeconomic level can have considerablevimpact or
influence on the career direction of the child and it is
plausible to assume it might have an important influence on
this program.

8. Expectations can play an importaht role‘in program
development (Schoffner & Kleimer, 1973). One potential future
study could compare the program with a placebo control group;
At present, the e#tent to which these expectations affect

outcomes 'in unknown.

~Conclusions

»A'review of literature indicatesvthat parents are
perceived to be the most influential‘factor on career
decisions of children. There are several innovative programs
desigﬁed for parents in this area but research and evaluation
concefnihg the effectiveness of these ptograms is scarce.

Studies which show empirical data indicate mixed results.
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This study attempted to determine Whether a program for
parents, designed to assist their child in a structured
manner would increase career maturity and dyadic
relationships. The results indicate that a program such as A

Parent's Guide To Career Counselling (Cochrah and Amundson,

1984) showed significant differences in career maturity and
family cohesion. Based upon the results of the interviews,
CDI and Faces, there appears to have been a positive |
improvement in family interaction around the topic of
careers. However, further studies are needed to validate
this. The information and skills listed in such progfams may
be helpful to parents whose patterns in the past have
inhibited communication with their children.istudents who
expect to graduate need as much support as possible from
their families in order to mitigate the feelings of
uncertainty they may have concerning their transition from

student to adult.
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APPENDIX A

PRELIMINARY QUALITATIVE RESEARCH

A PARENT'S GUIDE TO CAREER COUNSELLING (Cochran

& Amundson, 1984)

An initial qualitative study employing a case
study approach was conducted on five volunteer families
with children in grade twelve to determine the impact
of the program on career maturity and family
relationships. The qualitative approach was chosen to
to enable the investigator to observe the reciprocities
which exist within various relationships within the
dyadic context. Twenty to twenty-five hours with each
family were devoted to observation and discussion
before, during and after the program. Each family was
visited a minimum of five times and during each visit,
interviews were conducted separately with the child and
the parent, followed by an interview with both. 120-150
pages of typed script were collected for each family.

The pilot program consisted of structured
exercises designed to help the student explore
interests, aptitudes and values. The objectives of this
program were to enhance parent communication patterns
and recognize common communication problems, make
parents aware of the problems one could encounter when

making a career decision, explore interests in relation
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to settings, values, abilities and personal
characteristics, and explore jobs and their alternatives.

Parents and children were asked to comment on the
chapters as they worked through them. After they were
interviewed, the data was divided into two areas: dyadic
relationships and career maturity. Although each family
was unique, certain themes emerged. The pertinent
findings of the study follow:

Career Awareness

The students showed different levels of career
awareness. For example: after doing the grid, two
students confirmed a previous career choice and one
student narrowed the options to two from several
alternatives. One student identified what career options
were available, while one student came to the
realization that an extra year of grade twelve would be
necessary to fulfill career options.

Self Awareness

All families indicated that the adolescent became
more aware of his or her strengths, interests and values
and could now relate these to careers.

Career Decision Making

All five families felt the adolescent was better
prepared to make a career decision and that the program
made the student aware of the process of making a career

decision,
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Family Relationships

The program appeared to enhance or strengthen the
relationships in all dyads. There is evidence that all
family dyads paid more attention to each other. Even
those encountering difficulties reported this. The
family dyads indicated that there was a deepening of
feelings toward each other as they worked on the program
together. Overall, the impact of the program appeared
beneficial. On the basis of the study, it appears the
program was capable of promoting career development of
the adolescent and of strengthening family cohesion and
adaptability. However, a more extensive quantitative
study seemed desirable to confirm the results. Although
the impact of the program seemed beneficial, each family
dyad member produced feedback on how the program could
be improved. The critical feedback was summarized
according to each chapter and provided to the authors.
Upon the basis of this critical evaluation the program
was changed in the following ways:

1) The program would be given to grade ten or
eleven students.

2) A Parent's Manual was designed to describe the
program and give step-by-step instructions for parents.

3) The introduction was shortened and rewritten in

lay terms to make it concrete and practical.
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4) Chapters Three and Five were deleted because
the parents found them redundant and not essential in
meeting program goals.
5) The exercises were streamlined to heighten
interaction with less explanation.
6) The program was divided into three workbooks.

Present Structure of the Program

Based on the parental feedback, the program was
divided into three workbooks and a Parent's Manual. The
manual describes the objectives, structure of the
program and specific ways parents can assist their
child's career development. It covers the basic
principles gquiding involvement. Each of the workbooks
has several units or tasks. An outline of each workbook
follows with a detailed illustration of unit one:

1) Activities Self-Exploration Workbook. This may

take 3-4 hours but parents are asked to take as much
time as necessary to complete the tasks well.

Unit One: Enjoyable Activities.
The task is to make a list of ten general activities
that the child enjoys. The list should "capture the
broad scope of the child's interests (p.3)." The parent
helps the child summarize a general type of activity
(the authors use specific examples). Questions are

listed that might help the parent guide the child. For
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example: "What do you enjoy doing in school? In your
leisure time? What do you like to do by yourself? With
your family (p.3)?" Parents are cautioned not to neglect
the obvious. Examples are given to illustrate this.

Units two, three, four, and five flow from Unit one.
These include:

Unit Two: List what s/he finds enjoyable about
each activity.

Unit Three: List what values and strengths are
shown in each activity.

Unit Four: Identify patterns that occur over and
over across activities.

Unit Five: Use these likes, values, and strengths
to brainstorm suitable jobs and begin finding out more
about them.

(2) Career Grid Workbook (3-5 hours)

The career grid helps the child make a decision by
using a visual frame. Completion of the grid is based

upon the information obtained in the Activities

Self-Exploration Workbook. The structure of this

workbook includes exercises which:

a) Expand and then narrow occupations to the ten
best possibilities.

b) Expand and then narrow desirable features of

occupations to the ten most important ones.
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c) Rate each occupation using the grid. The top
ten career choices of the child are written along the
top of the grid and the positive considerations or
values in a career are written along the left side. The
career choices are rated on a five point scale by
indicating how positive or negative a career is on each
consideration. All careers are rated on all
considerations. The column of numbers for each career
choice is added and the top three are selected for
further discussion and analysis. An example of a
completed grid appears on page 141.

d) Use a decision procedure to evaluate and

analyse these three career areas.

(3) Planning Workbook (2-5 hours)

This workbook guides parents to help their children
identify institutions for further training or education
and determine entrance requirements and costs. One unit
deals with ways the child can improve upon personal
characteristics. There are scenarios to strengthen
awareness of effective career planning. The units in
this workbook include:

Unit One: Find out what training is required for a
specific career.
Unit Two: Find out the entrance requirements for

post secondary training,
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Unit Three: Plan education to meet those
requirements.

Unit Four: Estimate financial costs.

Unit Five: Decide which institution is best.

Unit Six: Plan how to keep options open.

Unit Seven: Anticipate ways to minimize risks.

Unit Eight: Decide upon personal characteristics

to be improved.



CAREER GRID
Occupations
Career Values Customs Police Private Personnel Tour Hotel Fashion
1 Ofiicer 2 woman 3 Invest. 4 Officer 5 Agent 6 Manager 7 Reporter 8 Photog, 9 Designer 10 Translwor
Interesting 2 2 2 1 2 1 1 1 2 1
1.
Power & Authority 2 2 0 1 —1 2 0 -2 —1 -2
Freedom 1 1 2 1 -2 —1 1 2 —1 —1
3.
Work Associates 1 1 —1 2 1 1 1 1 1 0
4.
Style of Life 1 0 1 0 1 —1 -2 -2 1 —1
5.
Control of Job 1 2 —1 1 —1 2 -2 —1 1 1
6.
Salary 2 { —1 1 0 1 1 0 —1 —1
7.
Enjoyable 2 1 1 —1 1 1 2 2 1 —1
8.
Creative -2 -2 -2 0 1 2 -2 2 2 —2
9,
Personal Growth 2 1 1 1 2 2 1 —1 2 2
10,
12 9 2 7 4 10 I 2 7 —4

Positivity

%1
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PARENT CAREER GUIDANCE MANUAL

Larry R. Cochran, Ph.D.

This program is intended for parents who would like to become more involved in helping
their children to set a career direction. The aim of the program is to facilitate a beginning
foundation for your child's career development. Through exercises in the workbooks, you
will help your child to explore interests, values, and strengths, and in general, try to make
clear what your child wants in a career and what he or she is capable of doing. You will help
your child to evaluate occupational possibilities and to make a tentative decision. And you
will help to make a plan to gain entrance to an occupation. A second aim is to strengthen
family bonds that support a young person’s passage into the adult world. Many families have
good relationships, but oddly enough, not good working relationships. Parents care a great
deal, but are often strangely isolated from their child’s efforts to launch a career. In making a
career plan, your child is entering one of the most difficult transitions in life, a transition
some never fully make and spend much of their adult lives trying to correct. If there is a time
for parental involvement, support, and guidance, this is it.

Copyright 1985 by Larry Cochran
Published by Buchanan—Kells, 1985
Vancouver, B.C., Salem, Oregon
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Program Description
143

The program includes three workbooks. Each workbook has several units or tasks to
accomplish. Below is an outline of the program.

ACTIVITIES WORKBOOK
UNIT ONE: Generate ten activities your child finds enjoyable.
UNIT TWO: List what he or she finds enjoyable about each activity.
UNIT THREE: List what values are involved in each activity.
UNIT FOUR: List what strengths are shown in each activity.
UNIT FIVE: Identify likes, values, and strengths that occur over and over across
activities.
UNIT SIX: Use these likes, values, and strengths to brainstorm suitable jobs and
begin finding out more about them.
CAREER GRID WORKBOOK
UNIT ONE: Expand and then narrow occupations to the ten best possibilities.
UNIT TWO: Expand and then narrow desirable features of occupations to the ten

most important ones.

UNIT THREE: Rate or grade each occupation on each desirable feature.

UNIT FOUR: Use a decision procedure to evaluate and rank occupations from most
to least desirable.

PLANNING WORKBOOK
UNIT ONE: Find out what training is required for an occupation and where one
can get it.
UNIT TWO: Find out the entrance requirements for training.
UNIT THREE: Plan education to meet those requirements.
UNIT FOUR: Estimate financial costs and resources for training.
UNIT FIVE: Decide which educational or training institution is best.
UNIT SIX: Plan how to keep options open.

UNIT SEVEN: Anticipate ways to minimize risks.
UNIT EIGHT: Decide upon personal characteristics to improve.

In the Activities Workbook, the parent should pose the question of each unit and take
notes on the appropriate tables. For example, once you have ten activities listed, you would
ask (In Unit Two): What are the things you like about the first activity? As your child
mentions things, you would take notes. Sometimes you will have things to suggest as well.
Sometimes, your child will talk rather vaguely and you might try to accurately summarize or
pinpoint what it is he or she likes. And sometimes, your child might need encouragement to
expand upon his or her likes. The tasks of this workbook are quite simple, but do require
some help to do well. Often, the experience of completing the Activities Workbook is that of
a fast-paced discussion. You could complete the whole workbook in a few hours but it would
probably be better to use a few sessions.
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When you finish the Activities Workbook, you will be directed to find out about occupa-
tions that seem suitable. However, a scarch for information should be on-going. While it
starts here, it should continue throughout the program. If you arrange, for instance, to meet
with your child for an hour or so once or twice a week, your child could look up information,
complete interest tests, or whatever, between these sessions.

In the Career Grid Workbook, you will not take notes, but will continue to suggest,
clarify, direct, pose the tasks, discuss, and generally help to do whatever needs to be done.
For this workbook particularly, read each unit before you get together with your child. For
Unit Three, it would probably be best to cut out the career grid. Unit Four should involve
considerable discussion as your child will be weighing one value against another, a task that
can benefit from the broader perspective and experience of a parent.

In the Planning Workbook, the units are directed toward your child primarily, but it really
requires both parent and child. The reason for this is that planning partially involves
financial support, a topic that is apt to involve parents quite heavily. The Planning Work-
book is a rather straightforward frame for gathering information and organizing it into a
plan, so that everyone knows who is responsible for what if the plan is to succeed.

During the program, you and your child have a number of basic controls:

1. You can decide how much time, effort, and concentration to place on each unit. Each
unit can be completed in one session or spaced over several sessions. Be guided by the
needs of yourself and your child. For example, if your child has a clear interest area,
there may be no need to concentrate on the Activity Workbook. If your child is vague
and uncertain, you might want to spend a lot of time on this Workbook.

2. You can decide what parts of a unit will be stressed. What will be placed in focus and
what will be unstressed?

3. You can decide on the level of focus that is most appropriate. Sometimes, you might
help your child with a focus on precise detail in order to gain clarity. At other times, you
will want to step back and get the whole in perspective.

4. You can highlight reasons for focusing on one thing or another. Your reasons will help to
co-ordinate the way you and your child approach the task.

5. You can maintain a unifying focus by relating aspects of one unit to aspects uncovered in
preceding units.

6. You can decide to make additions to units if you wish. For example, you could create
exercises, consult a counsellor, use test results and so on.

7. You can decide on the pace. It is probably best to get together once or twice a week.
This depends a lot on you and your time. Generally, too slow a pace is apt to hinder

interest in the project, but if delicate issues arise, you might deliberately slow things
down.

Parental Counselling Role

Parental involvement adds immensely to the quality with which these workbooks are
completed, the benefit gained from completing them. Certainly, your child could complete
many units on his or her own, and if you are really pressed for time, you could leave a unit for
your child to complete alone. However, to maintain interest, enthusiasm, and effort, parent
involvement is very important. The workbooks are intended to be a co-operative venture, to
cultivate a sense of partnership, a sense of ‘we’ rather than ‘me’. The success of this program
depends, to a large extent, upon the quality of the working relationship you and your child

form. For this reason, 1 will cover some of the basic principles that should guide your
involvement.
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Pay Attention. Be engaged. Be fully there, without letting your mind wander to unp%lié‘d'5
bills, work problems, vacation plans, and so on. Really try to discover what your child’s likes,
values, strengths, and ideas are. In particular, attend to what your child is saying, not to what
you wish or want him or her to say. Not only should you give your full attention to the task,
you should put attention to use. You might paraphrase what your child has said to make sure
you understand it. You might summarize lengthy statements and try to clarify vague ones.

Active attention will keep you much more involved than passive attention, and will be much
more helpful to your child.

Strive for reciprocity. Like a friendship, partners should be able to give and take without
fear of giving offense. Advise and be advised. Correct and be corrected. Encourage and be
encouraged. Disagree and accept disagreement. You have a perspective and your child hasa
perspective. Both must be respected. However, differences are transcended by caring, trust,
and mutual respect, an acknowledgement really that each is different. You can cultivate
more reciprocity (more giving and taking in a co-operative spirit) by encouraging openness,
by showing acceptance (not belittling, criticizing, condescending, or forcing), and by
emphasizing positive and constructive comments before focusing on disagreements. In a
partnership, there is no room for a tyrant, nor for a neutral observer. To be a partner, there

must be a free give and take, and this must often be earned, even if you have a very good
relationship with your child already.

Strive for a mutual balance of power. This is similar to reciprocity, but different. For
example, one could say: Now that we have had our little give and take, do as I want! Ideally,
you will influence your child, and in turn, be influenced by him or her. That is, there will be a
balance of power or influence. On some topics, you will have more influence. For example,
it is you who must eventually decide how much financial support you can give. On other
topics, your child should have more influence. For example, you can advise, but your child is
responsible for deciding upon which occupation to pursue. After all, he or she will be living
that decision. You cannot take responsibility for your child’s career, but can influence it.
Like reciprocity, a balance of power requires respect, trust, and openness. It requires taking
the other into account. It requires good faith rather than hidden agendas. The fact is that
you do care what your child thinks, values, and does. There is no point in hiding behind a
phony neutrality. However, it is also true that your child is a person in his or her own right,
and you cannot command or demand forever. It is this type of situation that calls for
balance, a willingness to influence and to be influenced.

Create warmth. A partnership of this nature is not like a business transaction. A warm,
supportive relationship is essential for the type of exploration, evaluation, and planning that
this program requires. If the climate is like that of a final examination, a trial, or an
execution, the partnership is more apt to be destructive than constructive. It is warmth that
will allow discussion to flow freely, for a working alliance on the issue of career development
to occur, and for the program to work.

If you cannot establish a reasonable partnership, terminate the program. With a poor
working relationship, it is doubtful if anyone would benefit. For most people, there will be
moments of discouragement, but many more moments of meaningful achievement. And
most people will have little trouble forming a working relationship, but if not, there is apt to
be a good reason and one should attend to this reason rather than the program.
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Goals of the Program

It is commonly assumed that there is one right job for each person and the goal of career
counselling is to discover that job. Then, the person works hard presumably, succeeds in
getting the right job, and lives a happy, contented life. While this might happen once in a
while, it is largely nonsense.

There is no one right job. A person has a variety of potentials and a variety of options that
might be satisfying. People should continue to explore until they have to make a definite
commitment. It would be perfectly natural for your child to change his or her mind within a
week, month or year. People change. They find out new information. They lose interest.
Other occupations might arise as better options. Even if your child stuck with the decision
made during this program, people change occupations frequently. Let us consider a more
realistic story from which we might set more reasonable goals.

Pursuing a career is filled with uncertainties, risks, opportunities, setbacks, decisions,
compromises, adjustments, and sometimes crises. The job market is in flux. New jobs are
arising while some old jobs are dwindling and vanishing. People have more difficulty finding
an anchor. There is a large element of chance in a career, being in the right place at the right
time or being in the wrong place at the wrong time. In this shifting, uncertain environment,
some people flounder from job to job without much sign of progress. They can't get what
they want, or think they want, and don’t want what they can get. Some people drift aimlessly,
unsure of what they want and where they are going. Some people become stuck in jobs and
stagnate, wondering how they ever fell into such a trap. And some people do indeed progress
in a career that is meaningful, satisfying, and productive. Given this situation, the aim of this
program is to tilt the odds more in one's favor, to minimize chance and increase purposeful
direction. How can the odds be tilted in one’s favor?

This program involves four ways to improve one's chances for a meaningful career.

First, this program was intended to improve self-understanding. Without a better under-
standing of oneself, there is little basis for making wise decisions now or in the future. Does
you child have a better grasp of his or her wants and strengths? If so, he or she is in a better
position to pursue a career.

Second. a person might have some self-understanding, but little awareness of viable
options that would be optimal or even just suitable. It requires knowledge to match one's
interests, values, and capabilities to appropriate occupations. The key question is: Does
your child have viable options in mind?

Third, one might have knowledge of oneself and occupations, but lack competence in
decision making. Even with knowledge, one must be able to use that knowledge to evaluate
options and to make good decisions. Does your child have greater competence in making
decisions?

Last. on-going support and encouragement from one’s family is an important basis for
successfully pursuing a career. Perhaps it is not always necesary, but it is a decided
advantage that can make a difference in your child's future. The question here is: Did you
achieve a good working relationship on the issue of career development?

These four goals provide more enduring grounds for the future development of your
child. Certainly, 1 hope that your child will also emerge with a reasonable decision and a
workable plan, but these are really quite secondary. Of much more importance at this time is
whether your child has established a foundation for the road ahead.
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For yourself or for your child at some later time, record any significant questions, insights, observations,
reactions, or even predictions; from your experiences within this program.

Date Comments and Questions
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APPENDIX B

QUESTIONNAIRE FOR COUNSELLORS
PLEASE TAKE A MINUTE AND FILL OUT THE QUESTIONNAIRE AND

DEPOSIT IT AT THE REGISTRATION DESK BEFORE YOU LEAVE. YOUR
COOPERATION IS APPRECIATED.

1. School District #

2. School: __ Elementary Junior Secondary
3. Counselling: _ Full Time $ of the time
4. Teaching: Full Time % of the time

5. Is the counselling time the same as it was in 198472
Yes NO If no, how has it changed:4?

6. Number of counsellors at your school?
Number of students at you school?

7. Percentage of time you spend on:
Individual student counselling
Parent Interviews
Career counselling
Administrative duties
Other . Please specify

8. Is this amount of time adequate for:
Individual counselling
Career counselling
Parent interviews
Administrative duties
Comments

9. Approximately how many hours per school year do you spend
career counselling a grade ten student
grade eleven student
grade twelve student

Comments:

10. Would you like to see more parental involvement in areas
such as career counselling? Yes No
Reasons

11. Would you like to see more parental involvement in other
areas of counselling? Yes No
Reasons
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INSTRUCTIONS TO COUNSELLORS

1. Please inform the parents that I will want to call
them after the program is completed to get more feedback from
them. This may involve a personal interview.

2. The program is self explanatory. There is a manual for the
parents to follow and they should refer to it if they have
any difficulties with the program. They should call you if
they cannot understand the manual. Please explain to them
that because it is still in the testing stage, we need them
to f£ill out the guestionnaires and seek their feedback.

3. The Career Development Inventory is given to students
before and after the porgram. Please use the forms for the
pretest and the booklets for the posttest.

4. FACES is given to students and parents as a pretest. Again,
have them use the forms for the pretest and the booklets for
the posttest. Give them the questionnaires as well.

5. Inform the parents in the control group that they will
be given the program in four weeks time.

6. After two weeks have gone by, could you p]ease phone
one or two parents to see how the program is going.

7. There are two short questionnaires that the parents
and students fill out at the end.

Thank you for helping me with this venture. Please
call me if you have any problems or questions and by the
way, I'1ll owe you one after this!
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APPENDIX F

Career Development Inventory (CDI). Developed by Drs. Donald K. Super,
Albert S. Thompson, et al. School form.

Copyright, 1979, by Consulting Psychologists Press, Inc., 577 College
Ave., Palo Alto, CA 94306.

Leaves 152-6/1 not filmed; permission not obtained.
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CAREER DEVELOPMENT INVENTORY 152

School Form

Developed by Drs. Donald E. Super, Albert S. Thompson,
Richard H. Lindeman, Jean P. Jordaan, and Roger A. Myers
at Teachers College, Columbia University

Career Development Inventory

DIRECTIONS

The Career Development Inventory asks you about school, work, your
future career, and some of the plans you may have made. Answers to
questions like these can indicate what kind of help may be useful to you
in planning and preparing for a job after graduation, for vocational and

technical school training, or for going to college before pursuing your
occupational career.

The Inventory consists of two parts. The person who administers it will
indicate whether you should complete the first part, the second part, or
both parts. Part | (Career Orientation) begins on the next page and Part 1|
(Knowledge of Preferred Occupation) begins on Page 11.

Allyour answers to the CDI go on a special answer sheet which should
accompany this booklet. Make no marks of any kind on this tooklet.
Record your answers by blackening the appropriate lettered boxes on
the answer sheet, using a #2 lead pencil. Do not use a pen. If you change
an answer, please erase thoroughly. .

Before opening the test booklet, fill in your name and the other
information requested on the upper third of the answer sheet, following

any special instructions of the person administering the inventory. Fill in
the name boxes carefully.

When directed to do so, open this booklet and begin. Please answer
every question. If you are not sure about an answer, guess; the first
answer that comes to you is often the best one. Work rapidly, but be
careful to make your marks in the right boxes for each question.

Consulting Psychologists Press, Inc., Palo Aito, California

©Copyright, 1979, by Consulting Psychologists Press, Inc., 577 College Ave., Palo Alto, CA 94306. All

rights reserved. No portion of this material may be reproduced without written permission of the
Publisher,
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A. CAREER PLANNING :

How much thinking and planning have you done in the following areas? For each questi.
below choose the answer that best tells what you have done so far.

. Finding out about educational and occupational possibilities by going to the library, sending
away for information, or talking to somebody who knows.
A. 1 have not yet given any thought to this.

B. I have given some thought to this, but haven't made any plans yet.
C. | have some plans, but am still not sure of them.

D. | have made definite plans, but don't know yet how to carry them out.
E. 1have made definite plans, and know what to do to carry them out.

2. Talking about career plans with an adult who knows something about me.

{ have not yet given any thought to this.

A

B. | have given some thought to this, but haven’t made any plans yet.
C. 1have some plans, but am still not sure of them.
D
E.

. | have made definite plans, but don’t know yet how to carry them out.
| have made definite plans, and know what to do to carry them out.

3. Taking classes which will help me decide what line of work to go Into when | feave school or

college.

A. 1have not yet given any thought to this.

B. 1 have given some thought to this, but haven’t made any plans yet.

C. | have some plans, but am still not sure of them.

D. | have made definite plans, but don’t know yet how to carry them out.
E.

{ have made definite plans, and know what to do to carry them out.

4. Taking classes which will help me in college, in job training, or on the job.

A. | have not yet given any thought to this.

B. 1 have given some thought to this, but haven’t made any plans yet.

C. | have some plans, but am still not sure of them.

D. | have made definite plans, but don’t know yet how to carry them out.
E. 1have made definite plans, and know what to do to carry them out.

5. Taking part in school or out-of-school activities which will help me in college, in training, or on
the job.

| have not yet given any thought to this,

1 have given some thought to this, but haven’t made any plans yet.

| have some plans, but am still not sure of them.

( have made definite plans, but don’t know yet how to carry them out.
| have made definite plans, and know what to do to carry them out.

monw>

. Taking part in school or after-school activities (for example, science club, school newspaper,
volunteer nurse's aide) which will help me decide what kind of work to go into when | leave
school.

A. | have not yet given any thought to this.
B. | have given some thought to this, but haven't made any plans yet.
C. | have some plans, but am still not sure of them.

D

E.

. 1 have made definite plans, but don’t know yet how to carry them out.
I have made definite plans, and know what to do to carry them out.

Go on to the next page.
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7. Getting a part-time or summer job which will help me decide what kind of work 1 might go into.

| have not yet given any thought to this.

I have given some thought to this, but haven’t made any plans yet.

| have some plans, but am still not sure of them.

| have made definite plans, but don’t know yet how to carry them out.
t have made definite plans, and know what to do to carry them out.

monw>

8. Getting money for college or for job training.

| have not yet given any thought to this.

| have given some thought to this, but haven’t made any plans yet.

| have some plans, but am still not sure of them,

| have made definite plans, but don’t know yet how to carry them out.
I have made definite plans, and know what to do to carry them out.

moO®>

9. Working out problems that might make it hard for me to get the kind of training or the kind of
work | would like.

A. I have not yet given any thought to this.

B. 1 have given some thought to this, but haven’t made any plans yet.

C. | have some plans, but am still not sure of them,

D. | have made definite plans, but don’t know yet how to carry them out.
E. | have made definite plans, and know what to do to carry them out.

10. Getting the kind of training, education, or experience | will need to get the kind of work t would
like.

A. | have not yet given any thought to this.

B. | have given some thought to this, but haven't made any plans yet.

C. 1| have some plans, but am still not sure of them.

D. | have made definite plans, but don’t know yet how to carry them out.
E. | have made definite plans, and know what to do to carry them out.

11. Getting a job once | have finished my education and training.

I have not yet given any thought to this.

| have given some thought to this, but haven’t made any plans yet.

| have some plans, but am still not sure of them.

| have made definite plans, but don’t know yet how to carry them out.
i have made definite plans, and know what to do to carry them out.

moN®>

12. Doing things that will help me be a good worker, one who is most likely to be sure of a job.

A. 1have not yet given any thought to this.

B. 1 have given some thought to this, but haven’t made any plans yet.

C. | have some plans, but am still not sure of them.

D. 1 have made definite plans, but don’t know yet how to carry them out.
E. | have made definite plans, and know what to do to carry them out.

The next questions concern the kind of work you would like to do when you complete your education.
At this stage, you probably have not definitely decided on a specific occupation, but you probably can
think of a field of work or type of job you would like to work at. Keeping in mind the type of job you think
you might like to be in after you finish your schooling, choose the one best answer which tells the
amount of knowledge you already have about these jobs.

13. What people really do on the job. 14. The abilities needed for the occupation.
A. Hardly any knowledge. A. Hardly any knowledge.
B. Alittle knowledge. B. Alittle knowledge.
C. Anaverage amount of knowledge. C. Anaverage amount of knowledge.
D. A good deal of knowledge. D. A good deal of knowledge.
E. Agreat deal of knowledge. E. A great deal of knowledge.

Go on to the next page.
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monNnw>

16.

17.

The working conditions on such jobs.

Hardly any knowledge.

A little knowledge.

An average amount of knowledge.
A good deal of knowledge.

A great deal of knowledge.

The education or training needed to get
such a job.

Hardly any knowledge.

A little knowledge.

An average amount of knowledge.
A good deal of knowledge.

A great deal of knowledge.

moON®>

The need for people on that kind of job in
the future,

Hardly any knowledge.

A little knowledge.

An average amount of knowledge.
A good deal of knowledge.

A great deal of knowledge.

mOoN®>

B. CAREER EXPLORATION

Questions 21 through 30 have four possible answers. Choose the one best answer for each
question to show whether or not you would go to the following sources forinformation or help
in making your plans for work or further education,

21,

22.

23,

24,

25.

Father, mother, uncles, aunts, etc.

A. Definitely not.
B. Probably not.
C. Probably.
D. Definitely.

Brothers, sisters, or cousins.

A. Definitely not,
B. Probably not.
C. Probably.
D. Definitely.

Friends.

A. Definitely not.
B. Probably not.
C. Probably.
D. Definitely.

Coaches of school or other teams.

A. Definitely not,
B. Probably not.
C. Probably.
D. Definitely.

Teachers.

Definitely not.
B. Probably not.
C. Probably.
D. Definitely.

® >

18.

19.

20.

26.

27.

28,

29,

30.

Different ways of getting into that
occupation,

Hardly any knowledge.

A little knowledge.

An average amount of knowledge.
A good deal of knowledge.

A great deal of knowledge.

mon®>

_The chances of advancing in that kind of

job or occupation.

Hardly any knowledge.

A little knowledge.

An average amount of knowledge.
A good deal of knowledge.

A great deal of knowledge.

monw>

What sort of working day and work week |
might have in the occupation.

Hardly any knowledge.

A little knowledge. .

An average amount of knowledge.
A good deal of knowledge.

A great deal of knowledge.

monwE>

School counselors,

A. Definitely not.
B. Probably not.
C. Probably.
D. Definitely.

Other adults who know things and can help
people.

A, Definitely not.

B. Probably not.

C. Probably.

D. Definitely.

College catalogues, books, guidance
materials, etc.

A. Definitely not.
B. Probably not.
C. Probably.
D. Definitely.

People in the occupation or at the institute
or college | am considering.

A. Definitely not,
B. Probably not.
C. Probably.
D. Definitely.

TV shows, movies, or magazines.

A. Definitely not,
B. Probably not.
C. Probably.
D. Definitely.

Go on to the next page.
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Questions 31 through 40 also have four possible answers. This time choose the one best
answer to show how much useful information the people or sources listed below have already
given you or directed you to in making your plans for the future.

31

32.

33.

34,

35.

C.

Father, mother, uncles, aunts, etc. 36. School counselors.
A. No useful information. A. No useful information.
B. Some useful information. B. Some useful information.
C. Agood deal of useful information, C. Agood deal of useful information,
D. A great deal of useful Information. D. A great deal of useful Information.,
Brothers, sisters, or other relatives. 37. Other adults who know things and can help
A. No useful information. people.
B. Some usefui information. A. No useful information.
C. Agood deal of useful information. B. Some useful information,
D. A great deal of useful information. C. Agood deal of useful information.
D. Agreat deal of useful information.
Friends.
A. No useful information. 38. College catalogues, books, guidance
B. Some useful information. materials, etc.
C. Agood deal of useful information. A. No useful information.
D. A great deal of useful information. B. Some usefu! information.
C. Agood deal of useful information.
Coaches of school or other teams. D. A great deal of useful information.
'; ';gr:esif:;f"?‘f?r:gf;(;?i‘on. 39. Peopltla in the occupation or at the institute
C. Agood deal of useful information. or college | am considering.
D. A great deal of useful information. A. No useful information.
B. Some useful information,
Teachers. C. Agood deal of useful information.
A. No useful information. - D. Agreat deal of useful information.
B. Some useful information. 40. TV sh . .
C. Agood deal of useful information. + [V shows, movies, or magazines.
D. A great deal of useful information. A. No useful information.

B. Some useful information.
C. Agood deal of useful information.
D. Agreat deal of useful information.

DECISION-MAKING

What should each of the following students do? Choose the one best answer for each case.

41,

42,

E.R. took some tests which show some promise for clerical work. This student says, ‘I just can't

see myself sitting behind a desk for the rest of my life. 'm the kind of person who likes variety. | -

think a traveling job would suit me fine.” E.R. should:

A. disregard the tests and do what he or she wants to do.

B. do what the tests say since they know best.

C. look for a job which requires clerical ability but does not pin one to a desk.

D. ask to be tested with another test since the results of the first one are probably wrong.

J.D. might like to become a computer programmer, but knows little about computer

programming, and is going to the library to find out more about it. The most important thing for
].D. to know now is:

what the work is, what one does on the job.
what the pay is.

what the hours of work are.

where one can get the right training.

onw>

Go on to the next page.
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43,

45.

47.

49,

157
A.M. is very good with skilled handiwork and there isn’t anybody in the class who has more

mechanical aptitude or is better at art. A.M.’s best grades are in math, but A.M. likes all of these
things. What should A.M. dot

A. Look for an occupation which will use as many of these interests and abilities as possible.

B. Pick an occupation which uses math, since there is a better future in that than in art or in
working with one’s hands.

C. Decide now on one of these activities because of ability or interest, and then pick an
occupation which uses that kind of asset,

D. Put off deciding about the future and wait until interest in some of these activities declines.

. B.R. gets very good science grades but doesn’t care too much about this subject. The subject

B.R. liked best is art even though grades in it are only average. This student is most likely to do
well in a future occupation if he or she:

A. forgets about interest in art since achievement is so much better in science,

B. doesn’t worry about the achievement in art, because if you like something you can become
good at it. :

C. looks for an occupation which uses both art and science, but more science than art.

D. looks for an occupation which involves both science and art, but more art than science.

L.F. seems not to really care what kind of work is available on leaving school as long as it is

working with people. If this is all this student cares about, he or she is likely to make a bad
choice because:

A. this kind of work usually requires a college degree.

B. employers usually hire people with definite interests and objectives.
Cc

people look down on those who work with people because such work usually doesn't pay as
well as technical work.

D. occupations in which one works with people can be very different from each other in the
abilities and interests which are needed.

. R.A. has good grades in all high school courses, wants to go to college, has parents’ approval for

going to coliege, but has no occupational plans. What is the best next step for R.A.1
A. Delay college until occupational plans emerge.
B. Choose a college major that is very difficult,

C. Choose a college where exploring several majors is encouraged during the first two years.
D. Find out about graduate and professional school requirements.

A.K. can’t decide whether to become an air-conditioning and refrigeration technician or an
engineer. In making the choice, to which of the following should A.K. pay the most attention?

A. How much money A.K. wants to earn.

B. How much education and training A.K. is likely to be able to get.
C. What A.K.’s parents would prefer,

D. Which occupation people respect most.

. P.T.is a high school junior with no education or vocational plans beyond high school. What

would you recommend that P.T. do first?

A. A thorough search of colleges to attend.

B. An analysis of relevant personal characteristics such as abilities, interests, and values.
C. An intensive study of information about occupations.

D. A matching of P.T.'s abilities with job requirements.

E.B. is a ninth-grader with excellent school grades and very high scores on all ability tests, but
has no educational or vocationa! plans. What is the best advice to give to £.B.?
A. Arrive at a definite goal as soon as possible.

B. Not to be concerned about a goal or a plan because success is almost certain,
C. Concentrate on selecting the right coliege.

D. Find out when important choices will have to be made and get the needed information.

Go on to the next page.
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51.

52.

53.

54.

55

56.

57.

- 158

An uncle has just told T.H. that his company is always looking for tool and die makers, pays them
well and keeps them on the payroll even in bad times. T.H. is interested and wants to learn more
about the occupation. What is the most important thing for T.H. to learn?

Where tool and die makers work.

How much training is required.

What is the work tool and die makers do.

. What tool and die makers actually are paid.

cCom>»

L.M. has good school grades and looks forward to studying engineering in college. What is the
best advice to help L.M. plan a tenth-grade course schedule?

A. Be sure to schedule college preparatory math and science.
B. Get all of the shop courses it is possible to take.

C. Take a light load because in college it will be hard work.
D. Allow time for a part-time job to learn what engineers do.

J.M., who has always dreamed of beving either a lawyer or a business executive, cannot plan for
college because of the cost. J.M.’s grades and test scores show good promise for college. What
should be recommended for |.M. after high school?

A. Find ajob in a law office and go to law school at night.

B. Geta job in a business concern that offers on-the-job training and other educational
opportunities.

C. forget about law and business and work in a field that requires no education.

D. Find a rewarding hobby.

M.}. is considering becoming either a research chemist or a lawyer. In choosing between the
two, which of the following should be given the most weight?

A. Whether M.}.’s ability in science and grades in science courses are good enough.
B. Whether M.}. can afford to go to college.

C. Whether M.}. can get admitted to college.

D. Whether M.}.’s friends think the choice is a good one.

After careful thought, E.K. has decided on business training for a year or two after high school.
However, deciding between majors in accounting and sales remains a problem for E.K. In
exploring this problem, to what should be given the most weight?

A. The difference in training time required by the two majors.
B. The chances of being admitted for training in the major.

C. Which major requires the most work,

D. Which major best fits E.K.’s abilities and interests.

J.F. is the best all-around artist in the class, winning art competitions consistently. But academic
subject matter comes hard to J.F., who will probably graduate in the bottom fifth of the senior
class. Which is the most realistic educational plan for J.F.17

A. Seek admission to a university where one can combine art and regular college subjects to
earn a Bachelor of Fine Arts.

B. Forget about any education beyond high school.
C. Forget about art and concentrate on college preparatory subjects.
D. Seek admission to an art school where poor academic grades will not be a handicap.

L.D. wants to be a newspaper reporter. Which of the following paths might lead to becoming a
qualified newspaper reporter?

A. Working full-time on a newspaper and continuing education on a part-time basis.
B. Earning a bachelor’'s degree in Journalism,

C. Taking a liberal arts degree first, followed by a graduate degree in Journalism.
D. Any of the above.

B.D.'s interest in and skill at helping others have become the most important part of B.D.'s
self-picture. Which occupation should 8.D. probably not be considering?
Nurse's aide.

Recreation worker.

Sales person.

Teacher’s aide.

oNnw>

Go on to the next page.
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59.

60.

D.
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R.R. gets B’s in math and science but has failed ninth-grade English twice, and gets D's in social
studies courses. Which occupation makes the most sense for R.R.1

A. Engineering technician.
B. Veterinarian.

C. Civil engineer.

D. Science and math teacher,

R.}. has high ability, excellent grades and the money to go to college. R.].’s only clear future goal
is to make a great deal of money. What should R.J. do?

A. Pursue a career in medicine because that's where the money is.

B. Arrive at an appropriate vocational goal and the money will take care of itself.
C. Change goals because wanting a lot of money is not a good thing.

D. Find out what wanting to make a lot of money really means.

A.S. has good tested ability but has poor high-school grades. The counselor advises that A.S. will
not be admitted to any colliege because of the high school record. A.S. thinks the problems that
caused the low grades are now solved and wants to get more education. What is A.S.’s best
course of action?
A. Forget about college and seek a satisfying job.

Repeat courses in high school in order to improve the grades.

B.

C. Find out about junior colleges and community colleges whose admission standards are less
demanding.

D.

Cet private tutoring in the weak subjects.

WORLD-OF-WORK INFORMATION

Choose the one best answer to each of the following questions about career development and
the worid of work.

61.

62.

63.

64,

Tenth graders should be expected to know

A. exactly what occupation they want to go into.

B. the kind of work but not necessarily the specific occupation they want.
C. where to get the job they want.
D. the different occupations a person with their interests and abilities could go into.

When ateacher or counselor encourages students to explare themselves and the world about them,
what he or she wants them to do is to

A. be active in school affairs.

B. go on field trips.

C. try themselves out in a variety of situations and activities.
D. take some aptitude tests.

Exploring interests, abilities and opportunities is something which people should be encouraged to
engage in
A. throughout their lives.

B. when they become dissatisfied with the way things are.
C. when they lose their jobs.
D. when things start to go wrong.

Which of the following will help high school students most in thinking about a career?

A. Making the right contacts.

B. Setting an occupational goal early and sticking to it.

C. Finding out where the best opportunities for employment are.

D. Finding out what activities and courses they like most and are best at.

Go on to the next page.
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66.

67.

68.

69.

70.

71.

72

The reason why many young people change jobs frequently between the ages of 18 and 25 is that
they

A. don't know when they are well off.

B. received wrong advice from their parents and teachers.

C. are the first to be fired when business is bad.

D. don’t know enough about themselves or work to make good choices.

Suppose you know what kind of work you would like to do and also know about the many different
occupations which can be found in that field. What information would you need to be able to pick
out tﬁose occupations which are at the right level for you? (By field is meant the kind of work you
would like to do, for example, scientific work, social service work, work involving machines and
tools; by levelis meant the amount of education and training you would need to get, and the amount
of responsibility you would have to carry on the job.)

A. Information about your abilities.
B. Information about educational and training requirements.

C. information about what it would cost to get the needed training and education.
D. All of the above.

The most important thing about the courses you take at coliege or the jobs you take after you leave
school is ’

A. what the courses or jobs tell you about your interests and abilities.
B. whether the courses or jobs are easy or difficult.

C. whether your parents approve of the choice of courses or jobs.

D. what your instructors or employers think of you.

Being happy in a job is mostly a matter of

A. being paid well,

B. having interesting things to do when your day’s work is done.
C. knowing what you want from a job and getting it.

D. receiving promotions and pay increases.

Students who want to go to college or to seek a particuiar kind of job when they leave high school
can improve their chances most by

A. being active in school affairs.

B. choosing appropriate high school courses.

C. getting along with their teachers and counselors.

D. choosing courses in which they know they will get good grades.

A student who, on leaving high school, takes a semi-skiiled factory job at a good wage instead of a
learner’s job or apprenticeship

A. gives up a better future for a better present.

B. should work his way up to a more skilled job easily enough.
C. is probably following the school counselor’s advice.

D. is probably giving in to pressure from parents.

Family doctors (physicians) usually learn their jobs in

A. high schools.

B. community colleges or technical schools.
C. four-year colleges or universities.

D. graduate or professional schools.

Mait carriers usually learn their jobs in

A. high schoals.

B. apprenticeships or on-the-job training.
C. community colleges or technical schools.
D. four-year colleges or universities.

Go on to the next page.
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74.

75.

76.

77.

78.

79.

80.

10

Medical laboratory technicians are most likely to use

A. levels.

B. log tables.

C. tongue depressors.
D. microscopes.

A stock broker is most likely to use

A. a calculator.
B. calipers.
C. forceps.
D. a micrometer.

Bookkeepers are most likely to use

A. lathes.
B. calculators.
C. ledgers.

D. slide rules.

lel

Which of the following workers is most likely to be able to forget about work after leaving the

workplace?

A. Administrative assistant
B. Secretary

C. Typist

D. Credit clerk

Waiters and waitresses are usually paid

A. weekly salaries,
B. hourly wages.
C. wages and tips,.
D. tips only.

In starting a new job, it is most important to

A. make sure the other workers like you.

B. show that you are your own boss.

C. be aware of how others feel about things.
D. hide your own feelings from others.

In dealing with customers, clients, or other outsiders with whom your work brings you in contact, it

is most important to

A. show them you know more about your work than they do.

B. understand what they want and see if you can help them get it.
C. make sure that you do only as you are told.

D. do whatever brings in the most money,

Which of the following is most important in a job application interview?

A. Telling the interviewer you will do any work so long as the job is a good one.
B. Knowing what salary or pay to ask for. -

C. Finding out whether you and the job are right for each other.

D. Being introduced by a mutual friend.

End of Part I,
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APPENDIX G

Family Adaptability and Cohesion Evaluation Scales (FACES)

Olson, D.,H., Bell. R., & Portner, J. FACES: Family Adaptability and Cohesion
Evaluation Scales. St. Paul: University of Minnesota, 1978.

Leaves 162-67 not filmed; permission not obtained.



APPENDIX G
FAMILY ADAPTABILITY AND COHESION EVALUATION
SCALES

Thank you for taking the time to fill out the

following questions. Your input will give us an indication
of how well the program is working. ‘

INSTRUCTIONS

Answer the following by placing 4 = true all the time

3 = true most'of the time
2 = true some of the time

1 = true none of the time
beside each statement as it pertains to you.



11.

_12.
13.
14.
15.

16.
17.
— 18,
—_—18.

—_ 20,

21.

_— 22,

23.

24,

. 25.

— & 26.

/78
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FACES
4 = trua all the time 2 = true some of the time
3 = true most of the tion ] = true none of the time

Family members are concerned with each other's welfare.

Family members feel free to say what's on their mind.

tle don't have spur of the moment guests at mealtime.

It is hard to know who the leader is in our family.

It's difficult for family wembers to take time away from the family.

Family members are afraid to toll the truth because of how harsh the
punishment will be.

Most personal friends are not family friends.

Family members talk a lot but nothing ever gets done.

Pamily members feel gullty 1f they went to spend some time alone.

There are times when other family members do things that make me unhappy.
In our family we know where 21l family members are at all times.

Family members have some say in what is required of them.

The parents in our family stick together.

I have some needs that are not being met by family members.

Family members make the rules together.

It seems like there 1s never any place to be alone in our house.

It is difficult to keep track of what other family members are doing.

Family members do not check with each other when making decisions.

My famlly completely understands and sympathlizes with my every mood.

Family ties are more important to us than any friendship could possibly be.
When our family has an argument, family neombers just keep to themsslves.
Family members often answer questions that were addressed to another person.

The parents check with the children before making important decisions in
our family.

Family members like to spend some of their free time with each other.
Punishment is usually pretty fair in our family.

Tawily members ara encouraged to have friends of their own as well as
family frionda,
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races , -1-
4 = true all the time 2 = true some of the time
3 = true most of the time 1l = true none of the time
__27. Family members discuss problems and usually feel good about the uoluéions.
____.28, Family members share almost all intercats and hobbies with each other.,
__ 29, oOur family 18 not a perfect success,
e 30, Family members are extremely independent.
31, No one in our fomily scema to be ablae to kecp track of what their duties are.
— 32 anily members feal it's Yeveryone for themselves.'
__ 33, Every ncw thing I've learned about my family has plessed we.
34, Our family has a rule for almost every possible situation.
35, Ve respect each other's privacy.
— 36, Once our family has planned to do somethiné} it's diffic;lt to change 1it.
______37. In our famlly we are on our own when there is a problem to solve.
——_38. I have never regretted being with wy family, not even for a moment.
—39. Family écmbere do not turn to each other when they need help.
____40. 1t 1s hard to know what other family ﬁembers are thinking.
41, Fomily members.make visitors feel at home.
— 42, Parents make all of the icportant decisions in our family.
43, Even wvhen everyone is home, family members spend their timec separately.
——_ 44, Parents and children in our famlly discusz together the method of punishment.
—— 45, TFamily members have little need for friends because the family 4s so close.
——__46. We feel pood about our ability to solve problems.
— 47, Although family members have individual interests, they still participate
in family activities.
48, My family has all the qualities I've always wanted in a family,
49, Family members are totally on their own in developing their ideas.
50, Once a task is assigned to a family member, there is no chance of changing it.
—__ 51. Family members seldom take sides against other members.
52, There are times when I do not feel a great deal of love and cffection for
my family.
_53.

When rules are broken, family wembers are treated fairly.
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FACES -9
4 = true all the time 2 = true some of the time
J = true most of the time 1 = true none of the time
____54. Family nembers don't enter ecach other's arcas or activities.
—55. Family members encourage cach other's cfforts to find new ways of doing things.
—— 56, Family members discuss important decisions with cach eother, but usually make
their own choices.
— .37, 1f 1 could be a part of any femily in the world, I could not Qave a better
match.
——_58. Yome is one of the loneliest places to be.
—— 59. In our family, it's lmportant for cveryone to express their opinion.
~———. 60. Family membars find it easier to discuss things with persons outside
the family.
— 61, There is no leadership in our family.
— 62, Ue try ;o plan some things during the week so we can ell be together.
— . 63. Family members arc not punished or reprimanded when they do Bometbing wrong.
64. 1In our family we know cach other's close friends.
— 65, Our family does not discuss its problecs.
— 66, OQur family doeen't do things together.
—— 07, If my family has ony faults, 1 am not aware of then,
—— 68, Family members enjoy doing things alone as well as together.
— - 69. In our family, everyone shares responsibilities.
_. 70, Parents agrec on how to handle the children.
—-—71. I don't think anyone could poseibly be happier than my family and I when
we are together.
———72. It is unclear what will happen when rules are broken in our family.
- 73, Vhen a bedroom door is shut, family members will knoek before entering.
— 74, 1f one way doesn't work in our family, we try another.
——75. Famlly menbers are expected to have tha approval of others before making
decisions.
76. Fomily mcmbers are totnlly involved in cach other's lives.
77. Family nenbers spesck their mind without considering how it will affect others.
— _78.

Family ncowbers fceel comfortable inviting their fricnds along on family
activities,
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FACES -4-
4 = true all the time 2 = truc some of the time
1 = true most of tho time 1= trie nons of thu Ul 1

79. Each family member has at least some say in major family decisions.
80. TFamily members feel pressurcd to spend most froee time together.
___8l. Mcmbers of our family can get away with almost enything.

82. Family mwembers share the same friends.

_____ 83, When trying to solve problems, family members jump fronm onc sttempted solution

to another without giving any of them time to work.
B4, We have difficulty thinking of things to do as a family.
____85. TFanily members understand each other completely.
. _86. It seems as if we agree on everything.

—— 87, It secms as if wmales and females never do the sawe chores in our family.

88. Family wuembers know who will ngree and

who will disagree with them on most
family matters.

—— 89. My family could be happier than it is.

— 90. There is strict punishment for breaking rules in our fomily.

___91. Family members scem to avoid contact with each other when at home.

-——92. Tor no apparent reason, family mcmbers scem to change their minds.

— 93, We decide together on family matters end scparately on personal matters.
9% . OQur fomlly has a balance of closeness and scparateness.

——-95. Fanmily members raéély say what they want.
—_ 96; It seenms there arc always people arvund hiowe who are not members of the family.
—— 97. Certain family members order everyone else around.

—— 98, It scems as if family members cen never find time to be together.

— . 99. TFemily menbers arec Severely punished for enything they do wrong.

——100. We know very little about the fricends of other family members.

~e—101l. Family members feel they have no say in solving problems.

___102. Members of our family share many interests.

— 103, Our family is as woll adjustcd ns any family in this world can be.

— 104, Family members arc cncouriged to do theilr own thing.
——— 105, TFomily nembers never know how others arc golng to act.

. 106, Certain individuals scom to cause most of our famlly problems.
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FACES
5=
4 = true all the time 2 = true some of the time
3 = true most of the time 1 = true none of the time
107. I don't think any family could live topether with greater
harwory than my family.
___ 108, It is hard to know what the rules erc in our family because
they always change.
——-109. Family members find it hard to get away from each other.
110. Farmily members feel that the family will never change.
11,

Fanily members feel they have to go alonp with what the
family decides to do.

cn



INSTRUCTIONS: Please circle the rating which best describes the present situation concerning your child's career.

1.

PARENT QUESTIONNAIRE

To what extent does your child know about his or her carecer
interests, strengths, and values?

To whatextent is your child aware of the different career options
and how to attain them?

To what extent is your child capable of making sound career
decisions?

To what extent do you pay attention to your child's career
plans?

To what extent do you and your child discuss career ideas freely
in a give and take way?

To what extent are you able to mutually influence one another
when discussing careers?

How close do you feel to your child regarding his or her career
deve lopment ?

is not aware
1 2

is not aware
1

ND

is not capable
1 2

do not pay attention
1 2

not freely

1 2
not at all

1 2
not close

1 2

is very aware

4 5

is very aware

4 5

is very capable
4 5

pay close attention

4 5

very freely

4 5
a great deal
4 5

very close
4 5

AYIVNNOILSAND INAYVd
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INSTRUCTIONS:

1.

5.

STUDENT GUESTIONNAIRE

To what extent do you know about your interests, strengths
and values?

To what extent are you aware of the different career options and

how to attain them?

To what extent are you capable of making sound career
decisions?

To what extent do you pay attention to your parent's ideas
regarding your career plans?

To what extent doyouand your parent(s) discuss career ideas
freely in a give and take way?

To what extent are you able to mutually influence one another
when discussing careers?

How close do you feel to your parent(s) regarding your career
development ?

am not aware
1 2

am not aware

1 2
not capable
1 2

do not pay attention
1 2

not freely

1 2
not at all

1 2
not close

1 2

Please circle the rating which best describes the present situation concerning your career.

am very aware
4 5

am very aware

very capable

pay close attention

4 5

very freely

4 5
a great deal

4 5
very close

4 5

JYIVNNOILSAND INIANLS
I XIAN3ddV

691
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TELEPHONE INTERVIEW

Introduce self and thank them for participation.

1. How di the program go?

2. How did you and your child benefit from the program?

3. Is your child more aware of occupations and the options
available to him or her?

4. Does your child know more about him/herself in the area
of careers?

5. How capable is your child of making a career decision?

6. What part of the program did you enjoy the most? Why?

7. What part of the program did you enjoy the least? Why?

8. Did you learn anything about your son/daughter as far as
careers go?

9. Did you learn anything about your relationship with....

by doing the program? (Expand: attention, balance of power,
reciprocity)

10. Any other comments?



10.

11.

12.

INTERVIEW QUESTIONS 171

Who was involved? Some family background.

I was wondering how the program went? Can you tell me how
You got started?

Was there anything in the program that helped your child with
his or her career planning? Anything that hindered this?
(SPECIFIC INCIDENTS)

To what extent doeb your child know him or herself now that
the program is done?

To what extent is he or she capable of making a career decision?
How have you and your child benefitted from the program?
What was it like doing the program together?

Did anything specific happen that brought you closer
together or farther apart?

To what extent do you know your child better? What do you
think contributed to this?

Let's go over the program in detail. Can you tell me how
the foltowing went:

Parent's Manual
Part One

Part Two {DETAILS)
Part Three

000w

Suggestions for improvement?

Additional comments
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APPENDIX K

Treatment by School Effects for Students
(Questionnaire: Career Maturity)

4.a School One 4.b School Two
4.2
4,0
M 3.8
E 3.6
A 3.4
N 3.2
S 3.0
Pre Post Pre Post
4.c School Three 4.4 School Four
4.0
3.8
M 3.6 oF
E 3.4 ///
A 3.2 O,f»‘:;:'d’d’gc
N 3.0 —
S 2.8|&«
Pre Post
4.e School Five
3.4
3.2| & ——©OE
3.0 ™\
M 2.8 O~ _
E 2.6 ~
A 2'4 \\
N 2.2 ~ C
S 2.0 -

Pre Post
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Summary of Multivariate Tests for Parents

173

Source DF ™ Probability
Between Groups

Treatment (T) 4,27 2.22 .09
School (S) 16,102 1.60 .08

TX S 16,102 .90 .14
Within Groups (Occasion(0))

0XSs 16,102 .97 .50
OXT 4,27 3.00 .03
0OXTXS 16,102 1.38 .16
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Summary of Univariate Tests for Parents(Occasion X Time)

Dependent Variable DF

Probability
Family Adaptability (FACES) 1,30 .26 .61
Family Cohesion (FACES) 1,30 2.17 .15
Career Maturity (QUESTIONNAIRE) 1,30 10.47 .003
Dyadic Formation(QUESTIONNAIRE) 1,30 2.69 .11
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Combined Observed Means for Treatment Effects for Parents
on Outcome Variables

3.a

268
266
264
M 262
E 260
A 258
N 256
S 254
252

3.c

nZ2» o
MOV NDWWW
e o 8
NAOAO®OWO=N

FACES (Cohesion)

Pre

QUESTIONNAIRE
(Career Maturity)

Pre

3.b FACES (Adaptability)

nzZzrm

192
190
188
186
184
182
180
178
176

Pre Post

3.4 QUESTIONNAIRE

nZyrEH=x

(Dyadic Formations)

Pre Post



APPENDIX O-1 176

Summary Table of Student Mean and Standard
Deviation Scores on the CDI, FACES, and Questionnaire
Scales According to Schools

Schools
Scale A B C D E
CDI Pre 104,75 103.00 98.75 121,75 106.00
COT 14.93 15.76 22.54 9.94 16.57
Post 119,25 105.25 100.00 125.25 117.75
8.38 22.1 24.34 6.18 3.77
FACES
FA Pre 185.50 175.25 189.75 176.75 184.25
4,93 19.1 27.98 10.56 5.05
Post 189.00 173.75 190.20 186.25 188.75
5.71 17.36 31.72 13.09 10.87
FC Pre 258.00 237.00 233.75 270.75 247,25
16.1 25,25 34.0 15.8 20.82
Post 258,00 242.75 237.50 272.75 257.25
13.29 27.58 37.0 18.9 22.60
QUEST-
IONNAIRE
DYAD Pre 3.68 2.94 2.75 3.25 2.56
.80 .31 .84 1.32 .82
Post 4,12 3.37 2.81 3.56 3.25
.59 .32 1.24 1.21 .45
CM Pre 4,08 3.25 3.08 3.33 2.16
.74 .57 .50 .61 .96
Post 4.83 4.00 3.00 3.58 3.16
.63 .86 .67 .88 .43

Note: Abbreviations: CDI = Career Development Inventory; COT=
Career Orientation Total; FACES= Family Adaptability
and Cohesion Evaluation Scales; FA= Adaptability; FC=
Cohesion; DYAD= Dyadic Formations; CM= Career Maturity.
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Summary Table of Mean and Standard Deviation
Scores of Parents on FACES and QUESTIONNAIRE Scales
According to Schools

Schools
Scale A B C D E
FACES
FA Pre 178.25 172.50 178.75 181.25 172.25
5.73 4.03 14.10 25.09 6.99
Post 186.75 176.00 177.75 185.00 180.00
3.77 4.54 11,92 21.22 7.48
FC Pre 255,75 249,00 259,75 249,75 264,00
10.24 9,30 18.24 16.35 19.61
Post 256.50 251.50 252.00 252,00 269.75
15.25 7.59 29.4 19.54 16.00
QUESTIONNAIRE
DYAD Pre 3.56 3.93 3.31 3.25 3.37
.86 .74 .42 1.08 .59
Post 4,12 4,18 2.93 3.68 3.93
.59 .74 .94 .98 .42
CM Pre 2.75 2.66 2.58 3.08 2.10
.78 .72 .99 .83 .27
Post 3.42 3.33 2.33 3.50 2,96
.73 .66 .90 1.00 .17

Note: Abbreviations: FACES = Family Adaptability and Cohesion
Evaluation Scales; FA = Adaptability; FC = Cohesion;
DYAD = Dyadic Formations; CM = Career Maturity.



APPENDIX P

Distribution of Child Perceptions of Family
Types According to the Circumplex Model

COHESION
Disengaged Separated Connected Enmeshed
(162-234) (235-268) 269-306) (307-378)
Chaotic
A (239-294)
D
A
P Flexible 1(5%)
T (210-238) 1(5%)
A
B
I Structured 2(10%) 10(50%) 2(10%)
L (183-209) 0 10(50%) 6(30%)
I
T
Y Rigid 2(10%) 2(10%) 1(5%)
(126-182) 2(10%) 1(5%) 0
Adaptability: Cohesion:
PRE: PRE:
Experimental Group Experimental Group
Mean: 182.30 Mean: 251.99
Control Group Control Group
Mean: 186.11 Mean: 254.60
POST: . POST:
Experimental Group Experimental Group
Mean: 185.55 Mean: 254.25

Control Group
Mean: 186.34

Control Group
Mean: 251.40
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Distribution of Parent Perceptions of Family
Types According to the Circumplex Model

APPENDIX Q

COHESION

Separated Connected Enmeshed

Disengaged
(162-234)
Chaotic
A (239-294)
D
A
P Flexible
T (210-238)
A
B
I Structured 0
L (183-209) 2(10%)
I
T
Y Rigid 1(5%)
(126-182) 0
Adaptability:
PRE:

Experimental Group
Mean: 182.25
Control Group
Mean: 187.95

POST:

Experimental Group
Mean: 186.17
Control Group
Mean: 191.25

(235-268) (269-306)
0]
1(5%)
5(25%) 1(5%)
6(30%) 2(10%)
12(60%) 1(5%)
8(40%) 1(5%)
Cohesion:

PRE:

Experimental Group
Mean: 253.10
Control Group
Mean: 260.70

POST:

Experimental Group
Mean: 261.02
Control Group
Mean: 265.80

(307-378)
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APPENDIX R

Pretreatment Intercorrelations Among Dependent Variables

FA FC Q(CM) Q(Dyad) COT

FA

FC e 279%%*

Q(CM) .039 .085

Q(Dyad) .055 .173 .388%%

COT 157 262% .021 .088

Note: Abbreviations: FA = Family Adaptability (FACES); FC =

Family Cohesion (FACES); Q(CM) = Career Maturity Items
of the Questionnaire; Q(Dyad) = Dyadic Formation Items
of the Questionnaire; COT = Career Orientation Total of
the CDI.

** p<.01

* p<.05



