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ABSTRACT

AN EXPERIMENTAL STUDY INVESTIGATING THE EFFECTS

OF MODEL RACE AND MODEL AGE-REFERENT GROUP

UPON THE VOCATIONAL INFORMATION-SEEKING

BEHAVIORS OF MALE BLACK

ELEVENTH-GRADERS

BY

David B. Stugart

The general purpose of the study was to investigate

the effectiveness of a specific procedure for eliciting

vocational-educational planning behaviors among eleventh-

graders. The specific purpose was to compare the effects

of two distinct characteristics of a social model, i.e.,

(1) race of the model, and (2) age of the model, upon the

acquisition and performance by male, adolescent blacks of

a model's information-seeking behaviors.

The setting for the study was Pontiac Central High

School in Pontiac, Michigan. The school is a large, urban

high school with approximately equal numbers of blacks and

whites in the student body. In the eleventh grade, ap-

proximately 40 per cent of the young men are blacks. The

sample consisted of 105 male, eleventh-grade blacks.

Subjects were randomly assigned to five treatment

groups, using a table of random permutations. The four
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experimental treatment groups were: black peer model,

white peer model, black adult model and white adult model.

The fifth group was an active control group. The models

were presented in booklets, with pictures and a written

narrative explaining the model's activities.

All treatments were administered in one day by

utilizing the entire eleventh-grade boys' gym class,

including blacks and whites. While only the blacks were of

interest in the study, this procedure reduced potential

Hawthorne effects.

The experimental treatment consisted of the ex-

posure of the subjects in treatment groups 1-4 to different

(in age and race) models performing identical information-

seeking behaviors. Control subjects were exposed to no

model, merely reading a general occupational information

booklet which appeared superficially identical to the

"model" booklets. After the exposure period, each subject

received materials which would be helpful in implementing

the modeled behaviors.

After an interval of twelve days, each subject in

treatment groups 1-4 completed two exercises (VPS--

Vocational Planning Strategies, and PST--Perceived Simi-

larities Test). Control subjects received the same VPS

exercise, but necessarily were given an exercise other

than the PST, which would have been meaningless to them.

Similarly, after the twelve-day period, measures of the
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frequency of performances of the modeled information-

seeking behaviors (FISB) were collected for all subjects.

The VPS measure yielded data on both the total number of

vocational planning strategies and the number of modeled

vocational planning strategies suggested. Thus, four

criterion measures were used.

The basic hypothesis of interest was that the

variables of race and age of a social model, taken inde-

pendently or in various combinations, would influence the

behavior of subjects who observed the model's behavior..

That is, subjects similar to a model in race and age would

more frequently imitate the model's acts than would sub-

jects exposed to dissimilar models, or no models at all.

Also of interest were the effects of a similarity induction

procedure, intended as a means of inducing the subjects in

different groups to perceive themselves as similar or

dissimilar to the models they saw.

A number of hypotheses were tested, some using a

multivariate analysis of covariance technique, with grade-

point average as the covariate, and some using an analysis

of variance procedure.

The principal conclusion of the study was that a

treatment based on a rewarded model produced more

vocationally-relevant behaviors than did control pro-

cedures. Differences due to age and race of the model were

not obtained. Differences in all subjects' perceptions of
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self and model were found, although differences in per-

ceived similarity to the models were not found across the

treatment groups. These and previous findings were

examined, and the implications for future research were

discussed.



AN EXPERIMENTAL STUDY INVESTIGATING THE EFFECTS

OF MODEL RACE AND MODEL AGE-REFERENT GROUP

UPON THE VOCATIONAL INFORMATION-SEEKING

BEHAVIORS OF MALE BLACK

ELEVENTH-GRADERS

. W
U

0'4““

David BTWStugart

A THESIS

Submitted to

Michigan State University

in partial fulfillment of the requirements

for the degree of

DOCTOR OF PHILOSOPHY

Department of Counseling, Personnel Services

and Educational Psychology

1970



/

«AVE

’\‘~I

33% f»

{‘\’

Dedicated to

my wife Jackie, for her strength and compassion, for always

being there when most needed, and for giving us Lisa and

Erica, who unselfishly accepted a part-time father for far

too long

ii



ACKNOWLEDGMENTS

The completion of a doctoral degree follows a long

path of unique pitfalls and gratifications known to rela-

tively few people. Those few know as well that they are

indebted to many others who have helped them along that

path. The author wishes to acknowledge the contributions

of the following people to the completion of this study.

Dr. Richard Johnson, who served as chairman of my

research and program committees throughout my doctoral

program, and who provided knowledgeable and supportive

guidance on the research.

Dr. Maryellen McSweeney, committee member, who gave

unselfishly of her statistical prowess, of her time, and

her encouragement throughout the entire study.

Dr. Gregory Miller, committee member, who offered

support and provided the opportunity to initiate and then

carry through the entire doctoral program.

Dr. Andrew Barclay, committee member, who offered

technical assistance on the research and who also served

as cognate adviser for the academic program.

iii



Dr. Jay Allen, former member of the program com-

mittee, who gave his constant and undiluted support in the

early stages of this program.

Dr. Garth Errington, principal, and other staff

members who provided the setting for the study at Pontiac

Central High School.

My friends, especially Art Dell Orto and Ken

LaFleur, who always extended a helping hand and had time

to listen with a sensitive ear to the problems of a friend.

iv



Chapter

I.

II.

TABLE OF CONTENTS

THE EXPERIMENT AND ITS BASES .

Theory . . . . . . .

Vocational Development and Counseling

Theory . . . . . .

Theories of Modeling and Imitation

Promoting Information-Seeking

Behaviors . . . . .

Perceived Similarity. .

Race of the Model. . .

Peers Versus Adults as Models.

Research Hypotheses . . .

Definition of Terms . . .

Overview. . . . . . .

REVIEW OF RELEVANT LITERATURE CONCERNING

THEORIES OF MODELING. . . .

Organization . . . .

Development of A Theory (I): Modeling

in Retrospect . . . . .

Aristotle . . . . .

Tarde. . . . . . .

Ross and Wissler . . .

Thorndike . . . . .

Jersild . . . . . .

Dewey. . . . . . .

Bernard . . . . . .

LaPiere and Farnsworth .

Miller and Dollard . .

Development of A Theory (II):

Perspective of Modeling. .

Modeling and Aggression.

Effects of Consequences to the Model

Performance versus Acquisition

Competency of the Model.

A Current

Page

ll

13

16

19

22

23

24

24

24

25

25

26

26

27

27

28

29

30

34

35

38

39

40



Chapter Page

Probability of Reinforcement . . . . 42

Cues in the Learning Situation . . . 42

Previous Experiences of the Subject. . 43

Generalizability of Imitated

Responses . . . . . . . . . . 44

Conclusion . . . . . . . . . . . 46

III. DESIGN OF THE STUDY . . . . . . . . . 47

sample I O O O O O O O O O O O 47

Treatments . . . . . . . . . . . 49

Treatment 1. . . . . . . . . . 49

Treatment 2. . . . . . . . . . 49

Treatment 3. . . . . . . . . . 49

Treatment 4. . . . . . . . . . 49

Treatment 5. . . . . . . . . . 49

Treatment Materials . . . . . . . . 50

Booklets. . . . . . . . . . . 50

Materials Packet . . . . . . . . 51

Modeled Behaviors. . . . . . . . . 52

Treatment Administration . . . . . . 52

Criterion Measures . . . . . . . . 54

Frequency of Information-Seeking

Behaviors (FISB) . . . . . . . . 54

Vocational Planning Strategies-

Modeled (VPSM). . . . . . . . . 54

Vocational Planning Strategies-

TOtal (VPST) o o o o o o o o o 55

Perceived Similarities Test (PST) . . 55

Statistical Hypotheses . . . . . . . 55

Statistical Analysis. . . . . . . . 59

Summary . . . . . . . . . . . . 60

IV. ANALYSIS OF THE RESULTS. . . . . . . . 62

Differences Between Experimental Treatment

and Control Groups . . . . . . . . 62

Means for Hypothesis 3 . . . . . . 63

vi



Chapter

V.

BIBLIOG

Differences Between Black Peer Model

and Control Groups . . . . . . . .

Means for Hypothesis 8. . . . . .

Treatment Differences Related to Race of

the Model . . . . . . . . . . .

Treatment Differences Related to Age of

the Model . . . . . . . . . . .

Interaction Effect Between Age and Race

of the Model . . . . . . . . . .

Differences Between Black Peer Model and

White Peer Model Groups . . . . . .

Differences Between Black Peer Model and

Black Adult Model Groups . . . . . .

Differences Between Black Peer Model and

White Adult Model Groups . . . . . .

Overall Differences Between Treatment

Groups . . . . . . . . . . . .

Means for Hypothesis 9. . . . . .

Perceived Similarities Data . . . . .

Treatment Group-by-Perception Inter-

action Effects . . . . . . . . .

Differences in Perception of Sel and

Model . . . . . . . . . . . .

Means for Hypothesis ll . . . . .

Differences in Combined Perception Scores

Across Treatments . . . . . . . .

Means for Hypothesis 12 . . . . .

Summary. . . . . . . . . . . .

SUMMARY, CONCLUSIONS, DISCUSSION,

IMPLICATIONS FOR FUTURE RESEARCH . . . .

Summary. . . . . . . . . . . .

Conclusions . . . . . . . . . .

Discussion. . . . . . . . . . .

Implications for Future Research . . .

WHY O O O O O O O O O O O O 0

vii

Page

65

66

67

68

69

7O

71

72

73

75

75

75

77

77

77

78

78

81

81

85

87

93

96



Chapter Page

APPENDICES

Appendix

A. Randomization Procedure . . . . . . . . 105

B. Black Peer Model Booklet. . . . . . . . 107

C. White Peer Model Booklet. . . . . . . . 117

D. Black Adult Model Booklet . . . . . . . 127

E. White Adult Model Booklet . . . . . . . 137

F. Control Group Booklet. . . . . . . . . 147

G. Sample of Post Card . . . . . . . . . 158

H. Counselor Appointment Form . . . . . . . 159

I. List of Books on Reserve. . . . . . . . 160

J. Information About the Pamphlet on Government

Training Programs . . . . . . . . . 161

K. Form to Express Interest in an Aptitide

Test 0 O O O O O O O O O O O O 162

L. Vocational Planning Strategies Measure . . . 163

M. Perceived Similarities Test. . . . . . . 164

N. Raw Data . . . . . . . . . . . . . 166

O. Covariate Correlation Matrices. . . . . . 168

viii



Table

3.1.

LIST OF TABLES

Means and Ranges of GPA, for Treatment

Groups 0 O O O I O O O O O O 0

Cell Frequencies by Treatment Groups . . .

Repeated Measures Design, with Four Factors,

for Analysis of Perceived Similarities

Test Data . . . . . . . . . . .

Multivariate F-Ratio for Differences Due

to the Effects of Exposure to A Model. .

Means for Hypothesis 3. . . . . . . .

Multivariate F—Ratio for Differences in Black

Peer Model and Control Groups . . . .

Means for All Treatment Groups . . . . .

Multivariate F-Ratio for Differences Due to

the Effects of the Race of the Model . .

Means for Hypotheses 1, 2, and 4 . . . .

Multivariate F-Ratio for Differences Related

to the Age of the Model . . . . . .

Multivariate F-Ratio for Interaction Effect

Between Age and Race of the Model . . .

Multivariate F-Ratio for Differences Between

Black Peer Model and White Peer Model

Groups . . . . . . . . . . . .

Multivariate F-Ratio for Differences Between

Black Peer Model and Black Adult Model

Groups 0 O O O O O O O O O O O

Multivariate F-Ratio for Differences Between

Black Peer Model and White Adult Model

Groups . . . . . . . . . . . .

ix

Page

48

48

58

63

64

65

66

67

68

69

70

71

72

73



Table

4.12.

4.13.

4.14.

Page

Multivariate F—Ratio for Differences Between

Treatment Groups . . . . . . . . . 74

Analysis of Variance for Perceived

Similarities Data. . . . . . . . . 76

Means for Hypothesis 12. . . . . . . . 78



CHAPTER I

THE EXPERIMENT AND ITS BASES

This research experiment was conceived and de-

veloped through the fusion of findings reported in previous

studies. It deals with concepts developed in the fields of

psychology, learning, education and vocational development.

Synthesis of the data has suggested hypotheses related to

the utilization of the tenets of imitative behavior

(modeling) and a specific behavior response category,

vocational information-seeking.

The general purpose of this study is to test the

effectiveness of a specific procedure for eliciting

vocational-educational information-seeking behaviors among

eleventh-graders. More specifically, it tests the various

effects of two distinct characteristics of a social model,

i.e., (1) race of the model, and (2) peer versus adult

referent-group association, upon the acquisition and per-

formance by male, adolescent blacks of a model's

information-seeking activities.

Conclusive evidence that learning can occur

through the observation of social models is abundantly



available. This evidence is presented in brief in a later

section of this chapter, followed by a more comprehensive

review in Chapter II.

The sections which follow utilize supportive

theoretical and empirical data taken from research liter-

ature relevant to this study. First is a discussion of

vocational development and counseling theory, followed by

an analysis of social model learning theory. With this

foundation, subsequent sections integrate pertinent liter-

ature and research to generate the rationale for this

study. Citation of the hypotheses to be tested, followed

by an overview of the next four chapters, conclude this

chapter.

Theory

This section deals with theoretical propositions

and research data related specifically to this study.

Attention is given to: vocational development and counsel-

ing theory; learning theories concerning modeling and

imitation; modeling of information-seeking behaviors; per-

ceived similarity to a model; race of the model; and peer

versus adult referents as models.

Vocational Development

and Counseling Theory

 

Social scientists long have concerned themselves

with the perplexing problems inherent in the practice of

vocational counseling. Some (Super, 1957; Roe, 1956; &



Holland, 1959) have, in fact, developed rather compre-

hensive theories of vocational development, which might be

put to the test by industrious counselors in our school

systems and employment agencies. A most interesting aspect

of vocational development is the role within it of

counseling. Wrenn (1962) has noted that perhaps we never

complete the process of vocational choice. Rather, we make

several choices, each time utilizing more information about

the vocational world and ourselves. The vocational

counselor today thus faces the problem of how to best help

his client collect and interpret vocational-educational

data, so the client may make those many career decisions in

a meaningful manner.

How, then, do counselors meet this responsibility?

In essence, they do so by attempting to change the behavior

of their clients. Obviously, the client doesn't need to

see a counselor, if his behavior is satisfactorily meeting

his unique needs. Stefflre (1965) summed it up in this

manner:

Counseling is a form of purposeful intervention into

the lives of clients. The purpose of the intervention

includes the changing of behavior—-in the broadest

sense. . . . The client as well as the counselor ex-

pects differences to result from the counseling,

although the client's overt desire for change may be

unexpressed and minimal. Being concerned with changing

the ways in which the client behaves, the counselor

will presumably act from some theoretical base which

includes a point of view on how change is best ac-

complished (p. 259).



Stefflre states in no uncertain terms that theo-

rists of the "behavioral" school have the most specific and

explicit plan for enacting behavior changes in clients:

They (behavioral counselors) diagnose the situation to

determine the responses to be extinguished and those

to be encouraged. By a form of conditioning, they set

about systematically to induce more appropriate

responses. Most self-conscious and aware, this

position knows what it is trying to change and how it

hopes to accomplish its goals (p. 260).

In essence, this behavioral approach to counseling

posits that behavior is modified by the environment, or,

more explicitly, behavior is learned. Krumboltz (1966),

the leading exponent of the "behavioral counseling"

approach, contends that it is far more useful to state

goals in terms of overt behavior changes. Krumboltz and

Schroeder (1965) found that specific differences in

information-seeking behaviors occurring as a function of

counseling techniques could be observed and measured.

Thus, a framework is available by which one can test the

effects of specific counseling procedures in terms of

changes in behaviors external to the process of counseling.

The evidence emphasizes the successful utilization of a

technique which assists the vocational counselor in his

function of helping his client to reach more reliable

career decisions. This technique underscores the value of

the client obtaining facts about the world of work and/or

education.

This is, however, only a beginning. It seems

imperative that vocational counselors need to find ways to



assist their clients in making decisions relative to their

vocational development. It is suggested that one way to do

so is to use behavioral counseling techniques. An ob-

jective of this study, then, is the further exploration of

a specific behavioral counseling technique which might

profitably be used to facilitate the learning of

information-seeking behaviors by male, adolescent blacks.

The next section deals with that technique, which employs

social model learning theory principles.

Theories of Modeling

and Imitation

 

 

Researchers in the past several years have initi-

ated and stimulated a substantial amount of work dealing

with the learning theory concepts of "imitation" and

"modeling." Obviously, the roots of these concepts are

anchored in both the near and distant history of mankind.

Historically, it was Aristotle, according to LaPiere and

Farnsworth (1936), who has the distinction of being the

first to use the term "imitation" in some of his obser-

vations concerning human behavior. Bagehot (1873), Tarde

(1903), and Ross (1912), however, are given credit for

first giving prominence to the notion in their writings

(Young, 1932).

As for the term "model," it was Bernard (1926) who

used that term in his discussions of the concept of imi-

tation. He used "model" to describe the fact that children



usually fixate to some degree upon one person at a time in

the process of learning by human example. Both terms have

developed a degree of synonymity in recent research, as

have other phrases, such as observational learning,

vicarious learning, indirect learning, identification and

matched dependent behavior.

More recently, Miller and Dollard (1941) proposed

their VieWpoint of observational learning as instrumental

conditioning. They say the observer learns matching

responses as a result of either witnessing the rein-

forcement of the model or being reinforced himself for

imitating. The failure of this notion, it seems, lies in

its inability to account for observational learning which

occurs in the absence of reinforcement. Such learning does

occur, as will be noted presently in more recent research.

In what is called the "sensory feedback" theory of

imitation, Mowrer (1960) suggests that the model's be-

havior develops positive value for the observer as a

consequence of repeated associations of the specific

behavior with rewards administered by the model to the

observer. The idea is that one can later reproduce the

previously positively rewarding experiences by matching

the model's behavior.

Of recent and perhaps most stimulating and

research-inspiring interest is the stimulus contiguity and

mediational theory developed and being nurtured by Bandura

(1965) and his associates. Bandura postulates that



sensory images aroused by the modeling stimuli are con-

verted to structured, perceptual responses through

contiguous association. In addition, the observer acquires

verbal representations of the model's behavior, and they

become associated with the perceptual images. Verbali—

zation of the matching responses may facilitate the later

reproduction of the model's behavior through response-

produced cues which become discriminative stimuli for later

overt reproductions of the model's behavior.

Research evidence has demonstrated the effective-

ness of using social models who perform desired behaviors

in enhancing certain types of learning (Bandura & Walters,

1963; Bandura, Ross & Ross, 1963; Krumboltz & Schroeder,

1965; Krumboltz & Thoresen, 1964, 1967, 1968). Bandura

and his associates have shown in several studies that

aggressive behavior can be promoted in young children

through various modeling procedures. Krumboltz and his

coworkers have found in numerous experiments that they can

utilize models to produce increased information-seeking

behaviors of high school students.

An important component which has received much

attention in most modeling experiments is that of the role

of reinforcement, of either the model or the observer,

along the lines suggested by Miller and Dollard (1941).

According to Bandura (1965), neither type of reinforcement

is essential for such learning to occur. He found that



the consequences to the model did not affect acquisition of
 

responses, although they did influence actual performance
 

of those responses. Therefore, if one wishes to improve

his chances of inducing a subject to actually perform a

model's acts, it would seem desirable to expose him to a

model who receives rewards for his behavior. Studies by

Rosekrans and Hartup (1967), Resnick (1967), and Rosenbaum

§E_g1. (1962), lend support to this thesis, finding that

the higher the probability of reinforcement, as perceived

by the observer, the more likely are the acts of the model

to be imitated (performed).

To summarize the studies which test the general

concept, the evidence indicates that observation of a

social model facilitates the learning of modeled responses.

"Live," or physically-present models have been found to be

not significantly more effective than symbolic models

(using audio tapes, video tapes, filmed human models,

filmed cartoons, slides, etc.), according to Bandura, Ross

and Ross (1963), and Walters, Llewellyn-Thomas and Acker

(1962). In fact, film—mediated models have been shown to

be even more effective, in some studies.

Much of the relevant experimentation has been

directed at identifying specific model characteristics

which promote imitation. Some of the variables suggested

include: model competence (Luchins, 1944; Rosenbaum &

Tucker, 1962; Resnick, 1967), models of high prestige



(Maccoby, 1959; Krumboltz, Varenhorst & Thoresen, 1967),

observer's perceived similarity to the model (Stotland &

Patchen, 1961; Stotland, Zander & Natsoulas, 1961;

Burnstein, Stotland & Zander, 1961; Rosekrans, 1967a;

Thoresen & Krumboltz, 1968), and sex of the model (Bandura,

Ross & Ross, 1961; Hartup, 1962; Hicks, 1965; May, 1966).

The range of variables which have been investigated is

indeed encompassing, as is evident in the recent compre-

hensive review of research of model learning by Bandura

(1969).

In summary, a fundamental assumption of social

model learning theory (at least for Bandura) is that

behavior may be learned by simply exposing the observer to

a model. Bandura and others have demonstrated that such

learning does occur. Also, these and other researchers

have proposed and demonstrated the effectiveness of rein-

forcement of the model's behavior. It is one of the

purposes of this study to investigate the use of these

"modeling theory" postulates to increase the information-

seeking behaviors of subjects as yet not used in such

experiments, i.e., male, adolescent blacks.

Promoting Information-

Seeking Behaviors
 

Previous reference has been made to some of the

highly-encouraging work of Krumboltz and Schroeder (1965)

in regard to the development of specific information—

seeking behaviors, the dependent variable in this study.
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These authors developed their concepts of this specific,

vocationally-oriented behavior from the proposal by Gelatt

(1962) that one of the principal goals in guidance is to

help students to learn how to arrive at reliable, sound

decisions. A logical assumption concerning this prescribed

rubric is that a good decision is more likely to result

from gathering information which is relevant to that

decision. The next step is to introduce this notion as a

learning process which can profitably be applied to vo-

cational decision—making. Using this line of reasoning,

Krumboltz and his coworkers have employed the learning

theories of imitation and modeling as useful paradigms in

vocational counseling.

A brief summary of these experiments will suffice

here. In the studies by Krumboltz and Schroeder (1965),

Krumboltz and Thoresen (1964), Krumboltz, Varenhorst, and

Thoresen (1967), Thoresen and Krumboltz (1968), and

Thoresen, Krumboltz, and Varenhorst (1967), the criterion

measures were: (1) the frequency of information-seeking

behaviors outside the experimental setting, and (2) the

variety of information-seeking behaviors outside the

experimental setting. Each study used reinforcement

procedures in the form of rewarding the model, reinforcing

the experimental subject, or both conditions. In each

study the criterion measures were taken either two or

three weeks following the initial experimental counseling
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session and were based on self-reports of the subjects. A

random selection of the self-reports was investigated for

validation purposes, in each case finding no serious

invalidation of the self—reported behaviors. The model was

presented either by video or audio tapes of a counseling

session in which a student model was reporting his

information-seeking behaviors to a counselor.

The results of these studies suggest these

findings: (1) symbolic social modeling either in indi—

vidual or group form and either in audio or video presen-

tation is more effective than active and inactive control

procedures, (2) vicarious reinforcement (through rein—

forcing the model) is an effective means of presenting

reinforcement to the subject, and (3) model characteristics

of sex and level of prestige and success are not always

consistently effective in the modeling procedures for all

students.

From the foregoing, it is reasonable to conclude

that the technique of reinforcement of symbolically—

presented models is quite successful in inducing the

learning of Specific model behaviors. Again, this notion

Will be tested for the first time with the subjects unique

to this study, male, adolescent blacks.

E§rceived Similarity

Previous research on imitative behavior (Stotland

& Patchen, 1961; Stotland, Zander & Natsoulas, 1961;
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Burnstein, Stotland & Zander, 1961) has demonstrated that

the degree to which an observer perceives himself as simi-

lar to a model has a significant effect upon the acqui-

sition of responses. Stotland and his associates have

tested the hypothesis that initial perceived similarity can

lead to perceiving or producing additional similarities.

Various inventive procedures were developed and utilized to

induce feelings of similarity to the model. In each of the

experiments, the findings were that observers who perceived

themselves as similar in background and personal character-

istics to the model were more likely to imitate the model's

acts than were those who saw themselves as dissimilar to

the model.

More recently, Rosekrans (1967b), building upon the

work noted above, suggested the hypothesis that perceived

similarity to a social model's personal characteristics,

background and reference group identity should also

influence the extent to which children imitate instrumental

behaviors. Rosekrans developed a "perceived similarities

test" which showed a similarity induction procedure to be

quite effective. The results again substantiated the

notion that high perceived similarity to the model results

in greater imitation than does low similarity. In ad—

dition, the significance of reference group identity as

an important modeling variable was established.

Alternative conclusions have been applied to this

phenomenon. Kagan (1967) contends that it is the
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distinctiveness of a model which first causes an observer

to attend to it and then to learn by imitation. This seems

to suggest that similarity may be sufficient to gain the

subject's attention, but some other variable is responsible

for the learning that takes place thereafter. Thoresen and

Krumboltz (1968) have suggested the possibility that model

cues serve as "attention-getters," as has Bandura (1969).

At this time, however, there is much evidence that

specific characteristics of social models do affect the

behaviors of observers, in the direction of imitating the

model. Thoresen and Krumboltz (1968) suggest that maximum

model effectiveness might be achieved when the model and

subject are quite similar on some characteristics, but

quite different on others. This suggests that certain

model characteristics might be effective with one popu-

lation, but not with another. Further, certain combi-

nations of cues might produce imitation in some clients,

but not in others. An analysis follows of one such cue,

one of the independent variables in this study, the effect

of the race of the model upon imitative behavior.

Race of the Model
 

The genesis of this study emerged, in part, from

the strained American social climate of the late 19605.

Racial violence, civil rights laws, job discrimination,

open housing, burning, looting and other militant ex-

pressions of long-repressed feelings of oppression-—these



14

all are terms descriptive of the temper of the time. A

major role in this smoldering social conflict has been and

is being played by the American Negro in his social, edu-

cational and vocational relationships with whites. That

the role of the vocational counselor in the school, in

employment centers and in youth opportunity programs is

crucial to the outcome of this racial struggle should be

apparent.

In a penetrating review of the modern counselor's

role with his culturally deprived clients, Calia (1966)

emphasizes the urgent need for attention to this problem:

The Federal Government's recent "War on Poverty," as

exemplified by the "1964 Economic Opportunities Act"

and the appropriation of huge sums of money for its

implementation, portends changes of great moment in

the field of education. Guidance and counseling will

not be unaffected, as evidenced by the government's

ambitious plans for staffing its programs and services.

School counselors will be required, increasingly, to

assist in the improvement of conditions among disad-

vantaged children and their families. Counselors,

inexperienced in the ways of the poor, are likely to

be perplexed and ineffectual in their initial en~

counters with these strange and formidable clients

(p. 100).

It is evident that counselors must meet these

special problems with imaginative techniques and methods.

The consensus of concerned social scientists (Tyler, 1964;

Riessman, 1964) is that the counselor can no longer rely

upon "talk" as the principal weapon in his arsenal, when

confronted by a Negro youth who feels he has no re-

spectable place in the world of work in this country.
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Further, in a stinging indictment of counseling as tra-

ditionally practiced, Kvaraceus (1957) comments:

Guidance and counseling theory currently favors middle-

class mentality. For most Negro students, the

counseling approach is much too passive, verbal, intui—

tive, symbolic and seldom accommodates to the realities

of the Negroes' past, present or future. It may be

necessary to engage in more aggressive counseling.

Most student personnel workers . . . have slavishly

followed counseling principles that accommodate more

practicularly to middle-class homes and to middle-

class intellectuality (p. 16).

One of the purposes of this study is to investigate

the effectiveness of meeting this challenge by utilizing a

combination of the concepts of modeling and perceived

similarity. More specifically, this means the obvious

similarity of race. Aside from the conspicuous indications

provided by frequent acts of racial violence, there is

experimental evidence that race is a potential source of

influence on the outcomes of interpersonal interactions.

Hyman (1954) conducted a study in which Negro and white

interviewers each interviewed a random sample of Negroes

on problems of discrimination. Negro interviewers obtained

significantly more information than did whites. Pettigrew

(1964), Shane (1960), and Silberman (1964) all have spoken

about the possible retarding effects of the counselor's

race in the areas of education, counseling and testing.

In a recent study of this hypothesis, Banks, Berenson and

Carkhuff (1967) found that all of the Negro counselees in

their study said they would return to see the inexperienced

Negro counselor employed in the experiment, while none
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wanted to return to either of three white counselors of

varying degrees of experience and training.

Several writers (Riessman, 1962; Harleston, 1967;

Barnett, 1967; Smith, 1967) have suggested the need of

Negro youth for suitable social models, most of them

advocating that these roles be filled by Negroes. Barnett

has proposed that Negro students who know of Negroes who

did achieve success and status may be encouraged to move

away from constricting poverty, unskilled jobs, inadequate

salaries, unemployment, perpetual dependency and, thus,

more poverty.

To sum up, it appears that a great need exists for

discovering new techniques for the vocational development

of culturally deprived individuals. The technique which

has been suggested, and which is of concern in the present

study, is the use of Negro models for Negro students, which

is tested against the use of white models for Negroes.

One independent variable of interest remains to be

discussed, that of the employment of either peers or adults

as models for adolescents.

Peers Versus Adults

as Models

 

 

The research literature dealing specifically with

the difference between peers and adults as models for

adolescents is meager indeed. A great deal of material

based upon observational and descriptive accounts can be
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found (and it will be relied upon), but little evidence is

available by way of specific experimental analyses of this

variable among adolescent subjects.

In our attempts to assist someone toward more

satisfactory vocational development, it is important to

remember the significance of other people who influence his

perceptions and thinking. Johnson, Stefflre and Edelfelt

(1961) suggest that a very significant part of a

youngster's world is composed of his peers, and thereby

his behavior may be largely a product of their thinking,

rather than of advice-rendering adults with whom he has

contact. Ausubel (1968) notes that, as an adolescent

becomes increasingly resistant to adult authority, the

approval or disapproval of his peers comes to be the most

powerful influence upon his behavior. He synthesizes the

findings that conforming tendencies are greater among

lower-class adolescents (Tuma & Livson, 1960), and among

members of groups with few stable ties outside their group

(Sherif & Sherif, 1964), to form his conclusion that peer

group influence is highest among individuals from lower

socioeconomic backgrounds. This would, of course, include

many Negro youngsters in some of the schools throughout

this country.

Ausubel argues convincingly about the impact of

peer groups, and one might extrapolate from the following

vieWpoint to the purposes of this study:
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. . alienation from adult society, coupled with the

accompanying resentment and prolonged frustrations of

his needs for adult volitional independence and adult

earned status, has two serious consequences, namely,

the generation of aggressive anti-adult attitudes and

the compensatory formation of distinctive peer groups

with distinctive standards, status-giving activities,

and training functions of their own. The aggressive

anti-adult orientation not only promotes further

retaliatory rejection of adult standards, but also

makes it more difficult for adolescents to identify

with adults, to obtain any attributed status from such

identification, and currently, to accept adult values

implicitly (p. 431).

The few experimental investigations of the influ-

ence of peer models as opposed to adult models have

suggested that adult models are more, or at least equally,

effective. Bandura and Kupers (1964) found that adults

generally served as more powerful models than peers in

transmitting self-reinforcing reSponses to children aged

7-9. Jakubczak and Walters (1959) found that 8-to-10-year-

olds responded more strongly to suggestions from adults

than peer models. Bandura, Ross and Ross (1961) suc-

cessfully utilized an adult model to produce imitated

aggression in nursery school children. In a similar vein,

Hicks (1965) found that a male peer model elicited the most

imitative aggression from both male and female subjects,

but after six months, only exposure to the male adult

seemed to have had any enduring effect. Again, the sub—

jects were children.

Most of these studies, however, are confounded by

other variables, making any clear-cut conclusion difficult.

It is crucial to consider, as Rosekrans (1967b) points out,
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that status varies with age in age-graded societies, and

researchers have demonstrated that the status of the model

facilitates imitation (Lefkowitz, Blake & Mouton, 1955).

It is logical to suggest, then, that results which find

adults to be superior to peers as models for children

likely are manifestations of status effects, not similarity

effects. This seems to have strong implications for the

subjects in this study, who may differ markedly in their

conceptualizations of status from the younger children used

in the studies cited. This is especially significant when

considering Ausubel's vieWpoint that adolescents ag-

gressively reject adult standards.

Most of the studies done to date with modeling

procedures have not been directly concerned with this

variable. Therefore, a further purpose of this study is

to investigate the relative effectiveness of peer models

versus adult models for male, adolescent blacks.

Research Hypotheses
 

The general hypothesis of this study is that

subjects exposed to models perceived as similar in race

and/or age will perform and acquire more information-

seeking responses than will subjects exposed to models

perceived as dissimilar, or subjects exposed to no model.

The specific research hypotheses follow. (Cri-

terion measures are described later. "Student" below

refers to the male, adolescent blacks used in the sample.)
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1. Students exposed to black models will:

(a) perform a greater frequency of information-

seeking behaviors (ISB),

(b) suggest more vocational planning strate-

gies,

(c) suggest more modeled vocational planning

strategies, and

(d) perceive themselves as more similar to the

model

than will students exposed to white models.

2. Students exposed to pgg£_models will:

(a) perform a greater frequency of information-

seeking behaviors (ISB),

(b) suggest more vocational planning strate-

gies,

(c) suggest more modeled vocational planning

strategies, and

(d) perceive themselves as more similar to the

model

than will students exposed to adult models.

3. Students exposed to any of four model-rewarded

treatments will:

(a) perform a greater frequency of information-

seeking behaviors (ISB),

(b) suggest more vocational planning strate-

gies, and
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(c) suggest more modeled vocational planning

strategies,

than will control students not exposed to a

model.

There will be no significant interaction effect

between the race and the age-referent group of

the model.

There will be differences in the treatment

means on three of the criterion measures.

Students exposed to a blackypeer model will:
 

(a) perform a greater frequency of ISB,

(b) suggest more vocational planning strate-

gies, and

(c) suggest more modeled vocational planning

strategies

than will students exposed to a white peer
 

model.

 

Students exposed to a b1ack_peer model will:

(a) perform a greater frequency of ISB,

(b) suggest more vocational planning strate-

gies, and

(c) suggest more modeled vocational planning

stragegies

than will students exposed to a black adult
 

model.
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8. Students exposed to a black peer model will:
 

(a) perform a greater frequency of ISB,

(b) suggest more vocational planning strate-

gies, and

(c) suggest more modeled vocational planning

strategies

than will students exposed to a white adult

model.

9. Students exposed to a black peer model will:
 

(a) perform a greater frequency of ISB,

(b) suggest more vocational planning strate-

gies, and

(c) suggest more modeled vocational planning

strategies

than will students exposed to no model.

Definition of Terms
 

Vocational Planning Strategies (VPS): This term

refers to the student's knowledge of methods of obtaining

vocational and educational information. The criterion

measure will test for acquisition of the modeled behaviors,

as well as the total number of VPS known by each student.

Information—Seeking Behaviors (183): This term

refers to the actual performance of methods of obtaining

vocational and educational information. The criterion

measure will test for total performances of 158 for the

duration of the study.
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Overview

In Chapter II, a relatively comprehensive review

of the pertinent literature concerning modeling is pre-

sented. In Chapter III, methodology is discussed,

including descriptions of the sample; treatment materials;

modeled behaviors; administrative procedure; statistical

hypotheses, design, and analysis. Chapter IV is devoted

to the analysis of the results. In Chapter V, conclusions

and future research suggested by this study will be dis-

cussed, concluding with a final summary of the study.



CHAPTER II

REVIEW OF RELEVANT LITERATURE CONCERNING

THEORIES OF MODELING

Organization
 

Inasmuch as this study is constructed around a

nucleus of theories, hypotheses and research on the subject

of modeling, it seems imperative that a selective review of

related literature be provided. This is the purpose of

Chapter II.

The two major organizational divisions of this

chapter proceed chronologically from historical to recent

contributors to the psychology of learning via modeling.

References are made to selected theorists who propounded

notions which have stimulated research and scientific

rumination leading to current interest in modeling as a

means of manipulating human behavior.

Develgpment of A Theory (I):

Modeling in Retrospect

 

This section deals with several contributors

through whom the early development of theories of imitation

and modeling can be readily traced. In chronological

perspective, they range from the earliest recorded

24
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reference to imitative behavior through the mid—twentieth

century.

Aristotle
 

To Aristotle we can attribute the first learned

commentary on the belief in the concept of imitation.

Although he may not have been the first to recognize and

identify this phenomenon, he was the first to suggest the

importance of imitation in man's development. Aristotle

claimed man to be the most imitative of living creatures,

and through imitation he learns his earliest lessons in

life (Butcher, 1922). It seems certain that Aristotle saw

imitative behavior making an early appearance in the

development of the child, and that he considered some form

of "copying" essential to human learning.

Large

Perhaps most widely known among early twentieth

century social thinkers for his viewpoints on imitation was

Gabriel Tarde. Tarde remains well-known as an exponent of

the magnitude of imitation in the socialization of man.

Indeed, he wrote that "society is imitation" (1903), and

emphasized the nature of culture as a distinct variable in

the development of human behavior. Tarde viewed imitation

as being highly crucial in the task of transmitting culture

from generation to generation, as well as from one society

to another.
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Ross and Wissler
 

Soon to follow came E. A. Ross (1912) and Clark

Wissler (1923), both of whom offered theories which largely

substantiated and supported Tarde's earlier proposals.

Ross reiterated the view which emphasized the impact of

imitation in the transmission of social patterns. Wissler

professed the same belief. He suggested that, without the

function of imitation, men would likely be left without a

culture. In fact, he said that a culture "must be per—

petuated by the imitation of the older by the younger

members of the group."

While Ross, Wissler, Tarde and perhaps Aristotle

might have seen imitative tendencies to be essentially of

an "innate" order, several other theorists have stressed

imitation as a "learned" behavior. Further, they have

noted that such learning is the result of a system of

rewards and punishments, which in some manner affect

behavior.

Thorndike
 

Among this group, E. L. Thorndike (1940) has done

much to foster the notion of associating imitative behavior

with the learning process. He conducted many experiments

with animal subjects, the results leading to his conclusion

that imitative habits are not learned automatically and

simply through mere observation of an act being performed

by another being. Thorndike instead suggested that
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societal conditions, especially those in the family and

social structure, are crucial to the learning of imitative

behavior. This is achieved, he says, through tendencies

toward behavior which is approved and away from responses
 

which are ridiculed. Thus, we can see in Thorndike's

theory the idea of a learning process based on societal

rewards and punishments.

Jersild

Another proponent of the theory that individuals

learn by imitation is A. T. Jersild, who didn't believe

that imitation is instinctive in nature. As Miller and

Dollard choose to point out, Jersild is quite correct in

his feeling that imitative responses may be fixed by such

secondary rewards as parental praise (1941). Jersild

(1933) made this point in reference to the situation in

which a child receives positive reinforcement in response

to his return of a smile, reproducing a sound, or speaking

a word, similar to such expressions made by his parents.

Dewey

Considering his vieWpoints in perhaps the broadest

sense, John Dewey (1930) might also be considered a member

of this group which denies instinct as the precursor of

imitative acts. Basically, Dewey's comments seem to

emphasize the importance of the social context of imitative

behavior. He outlines his belief by suggesting that
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similarities among humans in thinking and acting result

primarily from the sameness of the conditions in which they

are reared. Dewey makes no direct connection, however,

between imitative acts and a mechanism of rewards and

punishments.

Bernard

Other vanguard theorists must include L. L.

Bernard. Bernard (1926) provided significant progress by

' fromintroducing his concepts of the role of the "model,'

whom the copier takes cues. In his relatively complete

(and certainly appealing) theory, Bernard takes note of

concepts which sound remarkably like those espoused by

Miller and Dollard, to whom more complete reference will

be made later. For instance, Bernard's "suggestion imi-

tation" has the ring of the mechanism Miller and Dollard

describe as "matched-dependent behavior." Also, his

"purposive imitation" is similar to their "c0pying." He

indicates a strong belief in the crucial part played by

the social setting in the emergence of imitative behavior.

In order for his theory to be more complete, Bernard could

have gone a step further and recognized reinforcement

principles and their role in this type of learning.

Failing to do so, however, does not detract seriously from

the meaningful contributions he has made to modern con-

ceptualizations of the imitative process.
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LaPiere and Farnsworth
 

Ten years after Bernard adapted the term "model" to

the study of imitative behavior, LaPiere and Farnsworth

(1936) concurred with the idea and even went so far as to

suggest dropping the term "imitation." In its place, they

would substitute "learning by human example." Such

learning (modeling), they contend, is advantageous because

it limits the range of trial and error acts and thereby

increases the possibility of a successful response. Par-

ticularly important to LaPiere and Farnsworth is that the

"copier" must bring something with him to the copying

situation, if he is to successfully emulate the model.

That something they describe as "previously acquired habits

of action." By this they mean the observer must already

have the elements of behavior in his repertoire before he

can put them together in a synthesis of the model's be—

havior. They would contend, then, that until one has

learned each individual bit of behavior which is involved

in the model's performance, it is a waste of time to try

to imitate him. Of course, training can be of utmost

importance.

LaPiere and Farnsworth were quick, too, to note

that adults attempt to pattern their behavior upon that of

other people. They point to the example of the "fireside

talks" of President Franklin Roosevelt, whose easy,

familiar delivery was soon attempted by a host of radio
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announcers around the country. Similarly, when Hitler rose

to power in Germany, aspiring politicians the world over

began to imitate his charismatic gestures, his aggressive,

authoritative voice and his clipped, abrupt incantations.

These authors make some indirect reference to rein-

forcement principles, too, although a diligent search is

necessary. In this regard, they suggest that the selection

of models is determined in part by short-term results,

i.e., getting attention, a piece of candy, a new dress,

etc. In another context, they speak of a mother expressing

approval or a father administering punishment and interpret

these acts in terms of encouraging or discouraging certain

behaviors of a child. Unfortunately, they fail to bring

these views together in what might be recognized as a

valid theory of reward and punishment, as related to the

process of imitation. Their theory stands, however, as a

firm foundation for much of the progress in modern research

in the past few years regarding imitation and modeling.

Miller and Dollard
 

As have many other investigators, Neal Miller and

John Dollard have applied their own unique conceptualiza-

tions to the theory of imitation. In their detailed dis-

cussion of the principles of imitation, they describe this

phenomenon as a process by which "matched," or similar

acts are evoked in two people and connected to appropriate
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cues (1941).; In order for this to occur, conditions must

be favorable to the learning of such responses.

An extremely important prerequisite to one person's

matching of another's behavior is that the "matcher" must

be regularly rewarded for doing so. Further, if such

rewarding transpires, a secondary tendency to match may be

developed, whereby the imitation process becomes, in turn,

the derived drive of imitativeness. To Miller and Dollard,

the concept of reward is as essential to the learning

process as oxygen is necessary for human life. Indeed,

they say quite explicitly, "without reward, people fail to

learn."

Miller and Dollard have described three factors

which bear upon imitative behavior: "same," "matched-

dependent," and "copying" behavior. "Same" behavior is

relatively simplistic. It is merely the chance occurrence

of two peOple performing the same act in response to

independent stimulation by the same cue. Each person
 

learns by himself to make the response, for his own antici-

pated rewards and drive satisfaction.

"Matched-dependent" behavior tends to occur when

one person (the model) is either older, more intelligent,

more skilled, etc., than the other (the imitator). The

important factor here is that one person is unable to

respond to a specific cue in the process of drive re—

duction, which he achieves instead by taking another cue
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from a model and imitating the model's response. Thus,

the follower is dependent upon the model to read and

interpret cues which he himself is unable to discriminate.

Miller and Dollard claim that our society is so organized

that such situations are regular occurrences. Many of us

are dependent upon the older, the brighter, the scientist,

the space technician. Thus, certain types of imitative

behavior are certainly not exclusive to childhood.

In the case of "copying,' one person learns to

model his behavior on that of another. This, of course,

sounds very similar to the behavior just discussed. The

fundamental difference between the two processes is that

in matched-dependent behavior, the imitator responds only

to the cue from the leaders, while in copying, he responds

also to the cues of sameness and difference produced by

stimulation from his own and the model's responses. Also,

it appears essential that the imitator know when his

response is within an acceptable range of similarity to

the response being matched. Thus, he must have some

criteria for discrimination. This may begin with another

person who rewards and punishes according to similarity.

However, the imitator must eventually come to respond

independently to the cues of sameness and difference. The

model, in this case, acts as a critic until independent

discrimination is achieved.

One of the outcomes of concentrated training in

copying, in which we are directed to compare ourselves with



33

others, is that we tend to look at and scrutinize the

behavior and personalities of others, thereby noticing

individual differences. In this manner, much of our

culture is transmitted and diffused. It is certainly

obvious that our society rewards conformity and punishes

those who deviate too far from the behavioral standards of

the majority.

Miller and Dollard perceive imitation as being

critical to many of the processes of socialization. They

mention especially its importance in maintaining social

conformity and discipline, noting that individuals require

training in many instances, so that they will find it

satisfying to do what others are doing and they will be

distressed when they are not. Such desired conformity to

societal patterns is achieved, in part, say the writers,

by techniques of imitation learned by individuals early in

life. They use this notion as a springboard from which to

project their views of the conditions which facilitate

imitative behavior.

In what may be a rather simplistic view of the

various social conditions which foster imitation, Miller

and Dollard see these conditions in terms of an hierarchy

based upon specialized skills and social statuses. They

speak of four classes of persons who are imitated by

others: (1) superiors in an age-grade hierarchy, (2)

superiors in a hierarchy of social status, (3) superiors

in an intelligence ranking system, and (4) superior



34

technicians in any field. They do attend to another di-

mension of the question, that of sex differences, but they

do not consider it as one of the principal tenets of their

reasonably comprehensive "hierarchies," as outlined above.

Certainly it would be difficult to argue with their concept

of imitation of superior persons in the categories

mentioned. However, as a result of research conducted

during the past few years, a number of other variables

pertinent to the imitative process have been identified.

Therefore, it seems logical at this point to make a

transition in time to review the results of these recent

experiments, to distinguish the current perspective of the

problem.

Development of A Theory (II): A Current

Perspective of Modeling

 

A review of more timely research concerned with

imitative behavior quickly reveals the dynamic, thought-

provoking status of the subject. The outcome of this

stimulating condition has been the elicitation of several

variables which appear to have some bearing upon imitation

in human behavior. For instance, only a partial list would

include factors such as: (1) sex of the model, (2) sex

of the subject, (3) reality cues of the model, (4) the

subject's perceived similarity to the model, (5) the

relative competence of the model, (6) the fact of rein-

forcement of the model, (7) the probability of
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reinforcement of the subject, (8) prior failure of the

subject, (9) prior successes of the subject, (10) the

characteristics of the task to be performed, and (11) live

versus symbolic models.

Many of the variables suggested above have received

valid experimental treatment. Many need to be validated,

in terms of reliability, through replication. Others, of

course, are yet to be specifically identified. A review

of several studies will provide a bit of the flavor of

work being done, with an eye toward categorizing them for

simplified interpretation of the results.

Modeling_and Aggression
 

Research concerning modeling has been conducted

predominantly with children and some young adults, with

many experiments being done with nursery and pre-school

children. The topics are as far-ranging as the list of

variables presented above, with many variations in

treatments, subjects and conditions. Suggestive of some

of the more stimulating studies are those dealing with

aggression, and the modeling of aggressive responses in

children. Walters (1966) has observed that child and

social psychologists have been much concerned with the

problems of social control and violence in the last few

years. Others have frequently observed that aggressive

parents are more likely to have aggressive children. Also,

we now know that a youngster's peers often serve as social
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models, often leading them to adopt standards of violent,

aggressive behavior. In addition, the almost universal

availability of television and motion pictures permits an

even broader-ranging opportunity for exposure to models for

persons of all ages.

Several studies by Bandura and his associates give

us the most comprehensive View of laboratory studies in

this area. These experiments primarily deal with the

exposure of children to live or film—mediated models. In

one of these, Bandura and Huston (1961) had nursery school

children participate in a "game" involving three con-

ditions: a model exhibiting functionless responses inci—

dental to the game; a model whose incidental responses

included aggression against dolls; and an entirely non-

aggressive model. The results showed 90 per cent of the

"aggression-exposed" children displayed aggressive acts in

performing the "game." Not a single control group child

showed any aggression.

Next, Bandura, Ross and Ross (1961) attacked the

question of whether the model needs to be present in order

for the expected responses to occur. Two groups of nursery

school children were exposed to an adult model. One group

watched the model physically and verbally attack a large

inflatable doll; the second group saw only nonaggressive

behavior with a tinker-toy set. After exposure, steps

were taken to induce frustration, then the children were
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placed in a room which contained several toys. A few of

these could be utilized for acts of a violent nature.

Control subjects were placed in the same situation, without

prior exposure to a model. Again, aggression-exposed

children exhibited substantially more imitated aggression

than those in either of the other conditions.

These same experimenters (1963) compared the influ-

ence of a live aggressive model with that generated by a

model showing aggression in a film. They also introduced

the variable of a human versus a cartoon model, using a

procedure similar to that described in the previous study.

Again, all children exposed to aggressive models demon-

strated more post-exposure aggression than did controls.

It was also discovered that exposure to human models

showing aggression in movies was the most effective means

of eliciting and shaping aggressive response patterns.

Similar results have been reported in studies by

Lovaas (1961) and by Mussen and Rutherford (1961). Lovaas

found that day-care center children, after seeing an ag-

gressive cartoon film, selected a response which involved

a doll striking at something rather than one of manipu-

lating a ball-in-a-cage apparatus. Mussen and Rutherford

also employed cartoon films and then found increased

tendencies toward aggression, which was measured by

questioning the children about their desire to break a

balloon held before them.
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Effects of Consequences

to the Model

 

 

Naturally, the types of studies described involved

situations in which aggressive behavior was not only per-

mitted, but even induced, and also notable is the fact

that testing occurred almost immediately after exposure.

In addition, we find that in real life and in commercial

movies including aggressive acts, there is usually some

system of rewards and punishments in operation, i.e., the

aggressor is often punished. Therefore, it is very

interesting to examine studies which observe the conse—

quences of aggression, as they are assessed to the model

following his actions.

Bandura, Ross and Ross (1963) used four conditions

to study this phenomenon. These included aggressive model

rewarded, aggressive model punished, no exposure to a model

and model expressive, but not aggressive. Children in

groups one and two viewed a film of an adult exercising a

substantial amount of physical and verbal aggression to

obtain objects possessed by another male adult. In the

model-rewarded condition, the aggressor succeeded and was

subsequently shown enjoying his success. In the model-

punished condition, aggression met with obvious punishment

at the hands of the intended victim. In the testing

situation which followed, children who saw the rewarded

aggressive model displayed more aggression imitating the

model, both physically and verbally, than children who
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were in the model-punished or control groups. It appeared

that generalized aggression, not exactly imitative of the

model, was more predominant under the model-rewarded con-

dition than for the children in the other groups.

Performance versus Acquisition

Another significant outcome produced by Bandura's

research (1965) is that failure to reproduce a punished

model's behavior in a subsequent test situation doesn't

necessarily mean that learning via observation has not

occurred. The subjects in this experiment were also

nursery-school children, assigned to one of three con-

ditions: model rewarded, model punished, model neither

rewarded nor punished. Following exposure, the children

were observed for 10 minutes while they engaged in un-

structured play. In this time interval, children exposed

to a rewarded model and to the control condition showed

many more imitative responses than those who saw the model

being punished. However, the next step was to provide all

the children with an incentive to imitate the model's

acts , and this completely eliminated any differences

betWeen the three groups. Those who had seen the model

Punished and had subsequently not imitated now displayed

as much imitative behavior as the other two groups. This

demonstrates that, while imitative "performance" of model

behavior may not follow exposure, learning or "acquisition"

through observation may still be taking place.
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Similar evidence has been obtained by Walters and his

coworkers (1963, 1964, 1966) in analyses of deviation. In

brief, they found that, when a prohibition against a

certain behavior is removed, children who previously saw a

model punished for violating the prohibition and then

wouldn't imitate, subsequently could reproduce the model's

deviant act nearly as exactly as children who had seen the

model rewarded or escape with no consequences. In another

recent study, Phillips (1968) confirmed Bandura's original

finding that nonreinforced imitation does indeed occur, and

that mere observation of a model who is not reinforced may

be sufficient to induce imitative learning.

It is obvious that laboratory studies have graphi-

cally depicted how the presentation of aggressive models

may lead to the acquisition and performance of imitative

responses. These findings are illustrative of those

obtained by other researchers on widely-ranging topics

pertinent to theories or hypotheses of imitation and

modeling. For additional insights into other research,

the next section presents brief examinations of significant

outcomes reported by other authors.

Competengy of the Model
 

Several studies considered collectively warrant the

conclusion that factors that lead the subject to believe

that he is incompetent, or that the model is more competent

than he, are associated with increased susceptibility to



41

social influence. Resnick (1967), Rosenbaum §t_§l, (1962),

Maley (1967) and Rosenbaum and Tucker (1962) all found

evidence that competent models generally provide more

effective stimuli for matching behavior than do incompetent

models. In the Rosenbaum and Tucker study, the effect of

information concerning the competence of a model on

learning of imitative and nonimitative behavior was ex-

amined in two experiments. The subjects predicted the

outcomes of a series of fictitious horse races after

exposure on each trial to the prediction and correctness of

the prediction made by a simulated partner (a confederate

of the experimenter). In each experiment, the results for

training to imitate indicated that, the greater the

model's competence, the greater is the facilitation of

acquisition of the imitative response.

Similarly, Luchins (1944) had previously shown that

only a few subjects will agree blindly with a model's

incorrect choice, but they rather agree on a "rational"

basis. Of course, Asch (1967) demonstrated in the 19505

the effects of group pressure in similar experiments,

wherein the subject is confronted with the obviously

incorrect choices of everyone else in the group, all con-

federates of the experimenter, prior to making his own

response. Of the 123 subjects put to the test, under group

pressure the minority subjects changed their decisions to

conform to the misleading majority's wrong judgments in

nearly 40 per cent of the cases.
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Probability of Reinforcement
 

Another variable dealt with by several researchers

is that of probability of reinforcement of the subject for

imitated responses. Rosekrans and Hartup (1967), Resnick

(1967), Rosenbaum §t_al. (1962), and O'Connell (1963) have

reported results indicating that a subject who anticipates

relatively low probabilities of being rewarded for imi-

tating will be less likely to reproduce the model's be-

havior. Rosekrans and Hartup found that subjects exposed

to an inconsistently rewarded model produced less imitative

aggression than subjects exposed to a consistently re-

warded model. The former subjects did imitate more,

however, than did those exposed to a consistently punished

model. O'Connel had similar results, with the number of

. imitative responses very significantly higher in the high

reinforcement than in the low reinforcement condition.

Cues in the Learning

Situation

 

 

There is some evidence that cues other than those

provided by the model himself may be of significance in

learning by imitation. Wilson (1958) examined the

learning of incidental cues by preschool children. He

hypothesized that the process of learning to perform an

imitated reSponse in an apprOpriate situation, in the

absence of the model, is essentially that of learning

secondary cues. Preschool children, utilizing a model's
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response as a primary cue for the performance of the

identical response, did learn a secondary or "incidental"

cue for the performance of that response. This was

achieved without the use of specific instructions about

what was to be done.

McDavid (1964) took another approach to the same

notion, emphasizing the importance of pointing out cues in

the learning situation to the learner. He construes his

results as evidence that direction of the imitator's

attention to cues in the physical environment is an im-

portant aSpect of imitation and observational learning.

Further, he contends that the element of ambiguity in

associating social and nonsocial cues is also highly criti—

cal to learning. Since this kind of fragmentary associ-

ation between behavior and pertinent environmental cues is

probably typical of imitation in the normal course of

child-rearing and social influence, McDavid's theory may

have significant bearing upon the process of observational

learning at all age levels.

Previous Experiences

of the Subject

 

 

Numerous studies provide substantial evidence that

factors which the individual brings with him to the

modeling situation are very important. Kanareff and

Lanzetta (1960), Rosenbaum et_al. (1962), and Walters and

Amoroso (1967) all report upon the influence of prior

experiences. For instance, Kanareff and Lanzetta studied
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the effects of success and failure experiences upon the

extinction of an imitative response. They demonstrated

that the experience of failure, as opposed to success, in

a task performed previous to the modeling condition, leads

to facilitation of the acquisition of a matching response

in a criterion task. Walters and Amoroso also found that

prior failure leads to greater susceptibility to the

model's influence. Rosenbaum and his coworkers confirm

this thesis, too, but have added another dimension. They

found that there may be an interaction between prior

failure and the probability of reinforcement for imitating.

Their results show that low probability of reward, coupled

with a previous failing, instead tends to facilitate non-

imitation. It would appear, then, that the increased

anxiety resulting from failure is not sufficient to insti—

gate imitative performance. It is possible, however, that

acquisition may be_taking place but the performance of the

response is being repressed, as suggested previously by

Bandura (1965). With the introduction of an incentive to

perform, it is likely that we should find that the re-

sponse indeed has been acquired.

Generalizability of

Imitated Responses

 

 

It seems appropriate to conclude this selective

review of the literature concerning imitation and modeling

by noting that some researchers have suggested that
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imitative responses are not limited to specific situations

in which they have been learned.

For example, Hartup (1964) analyzed the patterns of

imitative behavior in young girls and boys. His results

confirmed the hypothesis that the frequency with which the

child chooses to imitate is generalized across models. The

data indicate that children's responses to situations

containing the potential for imitation are not entirely

situation specific. Baer and Sherman (1964) found they

could elicit an imitative response, without reinforcement,

which was completely different from three other responses

strengthened directly. They attributed this outcome to

generalization along a dimension of similarity between the

child's responses and the model's responses. That is, the

child may be responsive to the stimulus of similarity

between responses per se.

Additional support for the hypothesis of general-

izability of imitation may be found in the work of Maley

(1967), who studied the effects of accuracy of a model upon

college males. He showed that the influence of the success

or failure of the model on a subject is generalizable to

new situations. Finally, Bandura, Grusec and Menlove

(1967) demonstrated that children previously fearful of

dogs, after watching a model interact nonanxiously with a

dog, displayed stable and generalized reduction in

avoidance behavior in other similar situations.
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Conclusion
 

This concludes the selective review, analysis and

discussion of the literature which relates to the theories

of learning by imitation, or modeling. An effort has been

made to present a panoramic perspective of the topic,

bringing into focus its early foundations and develop-

mental stages, as well as the current research. By way of

intention, some of the material covered does not relate

specifically to the research at hand; this for the simple

reason that it is important to understand what is now being

done in terms of the scope of what has already been

achieved. This technique is intended to lend relevance and

viability to the present study, as well as to augment this

attempt to further contribute to a rapidly growing body of

knowledge.

With this conclusion, then, attention next will be

given to the problems of methodology and procedure, in

Chapter III.



CHAPTER III

DESIGN OF THE STUDY

Sample

The sample consisted of 105 male blacks in the

eleventh grade at Pontiac Central High School in Pontiac,

Michigan. These subjects consisted of the total population

of male blacks in the school's eleventh grade, excluding

those who were absent and those with unusual class as-

signments. Pontiac Central is a large, urban high school

with approximately equal numbers of blacks and whites in

the student body. In the eleventh grade, approximately

40 per cent of the young men are blacks.

In the interests of increaSing the precision of the

experimental design, an attempt was made to form randomized

blocks, using grade-point average (GPA) as a blocking vari-

able. When this effort was unsuccessful, due to a pro-

cedural error, the experimenter decided to utilize GPA as

a covariate and analyze the partially blocked data in a

multivariate analysis of covariance design (see Appendix A).

GPA means and ranges for each treatment are reported in

Table 3.1.

47
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TABLE 3.1.-—Means and Ranges of GPA, for Treatment Groups.

 

 

Treatment Group Mean Range

1 (N=21) 1.93 0.87 - 3.29

2 (N=21) 1.80 1.00 — 3.29

3 (N=21) 1.92 0.75 - 3.86

4 (N=21) 1.94 0.62 - 3.43

5 (N=21) 1.92 '0.43 - 3.71

Total (N=105) 1.90 0.43 - 3.86

 

Subjects thus were randomly assigned to five

treatment groups: black peer model, white peer model,

black adult model, white adult model and active control

(see Appendix A for procedure). The assignment of subjects

in the experimental design is presented in Table 3.2.

TABLE 3.2.--Cell Frequencies, by Treatment Groups.

 

Treatments

1 2 3 4 5

   

Black Peer White Peer Black Adult White Adult Control

Model Model Model Model

 

21 21 21 21 21
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Treatments
 

Treatments 1-4 presented the modeling procedure to

subjects assigned to those treatments. The fifth group was

an active control section, in which the subjects were

exposed to no models.

Treatment 1
 

Subjects in this group were exposed to a black peer

model performing specific information-seeking behaviors,

accompanied by a written narrative explaining in detail the

model's activities.

Treatment 2
 

Identical to Treatment 1, but presenting a white

peer model.

Treatment 3
 

Identical to Treatment 1, but presenting a black

adult model.

Treatment 4
 

Identical to Treatment 1, but presenting a white

adult model.

Treatment 5
 

Subjects in this active control group were exposed

to no model in their treatment booklets, but they were not

aware that their materials were different, as control

group subjects received materials which were superficially
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identical to those received by others. Control subjects,

however, merely read some prepared general occupational

information during the treatment session.

Treatment Materials
 

Booklets (See Appendices B, C, D, E, F)

Five booklets were designed, each uniquely repre-

sentative of one of the five treatments. Each booklet

(except for control subjects) incorporated line drawings

prepared by a commercial art student and a written narra-

tive describing the model's behaviors. Thus, symbolic

models were presented performing five specific information-

seeking behaviors. Peer models were shown in a high school

setting, and adult models were shown performing identical

behaviors in a community college setting. The two situ-

ations were described in a manner which made them as

congruent as possible.

The narrative also presented vicarious rein-

forcement procedures, by telling the subject how the model

was rewarded for performing each of the specific behaviors.

For example, the model was shown checking out a book con-

taining occupational information from the school library.

A descriptive excerpt followed, pointing out how the

information had enabled the model to make better vocational

planning decisions.



51

Therefore, all booklets for the experimental

treatment groups (1-4) were essentially identical except

for the age and/or race of the model who was pictured and

described.

Control subjects' booklets contained only general

written material concerning occupational information. This

material was abstracted from various sections of the Occu-

pational Outlook Handbook.

In an effort to control for sources of variance

other than the treatment effects, all booklets had identi-

cal covers, so all subjects appeared to receive the same

kind of booklet.

Materials Packet
 

Each student received the following materials in a

prepared packet.

1. A post card, which could be used to obtain a

list of sources of vocational and educational

information (Appendix G).

2. A form which could be used to request an

appointment with a counselor (Appendix H).

3. A list of books_on reserve in the school

library, dealing with vocational planning

(Appendix I).

4. Information about the availability in the

Counseling Office of a pamphlet on government

training programs (Appendix J).
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The

the models,

1.
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A form which could be used to express an

interest in the possibility of taking an apti—

tude test (Appendix K).

Modeled Behaviors
 

following specific behaviors were performed by

and thoroughly explained in the narrative.

Signing a form requesting an appointment with

a counselor.

Checking out a book about vocational planning,

from several on reserve in the library.

Mailing a post card for a list of sources of

vocational and educational information.

Signing for a personal copy of a pamphlet on

government training programs, at the Counseling

Office.

Signing and depositing at the Counseling Office

a form stating the student's interest in the

possibility of taking an aptitude test.

Treatment Administration
 

Administration of the treatments was conducted in

the following manner.

1. Arrangements were made to utilize the entire

eleventh-grade boys' gym class, including

blacks and whites. This reduced potentially

confounding effects, e.g., Hawthorne effect,

reactive arrangements, which might result from
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using only the blacks, or only a sample of the

blacks in the class. All treatments were

administered in one day, by taking over all

eleventh-grade boys' gym classes for one day.

Each student received a booklet corresponding

to the treatment to which he was assigned

(Appendix A). White students received only

control booklets. Fifteen minutes were al-

lotted to the assignment and distribution

process.

Students were instructed to follow directions

on the second page. Approximately 20 minutes

were allowed for exposure to the booklets. All

subjects had a minimum of 20 minutes to read

the booklets. Subjects were monitored by

teachers during this period, to avoid inter-

action by the subjects.

After the exposure period was terminated, each

student received a packet containing materials

which would be helpful in implementing

information-seeking behaviors.

After an interval of twelve days had elapsed,

each student in treatment groups 1-4 completed

two exercises (Vocational Planning Strategies--

VPS, and a Perceived Similarities Test-—PST).

Control subjects received the same VPS
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exercise, but necessarily were given an exer-

cise other than the PST, which would have been

meaningless to them.

6. Similarly, after the twelve-day period, the

measures of the frequency of performances of

the modeled information—seeking behaviors were

collected.

Criterion Measures
 

Frequency of Information-

Seeking Behaviors (FISB)

 

 

F158 is a measure of the total number of modeled

information-seeking behaviors performed by each subject

during the twelve-day experimental period following admin—

istration of the treatments. It was obtained through a

tally of those responses. These raw data are reported in

Appendix N.

Vocational Planning

Strategies-Modeled

(VPSM)

 

 

VPSM is an open-ended, hypothetical situation type

of paper—and-pencil test of the subjects' knowledge of the

modeled methods of obtaining vocational and educational

information. Subjects exposed to models should be able to

demonstrate "acquisition" of the modeled behaviors here

(Appendices L and N).
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Vocational Planning

Strategies-Total

(VPST)

 

 

VPST is a tally of all vocational planning strate-

gies suggested by the subjects on the paper-and-pencil

measure (Appendices L and N).

Perceived Similarities

Test (PST)

 

 

PST is a 5-point scale, including 10 items which

test each subject's (not control subjects) feeling of

similarity to the model he observed. Thus, each subject

rates himself and the model on the 10 items. Example of

item: To Play Basketball. Scale points range from "Like

very much" to "Don't like at all" (Appendix M).

Statistical Hypotheses
 

(In all hypotheses, "M" will be used to specify the

population means.)

Null hypothesis l.--There is no difference between
 

the means of subjects exposed to black models and subjects

exposed to white models on measures of vocational planning

strategies and information—seeking behaviors.

Hol: Ml + M3 - (M2 + M4) = 0

Null hypothesis 2.--There is no difference between

the means of subjects exposed to peer models and subjects

exposed to adult models on measures of vocational planning

strategies and information-seeking behaviors.
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H02: Ml + M2 - (M3 + M4) = 0

Null hypothesis 3.--There is no difference between
 

the means of subjects exposed to a model and control

subjects on measures of vocational planning strategies and

information-seeking behaviors.

H03: M1 + M2 + M3 + M4 - (4)M5 = O

Null hypothesis 4.--There is no interaction effect
 

between race and age of the model.

H04: (M1 - M3) - (M2 - M4) = 0

Null hypothesis 5.--There is no difference between
 

the means of subjects exposed to a black peer model and

subjects exposed to a white peer model on measures of

vocational planning strategies and information-seeking

behaviors.

H05: M1 = M2

Null hypothesis 6.--There is no difference between
 

the means of subjects exposed to a black peer model and

subjects exposed to a black adult model on measures of

vocational planning strategies and information—seeking

behaviors.

H06: M1 M3
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Null hypothesis 7.--There is no difference between
 

the means of subjects exposed to a black peer model and

subjects exposed to a white adult model on measures of

vocational planning strategies and information-seeking

behaviors.

H07: M1 = M4

Null hypothesis 8.--There is no difference between
 

the means of subjects exposed to a black peer model and

subjects exposed to no model on measures of vocational

planning strategies and information-seeking behaviors.

H08: M1 = M5

Null hypothesis 9.--There is no difference between
 

the means of the five treatment groups on measures of

vocational planning strategies and information-seeking

behaviors.

H09: M1 = M2 = M3 = M4 = M5

The following hypotheses apply specifically to the

Perceived Similarities Test dependent variable, and they

will be analyzed separately in a repeated measures ANOVA

design (Table 3.3).

Null hypothesis lO.--There is no "treatment group—
 

by-perception" interaction.
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Null hypothesis ll.--There is no difference in per-
 

ception of self and model.

Null hypothesis 12.--There is no difference
 

across treatments in combined perception scores obtained

on the perceived similarities measure.

Statistical Analysis
 

The analysis to be used for hypotheses 1-9 is a

multivariate analysis of covariance. There were five

levels of the independent variable of treatments, as

previously described in this chapter under "Sample," and

grade-point average was used as a covariate. The dependent

variables were Vocational Planning Strategies-Modeled

(VPSM), Vocational Planning Strategies-Total (VPST), and

Frequency of Information-Seeking Behaviors (FISB).

The experimenter notes that hypotheses are to be

tested as multiple comparisons, holding constant the

experiment-wise error rate (.12), and recognizing that the

last four comparisons are not orthogonal. The experimenter

contends that the orthogonality requirement usually applied

to planned comparisons serves no useful purpose. Davis

(1969) has suggested that there is no reason to treat

planned comparisons differently than post hoc comparisons.

Both are defined in the same way, and test procedures are

identical. The same problems of interpretation apply to

each. Thus, orthogonality should apply equally to both

planned and post hoc comparisons. Researchers have been
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willing to test dependent comparisons under post hoc

methods, so they should as well be willing to do the same

with planned comparisons.

Hypotheses 10-12 will be analyzed by using a two-

way analysis of variance (ANOVA) of the Perceived Similari-

ties Test data in a four-factor, repeated measures design.

This design (Table 3.3) allows the experimenter to test for

main effects and interactions which are of interest.

The 3600 computer was used to analyze the data.

Summary

The purpose of this study was to investigate the

information-seeking behaviors of a sample of male, ado—

lescent blacks. The sample consisted of 105 eleventh

graders in an urban high school. Subjects were randomly

assigned to five groups: black peer model, white peer

model, black adult model, white adult model, and an active

control group.

Five booklets were developed by the experimenter to

transmit the treatment effects. The first four presented

pictures and a narrative of the different models performing

five information-seeking behaviors, and the fifth booklet

presented general occupational information with no model.

Subjects all received the booklet treatments on the same

day, and all received a packet of materials related to the

modeled behaviors.
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After a twelve-day interval had elapsed, a measure

of vocational planning strategies was obtained for all

subjects, and a measure of perceived similarities to the

models was obtained for subjects exposed to models. Also,

performance measures of information-seeking behaviors were

collected at that time.

The data analyses were accomplished by using

multivariate analysis of covariance for hypotheses 1-9, and

analysis of variance for hypotheses 10-12, employing the

3600 computer to test twelve different hypotheses.

The results of the study are reported in Chapter IV.



CHAPTER IV

ANALYSIS OF THE RESULTS

In this chapter, the hypotheses will be restated

and discussed in terms of their statistical outcomes.

Hypotheses l-4 were tested at the .02 level of significance,

and hypotheses 5-8 at the .01 level, with an overall

experiment-wise error rate of .12 for these analyses.

Hypothesis 9 was tested at the experiment—wise error rate

of .12.

Hypotheses 10-12, concerned with the perceived

similarities data, were analyzed separately, using a four-

factor, repeated measures analysis of variance design, and

were tested at the .01 level of significance.

Differences Between Experimental Treatment

and Control Groupg

 

 

Null hypothesis 3.--There is no difference between
 

the means of subjects exposed to a model and control sub—

jects, on measures of vocational planning strategies and

information-seeking behaviors.

H0: M1 + M2 + M3 + M4 - (4)M5 = 0
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The F-ratio for the multivariate test of equality

of mean vectors, as reported in Table 4.1, is significant

at p < .001. Inspection of the table of means indicates

that the modeling procedure produced significantly more

responses than did control procedures on the measures of

vocational planning strategies and information-seeking

behaviors.

TABLE 4.l.--Multivariate F-Ratio for Differences Due to the

Effects of Exposure to A Model.

 

 

 

D.F. = 3 and 87 F-Ratio = 5.7324

p < .001

Between p Less

Variable Mean Squares Univariate F Than

Total Strategies 18.1727 8.0264 0.0058

Modeled Strategies 13.3192 14.9162 0.0003

InfoSeeking Behaviors 2.0965 4.3683 0.0395

D.F. for Hypothesis = l D.F. for Error = 89

 

Means for Hypothesis 3
 

These means and all tabled means related to hy—

potheses 1-9 which follow are actual means, rather than

adjusted means. This procedure was followed as a result of

finding a relatively minimal relationship between the

covariate and the scores on the dependent variables. Thus,

the actual means are as meaningful as the adjusted means

for this data (see Appendix 0).
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The means for this hypothesis are presented in

Table 4.2. These means represent the average of the com-

bined responses of subjects in treatment groups 1, 2, 3,

and 4, compared to the responses of subjects in treatment 5

(control), on the criterion measures: (1) Total

Strategies--the total number of ways of finding vocational-

educational information suggested by subjects in each

treatment group, (2) Modeled Strategies--the number of ways

suggested which correspond to the behaviors performed by

the models in finding vocational-educational information,

and (3) InfoSeeking Behaviors--the total number of actual

performances by subjects of the five modeled behaviors.

TABLE 4.2.--Means for Hypothesis 3.

 

 

Variable (T1+T2+T3+T4)/4 T5 (Control)

Total

Strategies 2.6309 1.6190

Modeled

Strategies 1.4048 0.5238

InfoSeeking

Behaviors 0.4048 0.0476

 

As shown in the table, the means of the treatment

groups exposed to models were higher than the control group

means, on all three of the dependent variables. Thus, the

modeling treatment proved to more effective than the active

control procedure for eliciting imitative responses.
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Differences in Black Peer Model

and Control Groupg

 

Null hypothesis 8.--There is no difference between
 

the means of subjects exposed to a black peer model and

subjects exposed to no model, on measures of vocational

planning strategies and information-seeking behaviors.

Ho: M1 = M5

The F-ratio for the multivariate test of equality

of mean vectors, as presented in Table 4.3, is significant

at p < .0005. Inspection of the table of means indicates

that the black peer model treatment produced more responses

than did the control procedures on the measures of v0-

cational planning strategies and information-seeking

behaviors.

TABLE 4.3.--Multivariate F-Ratio for Differences in Black

Peer Model and Control Groups.

 

 

 

D.F. = 3 and 87 F-Ratio = 6.6479

p < .0005

Between p Less

Variable Mean Squares Univariate F Than

Total Strategies 28.6686 12.6622 0.0007

Modeled Strategies 13.5970 15.2273 0.0002

InfoSeeking Behaviors 2.3997 5.0000 0.0279

D.F. for Hypothesis = l D.F. for Error = 89

 



66

Means for Hypothesis 8
 

The means for this hypothesis are presented in

Table 4.4. The table includes means which represent the

response frequencies for subjects in treatment group 1 and

subjects in the control group (5), on the vocational

planning strategies and information-seeking measures. Com—

parison of the means for these two groups indicates that

the means of the black peer model treatment group were

higher than the control group means, on all three dependent

variables. Thus, the black peer model treatment was a more

powerful elicitor of imitative responses than was the

control procedure.

TABLE 4.4.——Means for All Treatment Groups.

 

 

 

Treatments

Variable

T1 T2 T3 T4 T5

Total Strategies 3.2857 2.2857 2.4286 2.5238 1.6190

Modeled

Strategies 1.6667 1.2381 1.4286 1.2857 0.5238

InfoSeeking

Behaviors 0.5238 0.3809 0.4286 0.2857 0.0476
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Treatment Differences Related

to Race of the Model

 

 

Null hypothesis 1.--There is no difference between
 

the means of subjects exposed to black models and subjects

exposed to white models, on measures of vocational planning

strategies and information-seeking behaviors.

H0: M1 + M3 - (M2 + M4) = O

The F-ratio for the multivariate test of equality

of mean vectors, presented in Table 4.5, is not significant.

This result indicates that black models and white models

produced approximately equivalent frequencies of responses

by subjects, on measures of vocational planning strategies

and information-seeking behaviors. The means for hypothe-

sis l are presented in Table 4.6.

TABLE 4.5.--Multivariate F-Ratio for Differences Due to the

Effects of the Race of the Model.

 

 

 

D.F. = 3 and 87 F-Ratio = 0.8055

p < .4942

Between p Less

Variable Mean Squares Univariate F Than

Total Strategies 2.8117 1.2419 0.2682

Modeled Strategies 1.3743 1.5391 0.2181

InfoSeeking Behavior 0.4962 1.0340 0.3120

D.F. for Hypothesis = l D.F. for Error = 89
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TABLE 4.6.—~Means for Hypotheses l, 2, and 4.

 

Treatments

 

Variable

T1+T3 T2+T4 T1+T2 T3+T4 T1-T3 T2-T4

 

Total Strategies 2.8571 2.4048 2.7857 2.4762 0.4285 0.1190

Modeled

Strategies 1.5476 1.2614 1.4524 1.3571 0.1190 0.0238

InfoSeeking

Behaviors 0.4762 0.3333 0.4524 0.3571 0.0476 0.0476

 

a

Treatment Differences Related

to Age of the Model

 

 

Null hypothesis 2.—-There is no difference between
 

the means of subjects exposed to peer models and subjects

exposed to adult models, on measures of vocational planning

strategies and information-seeking behaviors.

H0: Ml + M2 - (M3 + M4) = 0

The F-ratio for the multivariate test of equality

of mean vectors, presented in Table 4.7, is not significant.

This result indicates that peer models and adult models

produced approximately equivalent frequencies of responses

by subjects, on measures of vocational planning strategies

and information-seeking behaviors. The means for hypothe-

sis 2 are presented in Table 4.6.
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TABLE 4.7.--Multivariate F-Ratio for Differences Related to

Age of the Model.

 

 

 

D.F. = 3 and 87 F-Ratio = 0.6063

p < .6127

Between p Less

Variable Mean Squares Univariate F Than

Total Strategies 3.6016 1.5907 0.2106

Modeled Strategies 0.3601 0.4033 0.5271

InfoSeeking Behaviors 0.1366 0.2846 0.5951

D.F. for Hypothesis = l D.F. for Error = 89

 

Interaction Effect Between

Age and Race of Model

Null hypothesis 4.--There is no interaction effect

between race and age of the model.

Ho: (M1 - M3) - (M2 — M4) = 0

The F-ratio for the multivariate test of equality

of mean vectors, presented in Table 4.8, is not significant.

This result indicates that race and age of the model com-

bined did not produce an effect above that produced by the

two variables acting independently. The means for hypothe-

sis 4 are presented in Table 4.6.
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TABLE 4.8.--Multivariate F-Ratio for Interaction Effect

Between Age and Race of the Model.

 

 

 

D.F. = 3 and 87 F-Ratio = 0.6272

p < .5994

Between p Less

Variable Mean Squares Univariate F Than

Total Strategies 4.0437 1.7860 0.1849

Modeled Strategies 0.2358 0.2641 0.6086

InfoSeeking Behaviors 0.0042 0.0087 0.9259

D.F. for Hypothesis = l D.F. for Error = 89

 

Differences Between Black Peer Model

and White Peer Model Groups
 

Null hypothesis 5.--There is no difference between
 

the means of subjects exposed to a black peer model and

subjects exposed to a white peer model on measures of

vocational planning strategies and information-seeking

behaviors.

Ho: M1 = M2

The F-ratio for the multivariate test of equality

of mean vectors, as presented in Table 4.9, is not signifi—

cant. This result indicates that the black peer model

treatment and the white peer model treatment produced

approximately equal frequencies of responses by subjects,

on measures of vocational planning strategies and
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information-seeking behaviors. The means for hypothesis 5

are presented in Table 4.4.

TABLE 4.9.--Multivariate F-Ratio for Differences Between

Black Peer Model and White Peer Model Groups.

 

 

 

D.F. = 3 and 87 F-Ratio = 0.0552

p < .9829

Between p Less

Variable Mean Squares Univariate F Than

Total Strategies 0.0038 0.0017 0.9676

Modeled Strategies 0.0995 0.1115 0.7393

InfoSeeking Behaviors 0.0186 0.0389 0.8442

D.F. for Hypothesis = l D.F. for Error = 89

 

Differences in Black Peer Model

and Black Adult Model Gropps

 

Null hypothesis 6.--There is no difference between
 

the means of subjects exposed to a black peer model and

subjects exposed to a black adult model, on measures of

vocational planning strategies and information-seeking

behaviors.

H0: M1 = M3

The F-ratio for the multivariate test of equality

of mean vectors, as presented in Table 4.10, is not signifi-

cant. This result indicates that the black peer model

treatment and the black adult model treatment produced
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approximately equal frequencies of responses by subjects,

on measures of vocational planning strategies and

information-seeking behaviors. The means for hypothesis 6

are presented in Table 4.4.

TABLE 4.10.--Multivariate F-Ratio for Differences Between

Black Peer Model and Black Adult Model Groups.

 

 

 

D.F. = 3 and 87 F-Ratio = 0.8613

p < .4645

Between p Less

Variable Mean Squares Univariate F Than

Total Strategies 0.0322 0.0142 0.9053

Modeled Strategies 1.1537 1.2920 0.2588

InfoSeeking Behaviors 0.3200 0.6668 0.4164

D.F. for Hypothesis = l D.F. for Error = 89

 

Differences Between Black Peer Model

and White Adult Model Groups

 

 

Null hypothesis 7.--There is no difference between
 

the means of subjects exposed to a black peer model and

subjects exposed to a white adult model, on measures of

vocational planning strategies and information-seeking

behaviors.

H0: M1 = M4

The F-ratio for the multivariate test of equality

of mean vectors, presented in Table 4.11, is not significant.
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This result indicates that the black peer model treatment

and the white adult model treatment produced approximately

equal frequencies of responses by subjects, on measures of

vocational planning strategies and information-seeking

behaviors. The means for hypothesis 7 are presented in

Table 4.4.

TABLE 4.ll.--Multivariate F-Ratio for Differences Between

Black Peer Model and White Adult Model Groups.

 

 

 

D.F. = 3 and 87 F-Ratio = 0.2254

p < .8786

Between p Less

Variable Mean Squares Univariate F Than

Total Strategies 0.0259 0.0114 0.9152

Modeled Strategies 0.4573 0.5122 0.4761

InfoSeeking Behaviors 0.0002 0.0004 0.9838

D.F. for Hypothesis = l D.F. for Error = 89

 

Overall Differences Between

Treatment Groups

Null hypothesis 9.--There is no difference between

the means of the five treatment groups on measures of vo-

cational planning strategies and information-seeking

behaviors.
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The F-ratio for the multivariate test of equality

of mean vectors, presented in Table 4.12, is significant at

p < .0419. Inspection of the table of means (Table 4.4)

indicates that there were differences between the means of

the five treatment groups on measures of vocational

planning strategies and information-seeking behaviors. It

will be recalled that the purpose of performing this omnibus

"F" test was to check the outcomes of tests of hypotheses

1-8, which may have lost power in the use of the extremes of

the “F" tables. These findings are consistent with the

results of tests of hypotheses 3 and 8, which indicated

specific differences between treatments.

TABLE 4.12.-—Multivariate F-Ratio for Differences Between

Treatment Groups.

 

D.F. = 12 and 230.5 F-Ratio 1.8482

 

 

p < .0419

Between p Less

Variable Mean Squares Univariate F7‘ Than

Total Strategies 7.1828 3.1725 0.0174

Modeled Strategies 3.8279 4.2868 0.0033

InfoSeeking Behaviors 0.6848 1.4268 0.2317

D.F. for Hypothesis = 4 D.F. for Error = 89
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Means for Hypothesis 9
 

The means for hypothesis 9 are presented in

Table 4.4. These means represent the response frequencies

of subjects in all five treatment groups on the vocational

planning strategies and information-seeking measures.

Again, the means indicate that there were differences

between treatments which did not occur as a result of chance

alone.

Perceived Similarities Data

The three hypotheses which follow relate to the

perceived similarities data, and were analyzed using a

four-factor, repeated measures design. They were tested at

the .01 level.

Treatment GroppéBy-Perception

Interaction Effects

Null hypothesis 10.--There is no "treatment group-
 

by-perception" interaction.

The "F" presented in Table 4.13 for treatment-by-

perception interaction (T x P) is not significant. This

result indicates that the combination of treatment and

perception did not produce an effect above that produced by

the two variables acting independently. That is, di—

rectional differences in the way individuals perceived self

and model did not vary according to treatments.
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TABLE 4.13.--Analysis of Variance for Perceived Similarities

 

 

 

Data.

Sums of Mean

Source Squares DF Squares F

Treatment (T) 3.84 3 1.28 .26

Perception (P) 87.77 1 87.77 41.99*

T x P 8.10 3 2.70 1.29

Items (I) 110.85 9 12.32

Subjects:T (S:T) 389.02 80 4.86

T x I 59.16 27 2.19

P x I 64.63 9 7.18

T x P x I 38.78 27 1.44

P x S:T 167.33 80 2.09

I x S:T 933.79 720 1.30

I x P x S:T 509.39 720 0.71

Total 2372.66 1679 1.41

*Significant < .01.
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Differences in Perception

of Self and Model

 

 

Null hypothesis ll.--There is no difference in
 

perception of self and model.

The "F" presented for the perception variable (P) in

Table 4.13 is significant at p < .01. Inspection of the

means indicates that subjects did not perceive themselves as

being similar to the models, on the Perceived Similarities

TGSt measure .

Means for Hypothesis 11
 

Since only two means are pertinent to this hypothe-

sis, they are reported here, and not in table form. The

mean for all subjects on "self" ratings was 2.139. The mean

for all subjects on "model" ratings was 2.596. It should be

noted that while differences in means do indicate differ-

ences in perception for the total sample, equality would not

necessarily indicate agreement in perception on a person-to-

person basis.

Differences in Combined Perception

Scores Across Treatments

 

 

Null hypothesis 12.--There is no difference across
 

treatments in combined perception scores obtained on the

perceived‘similarities measure.

The "F" presented for treatment effects (T) in

Table 4.13 is not significant. This result indicates that

the combined perception scores for self and model are
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approximately equal across the four treatment groups ex-

posed to models.

Means for Hypothesis 12
 

The means for hypothesis 12 are presented in

Table 4.14. These means refer to combined "self" and

"model" scores for subjects in each of the four treatment

groups.

TABLE 4.14.--Means for Hypothesis 12.

 

 

 

Treat- Treat- Treat- Treat-

Variable ment 1 ment 2 ment 3 ment 4

Combined

Perception 2.438 2.348 2.379 2.307

Scores

Summar

All proposed hypotheses were analyzed, using

multivariate analysis of covariance and an analysis of

variance procedure. The overall experiment-wise error rate

for hypotheses 1-8 was set at .12. Hypothesis 9 was tested

at the experiment-wise error rate of .12. Hypotheses

10-12 were tested at the .01 level. The following hypothe-

ses were supported by the data. (Numbering sequence does

not apply to specific hypotheses in previously stated

order.)
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The mean scores of the experimental treatment

groups were higher than the mean scores of the

control group on the measures of vocational

planning strategies and information-seeking

behaviors.

The mean scores of the black peer model

treatment group were higher than the mean

scores of the control group on the measures of

vocational planning strategies and information-

seeking behaviors.

There was a difference in perception of self

and model for subjects exposed to models in

treatments.

following hypotheses were not supported by the

There was no difference between subjects ex-

posed to black models and subjects exposed to

white models on the vocational planning

strategies and information-seeking behaviors

measures.

There was no difference between subjects ex-

posed to peer models and subjects exposed to

adult models on the vocational planning

strategies and information-seeking behaviors

measures .
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There was no interaction effect between race

and age of the model.

There was no difference between subjects ex-

posed to a black peer model and subjects

exposed to a white peer model on the vocational

planning strategies and information-seeking

behaviors measures.

There was no difference between subjects exposed

to a black peer model and subjects exposed to a

black adult model on the vocational planning

strategies and information-seeking behaviors

measures.

There was no difference between subjects exposed

to a black peer model and subjects exposed to a

white adult model on the vocational planning

strategies and information-seeking behaviors

measures.

There was no "treatment group-by-perception"

interaction, on the perceived similarities

measure.

There was no difference across treatments in

combined perception scores obtained on the

perceived similarities measure.



CHAPTER V

SUMMARY, CONCLUSIONS, DISCUSSION, IMPLICATIONS

FOR FUTURE RESEARCH

Summar

The general purpose of the study was to investigate

the effectiveness of a specific procedure for eliciting

vocational-educational planning behaviors among eleventh-

graders. The specific purpose was to compare the effects

of two distinct characteristics of a social model, i.e.,

(1) race of the model and (2) age of the model, upon the

acquisition and performance by male, adolescent blacks of

a model's information-seeking behaviors.

The setting for the study was Pontiac Central High

School in Pontiac, Michigan. The school is a large, urban

high school with approXimately equal numbers of blacks and

whites in the student body. In the eleventh grade, ap-

proximately 40 per cent of the young men are blacks. The

sample consisted of 105 male blacks in the eleventh grade.

Subjects were randomly assigned to five treatment

groups, using a table of random permutations. An attempt

to form randomized blacks was unsuccessful. The four

experimental treatment groups were: black peer model,

81
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white peer model, black adult model and white adult model.

The fifth group was an active control group. The models

were presented in booklets, with pictures and a written

narrative explaining in detail the model's activities and

resultant rewards for those activities.

All treatments were administered in one day by

utilizing the entire eleventh-grade boys' gym class,

including blacks and whites. While only the blacks were of

interest in the study, this procedure reduced potential

Hawthorne effects.

The experimental treatment consisted of the ex-

posure of subjects in treatment groups 1-4 to different

(in age and race) models performing identical information-

seeking behaviors. Control subjects were exposed to no

model, merely reading a general occupational information

booklet which appeared superficially identical to the

"model" booklets. After the exposure period, each subject

received a packet containing materials which would be

helpful in implementing the modeled information-seeking

behaviors.

After an interval of twelve days, each subject in

treatment groups 1-4 completed two exercises (VPS-—

Vocational Planning Strategies, and PST--Perceived Simi—

larities Test). Control subjects received the same VPS

exercise, but necessarily were given an exercise other than

the PST, which would have been meaningless to them.
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Similarly, after the twelve-day period, measures of the

frequency of performances of the modeled information—

seeking behaviors (FISB) were collected for all subjects.

The VPS measure yielded data on both the total number of

vocational planning strategies and the number of modeled

vocational planning strategies. Thus, four criterion

measures were used: VPST, VPSM, FISB and PST.

The basic hypotheses investigated were:

1. There is a difference between the means of

subjects exposed to black models and subjects

exposed to white models on measures of vo-

cational planning strategies (VPS) and

information-seeking behaviors (ISB).

2. There is a difference between the means of

subjects exposed to peer models and subjects

exposed to adult models on measures of VPS and

ISB.

3. There is a difference between the means of

subjects exposed to a model and control sub—

jects on measures of VPS and ISB.

4. There is an interaction effect between race

and age of the model.

5. There is a difference between the means of

subjects exposed to a black peer model and

subjects exposed to a white peer model on

measures of VPS and ISB.
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6. There is a difference between the means of

subjects exposed to a black peer model and

subjects exposed to a black adult model on

measures of VPS and ISB.

7. There is a difference between the means of

subjects exposed to a black peer model and

subjects exposed to a white adult model on

measures of VPS and ISB.

8. There is a difference between the means of

subjects exposed to a black peer model and

subjects exposed to no model on measures of

VPS and ISB.

9. There is a difference between the means of the

five treatment groups on measures of VPS and

ISB.

10. There is a "treatment group-by-perception

score" interaction, for scores on the perceived

similarities test.

11. There is a difference in perception scores of

self and model on the perceived similarities

measure.

12. There is a difference across treatments in

combined perception scores obtained on the

perceived similarities measure.

Hypotheses 1-9 were tested using a multivariate

analysis of covariance technique, with grade-point average



85

as the covariate. Hypotheses 10-12 were tested using an

analysis of variance technique.

Hypotheses 3, 8, 9, and 11 were supported by the

data. Inspection of the means for hypotheses 3, 8, and 9

indicated that there was a difference in the expected

direction due to the experimental treatment procedures on

the variables of VPSM, VPST and FISB. The results of

hypothesis 11 indicated there was a difference in per-

ception of self and model for subjects exposed to models in

treatments.

Hypotheses l, 2, 4, 5, 6, 7, 10, and 12 were not

supported by the data. ‘The null hypothesis was not re-

jected in these cases.

Conclusions
 

l. The modeling treatment was shown to elicit

greater frequencies of ISB, VPST and VPSM than

the control procedure.

2. The black peer model was shown to elicit

greater frequencies of ISB, VPST and VPSM than

the control procedure.

3. Differences across treatment groups were shown

on the variables of FISB, VPST and VPSM.

4. Black models were not shown to elicit greater

frequencies of ISB, VPST and VPSM than white

models.
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Peer models were not shown to elicit greater

frequencies of ISB, VPST and VPSM than adult

models.

The black peer model was not shown to elicit

greater frequencies of ISB, VPST and VPSM than

the white peer model.

The black peer model was not shown to elicit

greater frequencies of ISB, VPST and VPSM than

the black adult model.

The black peer model was not shown to elicit

greater frequencies of ISB, VPST and VPSM than

the white adult model.

There was no interaction effect for age and

race of the model on the FISB, VPST and VPSM

variables.

An overall difference was shown for subjects'

perceptions of self and perceptions of a model

on the perceived similarities variable.

A difference across treatments was not shown

for combined perception scores on the perceived

similarities variable.

There was no interaction effect for treatment

and perception scores on the perceived simi-

larities variable.
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Discussion
 

The findings related to three of the hypotheses

(3, 8, and 9) supported by the data are consistent with the

results of previous studies of white adolescent populations

(Krumboltz & Schroeder, 1965; Krumboltz & Thoresen, 1964,

1967, 1968). A treatment based on a rewarded model did

produce more vocationally relevant behaviors than did con-

trol procedures. To extend such treatments to minority

group populations such as black adolescents is important

because no experimental evidence using this vocational

counseling technique has been generated for such popu-

lations.

One need only review the characteristics of this

country's unemployment statistics to realize that blacks,

and particularly black youngsters, are in dire need of the

optimum in vocational counseling services. This fact was

made graphically clear in the federal government's Manpower

Report to the President (1966). Traditional counseling
 

Opractices are under attack by social scientists concerned

with this problem. One suggestion has been that counselors

will necessarily seek non-verbal, or at least less verbal

methods to help these clients. Riessman (1964), after

studying the life styles of the poor, found that simple

verbal interaction has no relevance to their perceptions of

their problems. Young men from low income families want

substantive action.
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It has been suggested that black youth have a great

need for suitable social models, to enhance their social

and vocational development in our society. Results of the

present study do show that certain vocationally-relevant

behaviors can be produced for such populations by exposing

subjects to social models. It seems clear that modeling

techniques such as those employed in this study might be

meaningfully utilized in schools serving black youngsters.

Some of the authors who have suggested the need of

black youth for significant social models also advocate

that these roles be filled by blacks. Riessman (1962) has

suggested the use of what he calls "indigenous profession-

als as role models for disadvantaged school children.

These would be individuals drawn from the same background

as the students and employed in the schools as teacher

aides, assistants, homework tutors, etc. His thesis is

that disadvantaged youngsters have few opportunities to see

"their own people" employed in a professional setting.

Seeing them in that environment may significantly expand

the student's perceptions of his vocational opportunities.

Similarly, Harleston (1967) points out the absence of

models with whom blacks can identify. Certainly it has

been difficult for large numbers of blacks to gain entry

in many professions and occupations. This situation likely

prohibits black youngsters from identifying with and

aSpiring to certain vocational roles.
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The results of the present study are not consistent

with these speculations. That is, the data do not support

the hypothesis that black models produce more vocationally

relevant behaviors than do white models. The results do

show, however, that black peer models produce greater

frequencies of such behaviors than are obtained by active

control procedures. Additional evidence is needed to more

precisely define the effects of the race of a model upon

observers.

Previous experimental research studies of the

influence of the age of the model upon observers' behaviors

have suggested that adult models are more, or at least

equally, effective. Most of these investigations, however,

have been concerned with populations ranging from pre-

school to early-elementary age groups. The major studies

conducted with adolescents have not set out to compare the

relative effectiveness of peer models and adult models.

It seems important, then, to extend the investigation of

such comparative modeling variables to adolescent popu-

lations.

The influence of peers upon youngsters in the high

school age group is apparently highly significant in the

behavior of these youngsters. Ausubel (1968) notes that,

as an adolescent becomes increasingly resistant to adult

authority (a condition which is common at the adolescent

stage of development), the approval or disapproval of his
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peers emerges as the most powerful influence upon his

behavior. It is further suggested that peer group influ-

ence is highest among individuals of lower socioeconomic

backgrounds. Certainly this category includes many black

adolescents in schools throughout this country, including

the setting for the present study.

The data derived from this study do not support a

hypothesis that peer models will produce more vocationally

relevant responses than will adult models for this black

adolescent p0pulation. A possible explanation of this

result may be found in the differences in potential influ-

ence of groups, as opposed to that of individuals. It may

be that the tendency of peer group identification to pro-

duce conforming responses does not extend to the one-to-one

situation in which the individual is confronted by only a

single model. The study of group dynamics has demonstrated

the power of groups in the elicitation of conforming be-

haviors. Further, Tuma and Livson (1960) found that

tendencies to conform are greater among lower-class ado-

lescents, such as those used in the present study. The

present data suggest, then, that the differences in models

presented were not sufficiently powerful to produce

differences in identification with peer or adult models.

This notion is supported by the results for the

perceived similarities variable. While differences in the

model's age and race were presented in pictures and very
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explicitly in written descriptions, the data indicated no

significant differences in perceptions of self and model

between the four experimental treatment groups. That is,

subjects exposed to a black peer model saw themselves as

no more similar to that model than did subjects exposed to

a white peer model see themselves as similar to their

model. There was an overall difference for all subjects

between perception of self and perception of model.

These findings lead to a discussion of some aspects

of methodology. Certainly a major question raised by the

present study is the efficacy of the medium used to

transmit the modeled behaviors, i.e., the booklets. An

evaluation of the reading scores which were available for

some of the subjects indicated a wide range in reading

proficiency among the subjects. While it is apparent from

the results that at least some of the subjects were able to

read and comprehend the booklet material, there is a

question about the number of subjects who indeed may have

been incapable of reading at the level of the material.

Several subjects had no response on either the acquisition

or performance measures. It is certainly possible that

they were unable to read the material, although this is

admittedly conjecture. At any rate, there appears to be

a need to investigate the use of other media, such as

films, film-strips, video and audio tapes.
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A possible explanation for the low total response

frequencies may be attributed to the means of showing that

the model was rewarded for his behaviors. While vicarious

reinforcement of this type has been shown to increase imi-

tative responses, it may be that the descriptions of rein-

forcement were not powerful enough to produce actual

performances of the modeled behaviors. This seems to be

verified by comparative inspection of the responses on the

acquisition and performance measures. Substantially more

acquisition responses were produced, suggesting that the

modeled behaviors may indeed have been learned, but the

reinforcement procedure did not work effectively to produce

actual performance of the behaviors. Additional study of

this phenomenon is necessary to determine the relative

effects of different reinforcement procedures.

Also of interest is the issue of group versus one-

to—one presentation of the treatments. While the inter-

ests of administrative expediency and efficiency were

served by employing the booklet procedure with large groups,

it is difficult to control interactions of the subjects

immediately subsequent to administration. As the subjects

discuss and compare the booklets they received, differences

in treatment effects may be substantially reduced.

Treatments did produce greater frequencies of response than

did control procedures in the present study, but differ—

ences in comparisons of the black peer model treatment and
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each of the other four conditions were found only for the

black peer versus control conditions.

Implications for Future Research

Experimental research studies often generate more

questions than they answer. Questions emerging from this

study have implications for future research, and they will

be discussed in this section.

The high school used in this study is not neces-

sarily typical of schools which serve an integrated student

population. For example, the type of treatment used may

obtain different results in a school with more stringent

discipline of the students. Also, different results might

be found in schools serving students of other socioeconomic

backgrounds. Thus, the study should be replicated in other

settings.

Other media may be more effective than the booklets

used in this study. Perhaps video or audio tapes, films or

film-strips, either individually or in conjunction with

each other, may be more suitable for this population. One

study might compare the effects of different media in the

same experiment with black adolescents. It seems important

to develop media which encourage and/or require active

involvement of the subjects, since they may be more re—

sponsive to action-oriented than more verbal treatments.

'Ihe growing interest and research in computer-assisted
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career development counseling and computer-assisted

instruction may be indicative of trends for the future.

Comparative investigations should also be conducted

in the area of presentation of the treatments within an

individual or a group format. For this particular popu-

lation, it is possible that more definitive differences

between treatments may have been obtained if the subjects

could have read the booklets in isolated, individual situ-

ations, free from the distracting behavior of others.

While this was not a problem in the present study, it was

apparent that subjects may attempt to interact with others

during the treatment, if strict monitoring procedures are

not maintained. Also, discussion by members of a group

immediately following the treatment is most certainly

going to occur. This condition may jeapordize any subtle

differences in treatment effects.

A study of this kind should also be replicated with

students in different age ranges. For example, a study

might be conducted in which the effects of the treatment

upon freshmen are compared with the effects upon seniors.

It is possible that developmental differences and changing

needs systems could produce different results. Also, in

terms of time, longer periods may be allowed in which the

imitative responses are allowed to occur. Another di-

mension could be added by including a direct reinforcement

procedure, perhaps midway through the planned time interval.
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Additional insights might be obtained from an

investigation which tests different reinforcement pro-

cedures. It may be possible to provide direct rein-

forcement by using incentives to reward the performance of

the modeled behaviors. The incentives could be in the form

of money, for example, or in other reinforcers which could

be determined through careful evaluation of the members of

a particular population.

Certainly one other investigation of interest would

be in follow-up studies. While it is important to discover

methods of producing rather immediate imitative responses,

practicing guidance counselors would be gratified to know

that such behavior modification procedures have long-term

effects as well. Since counselors sometimes try to teach

clients behaviors that will be useful in the future as well

as for dealing with the present, it would be useful to

follow the subjects in an experiment such as the present

one, obtaining longitudinal data concerning the enduring

effects of the treatments. Some effects may be short-

lived, while others persist. Studies over periods of

weeks, months and even years would contribute meaningful

depth to the scope of studies such as this one.
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APPENDICES



APPENDIX A

RANDOMIZATION PROCEDURE



 

Randomization Procedure
 

Subjects were male blacks, in the eleventh grade at

Pontiac Central High School, in Pontiac, Michigan. The

experimenter (E) obtained a roster of all male eleventh-

graders in gym classes, including white students, who were

immediately assigned to the control group only. E obtained

grade-point averages (GPA) from school records for each of

the black subjects in the sample. It should be noted that

an attempt was made to form randomized blacks, using GPA

as a blocking variable on which to group the subjects. An

error in the procedure of assigning subjects to treatments

eliminated this possibility, due to an overlap between

blocks which resulted. When this effort was unsuccessful,

it was decided to utilize GPA as a covariate and analyze

the partially blocked data in a multivariate analysis of

covariance design. The experimenter notes that some power

may be lost when using analysis of covariance to analyze

partially blocked data.

On the day of administration, E randomly assigned

subjects in each gym class to treatments, utilizing a table

of random permutations of 5 (five treatments). This pro-

cedure provided a completely random distribution of all
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eligible subjects who were present that day. The names of

absent subjects in the original subject pool were simply

crossed off each class roster, and the random assignment

of subjects via the permutations continued with the next

student on the roster who was present. Thus, each student

present that day was randomly assigned to one of the five

treatments.



APPENDIX B

BLACK PEER MODEL BOOKLET

(TREATMENT 1 )





CAREER

INFORMATION



DIRECTIONS: Read the directions below. while

they are being read aloud.

1......... Today, instead of having your regular

class. we're going to do something

different.

2......... It is your 36b to read this booklet,

and try to remember what it tells about.

That's all you have to do. Just read

the booklet.

3......... You may have the rest of the class

period to read the booklet.

h. . .. . . The booklets will be collected when

everyone is finished.

5......... Now. turn the page and start reading.



Page 1

This booklet tells a story about a

young man who is in high school, just like

you. This young man. whom you can see in

 

the drawing. is about your age. As a

matter of fact. he's in the same grade.

too. He takes a lot of the same kind of

  
 classes that you do, and he goes to the

same kind of school.

This young man is black, too, Just

    like you . Since he's about the same age

and he' 3 black. too, he seems to be quite

a 101; like you.

*«IHI-«u- acumen asses-rents

**********

The young man has been doing some thinking about what he's I ’?

moinR to do when he graduateS. He has a lot of questions Q ,OQ

*IHIHINIINI'IHI‘I

{*‘I'l’l'fl’fifi'fl‘l: **********

in his mind that need to be answered. For example. he had thought

about REtting a Job after he graduates. but he also thought about

maybe “5° ing on for more education and training. if he could get it.



 

Page 2

After talking with some of his friends about their plans.

@ @ he found that most of them had just as many questions

as he did (and not very many answers). They were wondering about

their futures, too.

***§**********§**************§************§*********

He finally decided he'd better start doing something to get

some answers to his questions. It was time for ACTIONliiill!!!

*******§********************************************

His school had a Counseling Office, and it seemed logical

that a counselor could help. A few days before, an envelope full of

 

information had been handed out to each student in

one of his classes. He remembered seeing

 

 
 

something in it about the school counselors being available for

appointments. In his envelope was a form which a student could

 

‘T’ fill out to ask for an

REQUEST To SEE

A couMSELnR

appointment with one of

the counselors.

NhME

WW

 

  
  



Page 3

 

k
Ak

COUNSF : ' some? -
The young man filled out the form.

 

)Then he followed the directions on it. "

  

 

    

lam“

telling him to put the form in the

"REQUEST BOX" in the Counseling Office. L_,/’>'KTT;\

seesw

asses

*seee

* sewer '

sums y

“we; r7 ‘ "~

sees; ‘ “ 

In a few days. the young man found that filling out the form and

returning it to the Counseling Office had paid off. He got an

appointment with a counselor, who was very interested and told him

that it was a good time to do some planning. He asked the counselor

a lot of questions about Jobs and his chances of getting more education

and training after high school. The counselor answered many of the

questions. so afterwards the young man felt that he was able to do

a better job of planning his future than before.

*ifi'flfiifiifiiififlfi‘ll’fii*ififi‘l‘l'fl'ifl'fi***********************lNIHl-fl'Q'*lflifilfllfiiffi‘l‘li

He also remembered reading something in the envelope of information

about some booklets OVT which tell about some

government training flfl’N'NG programs. The information

mock/H43    
 



d. “0"

said these booklets were available at the Counseling Office, so he

asked the counselor about them. The counselor knew what the young man

‘was asking about. He took him to the Counseling Office secretary.

who kept the supply of booklets.

 

The young man asked for one of the

booklets, and then he signed his name

on a special sheet. This had to be  
signed by everyone who got one of the

booklets, so they could tell when they
 

    had to order more.

********** ********** **********

********** ********** **********

As soon as he got a chance, he sat down and read the

booklet. He was pretty excited when he finished. because it seemed

as if he might fit into some of the training programs. Some of them

looked like really good chances for him to learn special skills. or

to go on to college. So. checking out the booklet paid off, too.

Again. it helped him in planning his future.



 

Page 5

 

Everyone had also been given a special APT/76405

7597-
form which was supposed to be helpful to a I=Z7fl?/’7

   
student who is planning his life after high school. Students sometimes

find it helpful to know more about themselves. so they can make more

sensible decisions and plans. One way to learn more about yourself is

to take an aptitude £233. Aptitude tests are easy to take, because

you don't have to worry about giving wrong answers. Aptitude tests

lgjnahl173ri’na7Lf%::y

7‘ .9 «O O

” fwf‘fii‘. f a

 

  
Just tell what you are best at doing. That is.

     they tell you that you have an ability to do

  

 

some things better than others. When you

know what your abilities are, then you know

what kinds of Jobs you might be good at.

*‘I‘Ii‘l ***** §§§§§ m *‘fli

 

The young man liked this idea, so

he followed the directions on the form.

He signed where it asked if he would be

interested in taking an aptitude test.

Then. he took it to the Counseling Office

and put it in the "REUBST BOX".   
 

***** int-«mu {sees seem: eases eases seem:

 



Page 6

Later, he was told that the local State Employment Service office

gives aptitude tests. So he went there and asked to take an aptitude

test. Afterwards, a counselor there told him the test showed that

he was good at working with words and numbers. but not so good at

working with his hands. This information was very helpful in his

planning for the kind of work or training he might choose after

finishing high school.

********** ********§* **********

********** ***§****** **********

He had also noticed, in his envelope of information. a form

 

with a list of books. BOOKS ON It said

that the books on the WWRM list had been

   
placed on ”Vocational Reserve" in the school library. The books were

supposed to contain information for career planning. To check out

one of the books, you had to mark the one you wanted on the form and

 

give it to the librarian. So. he went to

the library. He marked the one he wanted

and gave the form to the librarian. who took

it and found the book. She told him he could

keep it for one hour. So, he checked the

book out by signing the card she gave him.   ***** *‘I'I'fl'fl' *‘IHI'I’I- {MINI-{NI *IHI‘i-fl
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He found a quiet place and sat down to read. Since he had only

two hours, he naturally couldn't read the whole book. So he picked

a chapter about important steps in making decisions and he read it.

He thought that he picked up some good ideas that he could put to

use as he continued to work out his future plans.

*fifi***§**§ ****§***** *§§*******

*§******** ****§***§* **********

One thing he decided was that students like himself can usually

make better. more sensible plans if they get more information about

Jobs. education and training. While the other information was helpful,

he felt that the more he could get, the better off he'd be.

His envelope of information contained a post card which said

 

P097— a something about this. He read his and

CflRD
 saw that it could be used to help him

 

  1L get more information.
 

He wrote his name and address on
 

the back. The other address was already

printed on the front. It said that. if

he mailed it. he would receive a list of

places offering Job and training infor-

mation. Then he put the card in a

    mail box.

.Gfi‘fi §§**§ ***** §**** ***** ***** *****
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A few days later. he received the list of those places, just

as it had said on the card. When he had time later, he wrote to

some of them and asked for certain vocational and educational infor-

mation. He got several pamphlets and other materials back, and

these, too. helped him answer his questions about the future.

*‘I’Il’i ***** *‘IHIHIHI- ‘I-‘IHIHIIHI

***** *‘I’Il'il' *‘I'ININI' *fl'l’l'fl'

*‘IHIHI‘I *IHINIQ ***** *****

He thought about all of the information he had. and about the

different ways he had collected it:

1. He had asked for an appointment with a counselor.

2. He had gotten the government training program booklet.

He had signed the form for the aptitude test.

4. He had checked out one of the special reserve books.

5. He had mailed the post card.

*
*
*
*
*

\
a
)

*
*
*
¥
*

He told his friends about the different ways he had gotten such

information for planning his future. He knew now what he was going

to do after he graduated, because he had used all of the vocational

and educational facts he had gathered and was then able to decide

whether to try to get more training or to try to get a Job.

He felt so good about having these questions answered that

he even did a better Job in school than he had been doing before.

All in all, he was pretty satisfied with his experiences

in collecting information in several different ways.



APPENDIX C

WHITE PEER MODEL BOOKLET

(TREATMENT 2 )



CAREER

INFORMATION



IJIRECTIONS: Read the directions below. while

they are being read aloud.

1......... Today. instead of having your regular

class. we're going to do something

different.

2......... It is your 30b to read this booklet,

and try to remember what it tells about.

That's all you have to do. Just read

the booklet.

3......... You may have the rest of the class

period to read the booklet.

4......... The booklets will be collected when

everyone is finished.

5......... Now. turn the page and start reading.
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This booklet tells a story about a

young man who is in high school. Just like

you. This young man. whom you can see in

 

the drawing. is about your age. As a

matter of fact. he's in the same grade.

too. He takes a lot of the same kind of

 
classes that you do. and he goes to the

same kind of school.

This young man is white. So. he's

    
like you in one way. but unlike you in

another. That is. he's the same age.

but he's not the same race.

*fl‘l'fl'l'l'fl-I'IHI {*I‘ifil'flfifi'i *I'fi‘I-‘INI‘I‘I‘I‘I'

*****§**** ********§* *I’fil’fi'fiififii

The young man has been doing some thinking about what he's (' >

going to do when he graduates. He has a lot of questions (2 Q i ' 7

, e e . .

in his mind that need to be answered. For example. he had thought

about getting a Job after he graduates. but he also thought about

maybe going on for more education and training. if he could get it.
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After talking with some of his friends about their plans.

@ @ he found that most of them had Just as many questions

as he did (and not very many answers). They were wondering about

their futures. too.

*******************************************§§*******

He finally decided he'd better start doing something to get

some answers to his questions. It was time for ACTIONIIIIIIIII

*********§******************************************

His school had a Counseling Office. and it seemed logical

that a counselor could help. A few days before. an envelope full of

informationV had been handed out to each student in

W

 

one of his classes. He remembered seeing

   

something in it about the school counselors being available for

appointments. In his envelope was a form which a student could

 

 

fill out to ask for an

REQUEST To SEE

A COuMSELflR

appointment with one of

the counselors.

NRME

W

 

 

  



 

 

The young man filled out the form. ICOUNS _J~ OFECEl

 

 

    

/ f'‘ / w

Then he followed the directions on it. ’f"\ {stud

telling him to put the form in the .

..-'\

" EQUEST BO " in the Counseling Office. A\A

*§***

I

{114"}

{Milli}

*INIIHI'

“use ‘\

ewes-e / N )

*****

In a few days. the young man found that filling out the form and

returning it to the Counseling Office had paid off. He got an

appointment with a counselor. who was very interested and told him

that it was a good time to do some planning. He asked the counselor

a lot of questions about Jobs and his chances of getting more education

and training after high school. The counselor answered many of the

questions. so afterwards the young man felt that he was able to do

a better Job of planning his future than before.

********* **************‘Iv‘l'l'l-‘I‘IHII'*fi‘lfifl'fifl'fifl-‘fi‘fll’flfi‘lfil'l’i**********************

He also remembered reading something in the envelope of information

about some booklets which tell about some

eat/'77

government training TRAINIMO programs. The information

0:81

  

 “as”?
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said these booklets were available at the Counseling Office. so he

asked the counselor about them. The counselor knew what the young man

was asking about. He took him to the Counseling Office secretary.

who kept the supply of booklets.

 

 

 

 
 

—— : «5‘s

COUNSELQIG of" If;

The young man asked for one of the I ‘ @

booklets. and then he signed his name

 on a special sheet. This had to be

signed by everyone who got one of the

 booklets. so they could tell when they

  
 

had to order more.

{HI-*‘I'INIIHI‘I‘I ********** **§§******

*‘INIHI-I'Q'I'i‘I-‘l’ *fl‘ll’fl-ififi‘li ********§*

As soon as he got a chance. he sat down and read the

booklet. He was pretty excited when he finished. because it seemed

as if he might fit into some of the training programs. Some of them

looked like really good chances for him to learn special skills. or

to go on to college. So. checking out the booklet paid off. too.

Again. it helped him in planning his future.
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APT/Tube I

7597’

form which was supposed to be helpful to a 1:27’r7’7

 

Everyone had also been given a special

  

student who is planning his life after high school. Students sometimes

find it helpful to know more about themselves. so they can make more

sensible decisions and plans. One way to learn more about yourself is

to take an aptitude Eggs. Aptitude tests are easy to take. because

you don't have to worry about giving wrong answers. Aptitude tests

“I@004“*1?! Just tell what you are best at doing. That is,

bthf 80 300:?
\‘re 0 a they tell you that you have an ability to do

some things better than others. When you

know what your abilities are. then you know

 

what kinds of Jobs you might be good at.

fl-flffifl' *IHINIHI iii-IND ‘I‘I'fi‘I-‘I- {MIG}!

 

The young man liked this idea. so

he followed the directions on the form.

He signed where it asked if he would be

 interested in taking an aptitude test.  
Then. he took it to the Counseling Office

 

and put it in the ”REQUEST BOX." .   
 

*I'il'l‘ *flNl'Q'I’ *‘IIHIHI ***** *‘I'fl'l'l' ***** fill-«R
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Later. he was told that the local State Employment Service office

gives aptitude tests. So he went there and asked to take an aptitude

test. Afterwards, a counselor there told him the test showed that

he was good at working with words and numbers. but not so good at

working with his hands. This information was very helpful in his

planning for the kind of work or training he might choose after

finishing high school.

*iififilfllfififl 'I’I’IHIHININHIIHI' *‘IHIQO'I-IHI-I'Q

*‘I'I'Inl'fi-I'I'fi} *******‘I** **********

He had also noticed. in his envelope of information. a form

 

with a list of books. 300K: 010 It said

that the books on the “thRE 4' list had been

placed on "Vocational Reserve" in the school library. The books were

 

 

   

supposed to contain information for career planning. To check out

one of the books. you had to mark the one you wanted on the form and

 

 

give it to the librarian. So. he went to

the library. He marked the one he wanted

and gave the form to the librarian. who took

it and round the book. She told him he could

keep it for one hour-':. So. he checked the

book out by signing the card she gave him.

   s ****§ **§** ‘fl’fi’i” ' {WNW}! {if}!
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He found a quiet place and sat down to read. Since he had only

two hours. he naturally couldn't read the whole book. So he picked

a chapter about important steps in making decisions and he read it.

He thought that he picked up some good ideas that he could put to

use as he continued to work out his future plans.

*§******** ‘I'l'il'il'fiffl-fi'I-I {ifiil'fi‘If-I-fi

*‘I‘IIHINIHI'INIM {*I-OIHI'R-I’fi} *‘Ifli‘I-‘IHI-‘I‘I‘INI

One thing he decided was that students like himself can usually

make better. more sensible plans if they get more information about

Jobs. education and training. While the other information was helpful.

he felt that the more he could get. the better off he'd be.

His envelope of information contained a post card which said

P087- a something about this. He read his and

CARD

 

 

-*t saw that it could be used to help him

 

  
 

get more information.

He wrote his name and address on
 

the back. The other address was already

printed on the front. It said that. if

he mailed it. he would receive a list of

places offering Job and training infor-

mation. Then he put the card in a

   mail box.
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A few days later. he received the list of those places. Just

as it had said on the card. When he had time later. he wrote to

some of them and asked for certain vocational and educational infor-

mation. He got several pamphlets and other materials back. and

these. too. helped him answer his questions about the future.

sssss sssss sssss sssss

sssss sssss sssss sssss

sssss sssss sssss sssss

He thought about all of the information he had. and about the

different ways he had collected it:

1. He had asked for an appointment with a counselor.

2. He had gotten the government training program booklet.

3. He had signed the form for the aptitude test.

4. He had checked out one of the special reserve books.

5. He had mailed the post card.

*
*
*
*
*

*
*
*
*
*

He told his friends about the different ways he had gotten such

information for planning his future. He knew now what he was going

to do after he graduated. because he had used all of the vocational

and educational facts he had gathered and was then able to decide

whether to try to get more training or to try to get a Job.

He felt so good about having these questions answered that

he even did a better Job in school than he had been doing before.

All in all. he was pretty satisfied with his eXperiences

in collecting information in several different ways.



APPENDIX D

BLACK ADULT MODEL BOOKLET

(TREATMENT 3)



CAREER .

INFORMATION



DIRECTIONS:

1.0.0.0...

2000......

3.0.0.0...

“000......

50.0.0000.

Read the directions below. while

they are being read aloud.

Today. instead of having your regular

class. we're going to do something

different.

It is your Jcb to read this booklet.

and try to remember what it tells about.

That's all you have to do. Just read

the booklet.

You may have the rest of the class

period to read the booklet.

The booklets will be collected when

everyone is finished.

New. turn the page and start reading.
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This booklet tells a story about a

man who is a'student in a community

 

college. This man. whom you can see in

the drawing. is several years older

than you.

The man is black. Just like you.

SO. he '3 like you in one way. but not

    like you in another. That is. he's the

 

same race. but he's several years older.

**‘*Q*§*** §******§** INIIHI'JIHI'IHI‘I‘I

{ifiiifl’fi‘l‘l’ *ifififififi’fi'fl *IHIHIHINI‘QOGQ

The man is about half-way through his program at the community

wheeze . Since his program there is pretty general. he's been

doing some thinking about what he's going to do when he graduates. ?

He has a lot of questions in his mind that need to be answered. (2 . Q

0

p

01‘ crample. he had thought about getting a Job after he graduates: ' '

but

he also thought about maybe going on for more education; and

tram

inst. it he could get it.
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After talking with some of his friends about their plans.

@ © he found that most of them had Just as many questions

as he did (and not very many answers). They were wondering about

their futures. too.

*************************************§****§*********

He finally decided he'd better start doing something to get

some answers to his questions. It was time for ACTIONIIIIIIIII

*********************************§*******§**********

His school had a Counseling Office. and it seemed logical

that a counselor could help. A few days before. an envelope full of

information”. had been handed out to each student in

363555110»

one of his classes. He remembered seeing

   

something in it about the school counselors being available for

appointments. In his envelope was a form which a student could

 

 

** fill out to ask for an

REQUEST To SEE

A couMSELnR

appointment with one of

the counselors.

NAME

W

 

 

  



The man filled out the form.

Then he followed the directions on

it. telling him to put the form in the

"HEQQEST BOX" in the Counseling Office.

§§§**

‘IHIHI‘II’

*****

*****

‘IHINI'I-I

{*5}.

*****

)Cou NSE. ., ofllcg
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- L

‘0

\' '...__.__

®/

‘

I,    
In a few days. the man found that filling out the form and

returning it to the Counseling Office had paid off. He got an

appointment with a counselor. who was very interested and told him

that it was a good time to do some planning. He asked the counselor

a lot of questions about Jobs and his chances of getting more education

and training after graduation. The counselor answered many of the

questions. so afterwards the man felt that he was able to do a

better Job of planning his future than before.

*GHININI'*fifiififlfififilfiififli’l‘fiflfiflfifiifi*******§********‘I************G************

He also remembered reading something in the envelope of information

about some booklets ,

rm”
«WW

7306‘“

government training

  

 
 

which tell about some

programs. The information
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said these booklets were available at the Counseling Office. so he

asked the counselor about them. The counselor knew what the man:

‘was asking about. He took him to the Counseling Office secretary.

‘who kept the supply of booklets.  
 

m1NSE______LING OF “131‘

The man asked for one of the "“““’WM"

booklets. and then he signed his name

W-

W“
.J—I‘jg

    

   

   
on a special sheet. This had to be ;Qfih

signed by everyone who got one of the "'

   

booklets. so they could tell when they I\ v

had to order more.

{Q-fiil’fifl‘l’.’ *fl'i‘I‘IG-I-‘I‘IHI ****§*****

****§***** ***§****** *fliliifi‘lfiiflli

As soon as he got a chance. he sat down and read the booklet.

He was pretty excited when he finished. because it seemed as if he

might fit into some of the training programs. Some of them looked

like really good chances for him to learn special skills. or to

go on to college for a full four-year degree. So. checking out the

booklet paid off. too. Again. it helped him in planning his future.
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F'_"""'"""."""
PT'TIIPE

  

Everyone had also been given a special 1” I

fiS'T

form which was supposed to be helpful to a
FUR/I1 )
 

student who is planning his life after graduation. Students sometimes

find it helpful to know more about themselves. so they can make more

sensible decisions and plans. One way to learn more about yourself is

to take an aptitude pgsp. Aptitude tests are easy to take. because

you don't have to worry about giving wrong answers. Aptitude tests

1’» jade/HI“)?

La 01‘ s 40

afff“*oo ?e

 

  

Just tell what you are best at doing. That is.

    

  

 

they tell you that you have an ability to do

  

some things better than others. When you

know what your abilities are. then you know

what kinds of Jobs you might be good at.

*‘IG‘I‘I ***** ‘IHI‘IHI'Q *‘I'I’O'I’ *‘I‘I‘I‘I

 

The man liked this idea. so

he followed the directions on the form.

He signed where it asked if he would be

interested in taking an aptitude test.

Then. he took it to the Counseling Office

  and put it in the "REQUEST BOX."   
 

{*‘Iifl' ill-5*!- i‘lifil'fi “WEI"! {'flfl‘l‘l *‘I‘IHINI' IHI'Q‘IHI‘
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Later. he was told that the local State Employment Service office

gives aptitude tests. So he went there and asked to take an aptitude

test. Afterwards. a counselor there told him the test showed that

he was good at working with words and numbers. but not so good at

'working with his hands. This information was very helpful in his

planning for the kind of work or training he might choose after

finishing at the community college.

*i’fi‘iiififi ****§****I *flfifi‘l‘fl-fluil'

*‘I‘I‘IHI‘INI’OQ‘I' *ifi‘l'ffifil'fi *fifi’fifiifi‘li

He had also noticed. in his envelope of information. a form

 

with a list of books. BOOKS ON It said

that the books on the VOCATIONAL [6362”? list had been

  
placed on "Vocational Reserve” in the school library. The books were

supposed to contain information for career planning. To check out

one of the books. you had to mark the one you wanted on the form and

 

give it to the librarian. So. he went to

the library. He marked the one he wanted

and gave the form to the librarian. who took

it and found the book. She told him he could

keep it for One hours. So. he checked the

book out by signing the card she gave him.   *I'fi‘lifi {*fl'ifi *ififii *‘I‘I’IHI’ {*I'iil'
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He found a quiet place and sat down to read. Since he had only

two hours. he naturally couldn't read the whole book. So he picked

a chapter about important steps in making decisions and he read it.

He thought that he picked up some good ideas that he could put to

use as he continued to work out his future plans.

***I*§**§* ********** ******§***

***§****** *I’fi‘lfiiflfiifi ***§******

One thing he decided was that students like himself can usually

make better. more sensible plans if they get more information about

Jobs. education and training. While the other information was helpful.

he felt that the more he could get. the better off he'd be.

His envelope of information contained a post card which said

mgr a something about this. He read his and

CARD

 

__. saw that it could be used to help him

  get more information.
 

He wrote his name and address on

 

the back. The other address was already

\

printed on the front. It said that. if

he mailed it. he would receive a list of

places offering Job and training infor-

mation. Then he put the card in a

 mail box.     
*l-‘I-** ***** ***** ***** *INIHII' *fifii’fi *‘INI‘II'
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A few days later. he received the list of those places. Just

as it had said on the card. When he had time later. he wrote to

some of them and asked for certain vocational and educational infor-

mation. He got several pamphlets and other materials back. and

these. too. helped him answer his questions about the future.

*‘I‘Ifi‘l I-I'fifi-Q *‘I‘I‘I‘I- *****

*‘INI‘I'i' *‘I‘I‘Ifl' *INI'IHI’ iii-II“!!-

****§ ****§ ***** **‘I'**

He thought about all of the information he had. and about the

different ways he had collected it:

1. He had asked for an appointment with a counselor.

2. He had gotten the government training program booklet.

3. He had signed the form for the aptitude test.

4. He had checked out one of the special reserve books.

5. He had mailed the post card.

#
#
*
*
*

*
*
*
*
*

He told his friends about the different ways he had gotten such

information for planning his future. He knew now what he was going

to do after he graduated. because he had used all of the vocational

and educational facts he had gathered and was then able to decide

whether to try to get more training or to try to get a Job.

He felt so good about having these questions answered that

he even did a better Job in school than he had been doing before.

All in all. he was pretty satisfied with his experiences

in collecting information in several different ways.



APPENDIX E

WHITE ADULT MODEL BOOKLET

(TREATMENT 4 )



CAREER

INFORMATION



DIRECTIONS: Read the directions below. while

they are being read aloud.

l......... Today. instead of having your regular

class. we're going to do something

different.

2......... It is your Jab to read this booklet.

and try to remember what it tells about.

That's all you have to do. Just read

the booklet.

3......... You may have the rest of the class

period to read the booklet.

h......... The booklets will be collected when

everyone is finished.

5......... Now. turn the page and start reading.
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This booklet tells a story about a

man who is a student in a community

 

college. This man. whom you can see in

the drawing. is several years older

 than you.

The man in the story is white. So.

he's really not very much like you.

 
'Phat is. he's not the same race. and     
l1e's several years older. too. No.

he's not very much like you.

*§**§***§* **§**§*§§* **********

*flfii'fi‘llnlili *****§***§ ‘I'IHI‘I‘INI‘ININNI

The man is about half-way through his program at the community

college. Since his program there is pretty general. he's been

doing some thinking about what he's going to do when he graduates. 7

He has a lot of questions in his mind that need to be answered. ; Q. ?

Q .

For example. he had thought about getting a Job after he graduates. ' '

but he also thought about maybe going on for more education and

training. if he could get it.
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After talking with some of his friends about their plans.

© @ he found that most of them had Just as many questions

as he did (and not very many answers). They were wondering about

their futures. too.

***§*****§****§§*********§***§**********§********I**

He finally decided he'd better start doing something to get

some answers to his questions. It was time for ACTIONIIIIIIIII

*********i*****§****************fl§§§**§**********§**

His school had a Counseling Office. and it seemed logical

that a counselor could help. A few days before. an envelope full of

informationv had been handed out to each student in

INQMQTION

one of his classes. He remembered seeing

   

something in it about the school counselors being available for

appointments. In his envelope was a form which a student could

 

fill out to ask for an

REQuEST To SEE

A counsema

appointment with one of

the counselors.

thE

W

 

 

   



 

 
 

The man filled out the form.

 

Then he followed the directions on it.

telling him to put the form in the

” EQUEST BO ” in the Counseling Office.

ifi§§fi

*GO‘.

§**N*

*****

{*iifi

*****

*****

   
 

In a few days. the man found that filling out the form and

returning it to the Counseling Office had paid off. He got an

appointment with a counselor. who was very interested and told him

that it was a good time to do some planning. He asked the counselor

a lot of questions about Jobs and his chances of getting more education

and training after graduation. The counselor answered many of the

questions. so afterwards the man felt that he was able to do a

better Job of planning his future than before.

{i***************§*G}******§*****§*****************************§***§§*§

He also remembered reading something in the envelope of information

about some booklets
 which tell about some

government training programs. The information
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said these booklets were available at the Counseling Office. so he

asked the counselor about them. The counselor knew what the man

'was asking about. He took him to the Counseling Office secretary.

‘who kept the supply of booklets. ,

W

1 CQQNASELING OFFICE.

The man asked for one of the y

booklets. and then he signed his name

on a special sheet. This had to be

  

 

 

    
 

signed by everyone who got one of the ‘I’

booklets. so they could tell when they I\4

had to order more.

ssssssssss **§******* *iflfiiiiiii

*l****§*** §********* *iiIfi-l'iI-iiifi

As soon as he got a chance. he sat down and read the booklet.

He was pretty excited when he finished. because it seemed as if he

might fit into some of the training programs. Some of them looked,

like really good chances for him to learn special skills. or to

go on to college for a full four-year degree. So. checking out the

booklet paid off. too. Again. it helped him in planning his future.
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Everyone had also been given a special APT/T605

1587'

form which was supposed to be helpful to a J=Q9FTIT1 ‘

 

student who is planning his life after graduation. Students sometimes

find it helpful to know more about themselves. so they can make more

sensible decisions and plans. One way to learn more about yourself is

to take an aptitude ppsp. Aptitude tests are easy to take. because

you don't have to worry about giving wrong answers. Aptitude tests

 

   

   

I’ll ”JG“, ii) Just tell what you are best at doing. That is.

fin! 7m" :0 10ml

GT’LFHTCT‘ebe e

  
they tell you that you have an ability to do

  

some things better than others. When you

know what your abilities are. then you know

what kinds of Jobs you might be good at.

***** *‘I‘Ifi'l' ***** ***** *****

 

The man liked this idea. so

he followed the directions on the form.

He signed where it asked if he would be

interested in taking an aptitude test.

Then. he took it to the Counseling Office

and put it in the " EQUEST BO ."

  
  

*iilflfi ‘I'II'IHIHI ***** *fl'I-‘I‘I' ***** *fl'fi-INI' *****
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Later. he was told that the local State Employment Service office

gives aptitude tests. So he went there and asked to take an aptitude

test. Afterwards. a counselor there told him the test showed that

he was good at working with words and numbers. but not so good at

working with his hands. This information was very helpful in his

planning for the kind of work or training he might choose after

finishing at the community college.

§*§******* {*‘I'I'Oifi‘l'l-‘I' **********

******§*** IHIHIHIINININI‘I’Q ***§******

He had also noticed. in his envelope of information. a form

 

with a list of books. BOOKS ON It said

vocmnougtnes‘esve
that the books on the I list had been 

  
placed on "Vocational Reserve" in the school library. The books were

supposed to contain information for career planning. To check out

one of the books. you had to mark the one you wanted on the form and

 

give it to the librarian. So. he went to

the library. He marked the one he wanted

and gave the form to the librarian. who took

it and found the book. She told him he could

keep it for one hour.. So. he checked the

book out by signing the card she gave him.

    ***** *‘IHIHI'N' 'IHIIHI‘I‘I- ***** *Q‘I’ifi
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He found a quiet place and sat down to read. Since he had only

two hours. he naturally couldn't read the whole book. Se he picked

a chapter about important steps in making decisions and he read it.

He thought that he picked up some good ideas that he could put to

use as he continued to work out his future plans.

********** *‘II’N'IHININHIHI §****§***

*fiiifil’fifl'fifi ****§fi**§* ******§***

One thing he decided was that students like himself can usually

make better. more sensible plans if they get more information about

Jobs. education and training. While the other information was helpful.

he felt that the more he could get. the better off he'd be.

His envelope of information contained a post card which said

POST a something about this. He read his and

‘ CARD

 

saw that it could be used to help him 

 

 

 get more information.
 

He wrote his name and address on

 

the back. The other address was already -

printed on the front. It said that. if ‘\\\\\

he mailed it. he would receive a list of ’//,

places offering Job and training infor-

mation. Then he put the card in a

  
mail box.    



Page 8

A few days later. he received the list of those places. Just

as it had said on the card. When he had time later. he wrote to

some of them and asked for certain vocational and educational infor-

mation. He got several pamphlets and other materials back. and

these. too. helped him answer his questions about the future.

*‘I‘IHINI‘ ***** {*‘IHINI: {lull-il-

‘IHI-IHIHI' {Nil-{NE *‘INI-IHI' *****

*O'I‘IHI' *fififl'i ***** *‘I'fl'fl'fi

He thought about all of the information he had. and about the

different ways he had collected it:

1. He had asked for an appointment with a counselor.

2. He had gotten the government training program booklet.

3. He had signed the form for the aptitude test.

4. He had checked out one of the special reserve books.

5. He had mailed the post card.

*
#
*
*
*

#
#
t
i
k
t

He told his friends about the different ways he had gotten such

information for planning his future. He knew now what he was going

to do after he graduated. because he had used all of the vocational

and educational facts he had gathered and was then able to decide

‘whether to try to get more training or to try to get a Job.

He felt so good about having these questions answered that

he even did a better Job in school than he had been doing before.

All in all. he was pretty satisfied with his experiences

in collecting information in several different ways.
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CONTROL GROUP BOOKLET
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CAREER

INFORMATION

 



DIRECTIONS: Read the directions below. while

they are being read aloud.

1......... Today. instead of having your regular

class. we're going to do something

different.

2......... It is your Jab to read this booklet.

and try to remember what it tells about.

That's all you have to do. Just read

the booklet.

3......... Ybu may have the rest of the class

period to read the booklet.

h......... The booklets will be collected when

everyone is finished.

5......... Now. turn the page and start reading.



INTRODUCTION

This booklet contains a large amount of information about

several different fields of work. Since most people end up working

a long period of their lives. information about the many fields of

‘work is interesting to Just about everyone.

The fields you will learn about as you read this booklet

include: professional. managerial. clerical. sales. service. skilled

and other manual occupations. We'll start with a look at professional

0ccupations .

PROFESSIONAL OCCUPATIONS

Professional occupations have many attractions for young

people choosing a career. These occupations offer opportunities for

interesting and responsible work and. in many cases. lead to high

earnings. As a rule. however. they can be entered only after long

periods of specialized education or other preparation. because a broad

knowledge of one's field is an essential requirement for success in

these types of work.

About 1 out of 8 workers in 1966 was in a professional and

related occupation. These occupations-oemploying more than 9.3 million

people--accounted for more than one-fourth of all white-collar Jobs.

The professions generally require either college graduation--

often with an advanced degree--or experience of such kind and amount

to provide comparable knowledge. Most professional occupations. such

as engineer. architect. physician. lawyer. and teacher. require

specialized. theoretical knowledge. Others. such as editor and actor.

demand creative talents and. also. skills gained through experience.
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It is not easy to prepare for and enter professional work.

Often. institutions do not accept applicants for professional training

unless their school grades are high. and employers generally give

preference to graduates whose grades are high in their class.

Closely related to the professions is a wide variety of

technical occupations. Some of their Job titles include: draftsman.

engineering aid. programmer. and electronics. lab or X-ray technician.

Emplpypent Trends

Employment in professional and related occupations has risen

rapidly over the years. During the 19503. the rate of growth in the

professions was more than twice that for clerical workers. the second

fastest growing occupational group at that time. Between 1966 and

1975, employment in the professional and technical group is expected

to rise by nearly 40 percent--about twice the rate for total employment.

Educational Trends

College graduates are now filling many positions which did

not exist a few decades ago or which formerly were held by employees

because of their eXperience and personal characteristics. Emphasis

on a college education for many professional Jobs will be reinforced

in the years ahead.

MANAGERIAL OCCUPATIONS

The success or failure of business enterprises probably

depends more on the way managers do their Job than on anything else.

Nearly 4.7 million salaried workers--85 percent of whom were men--

‘were employed in 1966 to manage the business activities of our



nation's enterprises. Business managers are one of the fastest growing

occupational groups in the country. Between 1957 and 1966. the number

of salaried management workers increased nearly four times as fast as

all workers.

Nature of Work

Salaried managers usually have one prime aim: to get a Job

done by directing or planning the work of others. Some. however. are

chiefly policymakers.

First-level management positions are either supervisory or

trainee. Supervisors. the largest group. direct workers in activities

such as sales. research. production. accounting. and purchasing. A

department manager in a retail department store. for example. has a

typical supervisory Job. He may supervise up to 50 employees or more.

'Manager trainees. also in the first management level. are sometimes

assigned as assistants to managers: or they may be placed for short

periods in a number of different Jobs in one or more departments in

order to learn several phases of the business.

Higher in the merial pyramid are the middle-level managers:

they have the top posts in such large and important departments as sales.

accounting. purchasing and personnel.

Top level managers make decisions on what products their

firms should develop and produce in the years ahead. whether and where

new plants should be built. and how to finance them. This top group

includes the board of directors. the vice president. and the president

or chairman of the board of directors.



Training and Advancement

Employers increasingly are requiring beginning managers to

have completed college. Although it is possible for an able person

‘who doesn't have a degree to work his way up through the ranks. his

promotional opportunities may be limited. For most beginning manage-

ment Jobs. many employers look for individuals who have a college

degree in business administration. with a maJor in accounting. econom-

ics. or finance.

Employpent Outlpok

Management career opportunities should be good through the

19703. Employment of managers is expected to grow rapidly through the

19703: moreover. many thousands of openings are expected to result

annually from the need to replace people who retire. die. or leave the

field for other reasons.

Starting salaries for management trainees with bachelor's

degrees generally range. in private industry. from $6000 to $7200.

and in the federal government. from $5300 to $6400. Trainees with

'master's degrees generally begain at about $6400 to $9600. The upper

level management Jobs range from about $10,000 to as high as 8200.000.

CLERICAL OCCUPATIONS

Almost 12 million people were employed in clerical or some

closely related kind of work in early 1966. A great many of these

'workers keep records and do other paperwork required in present-day

offices. Others handle communications through mail. telephone. tele-

graph. and messenger services: attend to shipping and receiving of

‘merchandise: and ring up sales on cash registers.



Training and Advancement

For all but the most routine clerical positions. the minimum

educational requirement is usually graduation from high school. High

school graduates who have had instruction in business subJects are

regarded by most employers as particularly well qualified. Reading

comprehension. a knowledge of spelling and grammar. and ability in

arithmetic are important for many types of clerical work. Some em-

ployers test applicants for clerical aptitude. Practically all begin-

ning clerical wOrkers receive some on-the-Job training.

Many types of clerical work offer good prospects for Job

advancement. Some of the better paid positions--insurance claim

adJuster and executive secretary. for example-~require a general know-

ledge of company policies and procedures. and are very often filled by

promotion from within. In other instances. promotion may be to more

difficult and higher paid assignments in a related typed of work. as

in the case of a keypunch operator who is selected and trained to

operate a tabulating machine.

Emplozpent Outlook

Employment in clerical occupations is expected to rise

'moderately through the 19703. As employment rises to meet the needs

of an expanding economy. more than 325,000 new positions in clerical

and related occupations will be added each year. Opportunities will

'be particularly numberous for workers who handle paperwork in the

offices of private and public organization3--3ecretaries. stenographers.

typists. and bookkeeping and accounting clerks.

A 1965-66 survey showed that men were generaly paid higher

salaries than women in clerical Jobs. For example. men employed as



accounting clerks averaged nearly $20 a week more than women in the

same kinds of Jobs. The survey showed women file clerks earned about

$61.50 a week. while women working as skilled tabulating machine

operators earned about $112.50. Office workers in large cities gen-

erally receive pay for 5 holidays or more a year and for 1 or 2 weeks

of annual vacation after working 1 year.

SALES OCCUPATIONS

Saleswork offers career opportunities for young people who

have not completed high school as well as for those who have a college

degree: for men and women who like to travel and those who do not:

and for people who want salaried employment as well as those who aspire

to run their own businesses.

Workers in this occupational group sell for manufacturers.

insurance companies. and other producers of goods and services: for

'wholesalers who stock large quantities of goods so that smaller lots

'may be purchased and resold by retail stores: and for drugstores. dress

shops. and other retailers who deal directly with the public. About

4.8 million workers were employed in sales occupations in 1966. About

one-fourth of them were part-time employees who usually worked fewer

than 35 hours a week.

Training and Advancement

Training requirements for different kinds of 3aleswork--like

the work itself--vary greatly. Thousands of salespersons have routine

Jobs selling standardized merchandise such as magazines. candy. cigar-

ettes. and cosmetics. Employers seldom require salespeople in such

Jobs to have specialized training. The salesman who sells complex



products or 3ervices--electronic equipment or liability insurance. for

example-~3ometimes receives training which lasts many months. In

almost all sales work. except retail stores. the successful salesman

must have the initiative to locate his own prospective customers and

‘be able to understand their needs. He should have energy. self-

confidence. imagination and the ability to communicate well.

Epplpypent 0ut109k

Through the 19703. employment in sales occupations is expected

to rise moderately. Openings created by growth and vacancies which

must be filled as salesworkers retire or stop working for other reasons

are expected to result in a need for more than 275.000 workers each

year. As employment rises. the proportion of part-time workers--a1ready

higher than in most occupational groups-~13 also likely to increase.

In the growing number of suburban shopping centers. particularly where

many retail stores remain open for business several nights a week. a

larger proportion of the sales force is likely to be made up of part-

time workers employed only on Saturdays and during evening shopping hours.

SERVICE OCCUPATIONS

The service occupations are made up of workers who police the

streets. serve food. put out fires. help to clean out homes and buildings.

and otherwise provide services to people. The nearly 9.7 million service

workers employed in 1966 included such occupations as babysitters.

policemen. firemen. cleaning women. golf caddies. theatre ushers. barbers.

and laundresses.

Training and Advancement

Training and skill requirements differ greatly. FBI agents.



for example. must have a college degree. Barbers. beauty operators.

and some other workers need specialized vocational training. Other

Jobs. such as general maid. waitress. elevator operator. and hotel

bellman. usually require no formal education.

Some service workers eventually go into business for them-

selves--as caterers or restaurant operators. for example. Others. such

as elevator operators and ushers. may work up to supervisory positions.

Employment Outlook

Most of the employment increase in future years in service

Jobs is expected to be among policemen and other protective service

‘workers: attendants in hospitals and in businesses rendering professional

and personal services: beauty operators: and cooks. waiters. and others

'who prepare and serve meals outside private homes.

W

Skilled workers make the patterns. models. tools. dies. and

equipment without which industrial processes could not be carried out

by semiskilled and unskilled workers. They repair the equipment used

by industry. and the appliances used by consumers. They also build

homes. commercial and industrial buildings. and highways.

Skilled workers must have a thorough knowledge of their work.

Training programs usually are either on-the-Job training. apprentice-

ships. or in vocational schools. The formal apprenticeship appears to

work the best. usually lasting from 3 to 6 years.

Many skilled Jobs offer high salaries. Young men who get a

good basic education (especially in math and science). as well as

thorough Job training. will be better prepared to compete for these Jobs.



§Efll§§£ELED WORKERS

Semiskilled workers generally work with their hands. many of

them using handtools such as screwdrivers. pliers. files. soldering

irons and cutting tools. Many are engaged in making clothing. autos.

food. textiles. machinery and electrical equipment. Truckdrivers are

the largest group of semiskilled workers. and large numbers also are

employed as assemblers and inspectors.

Semiskilled workers ordinarily receive only brief on-the-Job

training. Usually they are told exactly what to do and how to do it.

and their work is supervised closely. These Jobs often pay well. but

the average annual earnings of semiskilled men in 1965 were about $1000

less than those of skilled men. Young men who have no training beyond

high school will continue to find Jobs in this field. although those

'with ability should obtain additional training to enter other fields

‘which are expected to grow more rapidly.

UNSKILLED wonksss

Unskilled laborers work in manual occupations that generally

require no special training. Frequently. these Jobs involve handling

and moving materials. loading or unloading. digging. hauling. or lifting.

Although some of these Jobs pay well. such as in construction work. the

average annual earnings of unskilled men in 1965 were about $1350 less

than semiskilled men. Also. unskilled workers are usually the first to

lose their Jobs. Machines are taking over many of these Jobs. While

there will continue to be some Jobs for unskilled workers. in the future

total employment in this group is expected to show little change.



APPENDIX G

SAMPLE OF POSTCARD



SAMPLE OF POSTCARD
 

Please send me a list of places where I can write for

vocational and educational information. Send the list to

me at:

NAME:
 

STREET AND NUMBER:
 

CITY:
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APPENDIX H

COUNSELOR APPOINTMENT FORM



Request to See a Counselor
 

DIRECTIONS: To get an appointment with a counselor, fill
 

in the information asked for below:

1. Your Name
 

2. Time you would like to see a counselor: (Day)

(Hour)

3. Return this form to the Counseling Office, if you want

to see a counselor.

4. Put this form in the "REQUEST BOX" in Room 104.
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APPENDIX I

LIST OF BOOKS ON RESERVE



Books on Vocational Reserve
 

DIRECTIONS: To check out one of the books listed below:
 

1. Mark an "X" by the title of the book you want

to see.

2. Give this form to the librarian and tell her

it's for the Special Vocational Reserve.

3. Sign the card which the librarian will give

you 0

Success and What It Takes--Edsall

Is My Job for you?--Gardner

Choosing A Career in A Changing World--Westervelt

From High School to A Job--Paradis

You and the Next Decade--Paradis

Your Career if You're Not Going to College--Sp1aver

Encyclopedia of Careers, Vol. I, Planning Your Career

Occupational Outlook Handbook, 1968-69 Edition
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APPENDIX J

INFORMATION ABOUT THE PAMPHLET ON

GOVERNMENT TRAINING PROGRAMS



For anyone who is interested, the Counseling Office

has available a supply of pamphlets which tell about

several government training programs.

These pamphlets may be picked up at the Counseling

Office by asking for the "special pamphlet about government

training programs." See Mr. McMillen's secretary in

Room 104.
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APPENDIX K

FORM TO EXPRESS INTEREST

IN AN APTITUDE TEST



Interest in Taking an sptitude Test

DIRECTIONS: 1. If you are interested in taking an
 

aptitude test, first sign here

 

2. Then, return this form to the Counseling

Office, after you have signed above.

3. Put this form in the "REQUEST BOX" in

Room 104.
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APPENDIX L

VOCATIONAL PLANNING STRATEGIES MEASURE



NAME:
 

DIRECTIONS:
 

Someone wants to know how he can get some

vocational and educational information.

Write below as many different ways of finding
 

vocational and educational information as you

would be able to tell him. Number each of

the ways you write down.
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APPENDIX M

PERCEIVED SIMILARITIES TEST



10 activities are listed below, such as the EXAMPLE, "PLAYaw:
BASKETBALL.” Below each activity are two rows of numbers. Look at the

EXAMPLE: "PLAY BASKETBALL."
 

First: If you like to play basketball "very much," you would circle the

number "E" in the first row.

 

Second:

booklet a few days ago would like to play basketball "as much as most

people," you would circle the number "2” in the second row.

 

 

 

If you think the person you read about in the ”Career Information"

 

EXAMPLE: PLAY BASKETBALL

I like it: 1 2 3 4 5

Very More than As much as Less than Not at

much most people most people most people all

Person I read about

likes it: 1 2 3 4 5

Now.

 

circle one number in each row of numbers.
 

1. SEE MOVIES

 

 

 

do the same for each of the 10 activities listed below. Remember to

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

I like it: 1 2 3 4 5

Very More than As much as Less than Not at

much most people most people most people all

Person I read about

likes it: 1 2 3 4 5

2. GO TO SCHOOL

I like it: 1 2 3 4 5

Very More than As much as Less than Not at

much most peOple most people most people all

Person I read about

likes it: 1 2 3 4 5

3. PLAY DIFFERENT SPORTS

I like it: 1 2 3 4 5

Very More than As much as Less than Not at

much most people most people most people all

Person I read about

likes it: 1 2 3 4 5

4. WORK AT A JOB

I like it: 1 2 3 4 5

Very More than As much as Less than Not at

much most people most people most people all

Person I read about ,

likes it: 1 2 3 4 5

5. LISTENING TO MUSIC

I like it: 1 2 3 4 5

Very More than As much as Less than Not at

much most people most people most people all

Person I read about

likes it: 1 2 3 4 5
 

164



6. DANCING

I like it:

Person I read about

likes it:

 

7. READ BOOKS

I like it:

Person I read about

likes it:

 

8. TALK TO FRIENDS
 

I like it:

Person I read about

likes it:

 

9. DRIVE A CAR

I like it:

Person I read about

likes it:

 

10. PLAY FOOTBALL

I like it:

 

Person I read about

likes it:
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1 2 3 4 5

Very More than As much as Less than Not at

much most people most people most people all

1 2 3 4 5

l 2 3 4 5

Very More than As much as Less than Not at

much most people most peOple most people all

1 2 3 4 5

l 2 3 4 5

Very More than As much as Less than Not at

much most people most people most people all

1 2 3 4 5

l 2 3 4 5

Very More than As much as Less than Not at

much most people most people most people all

1 2 3 4 5

1 2 3 4 5

Very More than As much as Less than Not at

much most people most peOple most people all

1 2 3 4 5
 



APPENDIX N

RAW DATA

(FREQUENCIES OF INFORMATION-SEEKING BEHAVIORS,

VOCATIONAL PLANNING STRATEGIES--TOTAL AND

MODELED, AND GRADE-POINT AVERAGES)
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APPENDIX 0

COVARIATE CORRELATION MATRICES



Sample Correlation Matrix
 

 

 

 

 

 

 

 

VPST VPSM FISB GPA

VPST 1.000000

VPSM 0.619509 1.000000

FISB 0.020267 0.143859 1.000000

GPA 0.327494 0.184942 -0.099657 1.000000

Matrix of Correlations With

Covariate Eliminated

VPST VPSM FISB

VPST 1.000000

VPSM 0.601948 1.000000

FISB 0.056272 0.165965 1.000000
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