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Academically talented college students have unique 

development needs that often go unmet. One area that is 

currently attracting more attention in the academically 

talented literature is career counseling. The purpose of 

the present study was to compare the effectiveness of 

individual and group career counseling interventions. 

Subjects included 54 students from a special Texas program 

that provides the opportunity for gifted students to attend 

college during their final two years of high school. One 

instrument used assessed identity, confidence, career goals, 

and professional identity. The second instrument evaluated 

whether the subjects had recently discussed career concerns, 

were seeing a vocational counselor, or seeking career 

information. A pre-test was followed by group or individual 

intervention, and a post-test was conducted two months 

later. Results indicated an overall decrease on the 

instrument assessing professional identity and career goals. 

This study revealed no difference in effectiveness between 

group or individual interventions. Further research in this 

area is necessary to develop and refine the most effective 



career counseling interventions for the academically 

talented student. 
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CHAPTER I 

INTRODUCTION 

Counseling of gifted and talented individuals began in 

the 1920's and was born out of three intellectual movements: 

testing and individual differences, child study, and 

vocational and educational guidance (Myers & Pace, 1986). 

Lewis M. Terman founded the gifted child movement in 1921 

and began a longitudinal study with 1528 gifted children 

(Myers & Pace, 1986). This endeavor covered areas such as 

physical, social, and emotional development along with 

intellectual accomplishments, career development, and life 

satisfaction (Burks, Jensen, & Terman, 1930; Oden, 1968; 

Sears & Barbee, 1977; Sears, 1977; Stanley, George, & 

Solano, 1977; Terman, 1925; Terman & Oden, 1947; Terman & 

Oden, 1959). In looking back at the Terman studies, 

although there were enormous amounts of data gathered, there 

were various methodological problems which led to many 

erroneous conclusions. Myers and Pace (1986) stated that 

the Terman studies led many toward believing a myth that 

gifted individuals are well adjusted and do not require 

specialized psychological or educational services. 

Leta Hollingworth started her own investigation of 

gifted individuals, beginning in the mid twenties and 



continuing into the 40s. Hollingworth found many special 

problems for gifted individuals. She noted that their 

educational needs often went unmet, many lacked successful 

peer relationships, there was often a large gap between 

intellectual and emotional maturity, many had a negative 

attitude toward authority, and also, their vocational 

guidance needs were being overlooked (Hollingworth, 1942). 

The findings of Hollingworth reflect the primary issues 

relevant today when considering interventions for the gifted 

and talented individual. 

Strang did research on the gifted and talented 

individual in the 50s and 60s. Strang (1960) focused on the 

social and emotional needs of gifted children and worked 

closely with their parents. Strang was concerned with 

maladjustment of the gifted and talented for three reasons: 

"first, the loss of talent that may result from 

maladjustment is expensive to society; second, misguided 

talent may be used in socially destructive ways; and third, 

maladjusted individuals fail to gain life satisfaction and 

self-fulfillment" (Strang, 1951, p. 134). Strang encouraged 

counseling strategies to focus on the development of self-

understanding, positive self-concept, and social 

responsibility. 

In 1957, the work of John Rothney led to the founding 

of the Wisconsin Guidance Laboratory for Superior Students 

at the University of Wisconsin. This became the major 



center for research and counseling of gifted individuals in 

the United States until its closing in 1985. Although there 

was much research being conducted with gifted and talented 

individuals, it wasn't until 1972 that the United States 

Office of Education introduced a specific definition of 

giftedness with the publication of Education of the Gifted 

and Talented: 

Gifted and talented children are those identified by 

professionally qualified persons who by virtue of 

outstanding activities are capable of high performance. 

These are children who require differential educational 

programs and/or services beyond those normally provided 

by the regular school program in order to realize their 

contribution to self and society. 

Children capable of high performance include those, 

with demonstrated achievement and /or potential ability in 

any of the following areas, singly or in combination: 

1. general intellectual ability 

2. specific academic aptitude 

3. creativity/productive thinking 

4. leadership ability 

5. visual and performing arts 

6. psychomotor ability 

It can be assumed that use of these criteria for 

identification of the gifted and talented will encompass a 

minimum of 3 to 5 percent of the school population. 



Evidence of gifted and talented activities may be 

determined by a multiplicity of ways. These procedures 

should include objective measures and professional measures 

which are essential components of identification. 

Professionally qualified persons include such 

individuals as teachers, administrators, school 

psychologists, counselors, curriculum specialists, artists, 

musicians, and others with special training who are also 

qualified to appraise a pupil's special competencies" (U. S. 

Office of Education, p. 2). 

Although research continued on the gifted and 

talented through the 70s, the early 80s brought about a 

resurgence of interest in this population. This 

renewed attention was spawned in 1981 when a highly 

gifted 17-year old student committed suicide, thus 

shattering the Terman myth that gifted and talented 

individuals are well adjusted and do not need 

psychological and educational services. In response to 

this tragedy, the Social and Emotional Needs of Gifted 

(SENG) was founded at the Professional School of 

Psychology at Wright State University in Dayton, Ohio 

(Myers & Pace, 1986). In 1982 Barbara Kerr established 

the Guidance Laboratory for Gifted and Talented at the 

University of Nebraska - Lincoln (UNL). Since the 

closing of the Guidance Institute for Talented Students 

(GIFTS) program in 1985, UNL and SENG are the only 



university—based programs in the United States that 

support counseling services and research for gifted 

individuals (Myers & Pace, 1986). 

Career Development Issues 

One area that is currently attracting attention in 

the gifted and talented literature is career counseling 

with academically talented students. Academically 

gifted students make up a somewhat atypical group. 

Because of their talents, teachers and counselors may 

mistakenly assume these intelligent students can find 

their way on their own. However, these students often 

have unique career development needs that go unmet. 

Herr (1976) believes that although gifted and talented 

students have great potential, much of this potential 

lies dormant because many are unaware of their 

possibilities and the avenues to gain access to their 

goals. Frederickson (1979) believes there are few 

decisions that affect a person's life more than his or 

her choice of a career and, therefore, considers career 

planning a necessity. 

One problem that talented students often face is 

multipotentiality: the ability to select and develop 

any number of academic and career goals. Many gifted 

individuals simply have too many options. Most gifted 

students are either multipotential or early emergers. 

"Multipotential students are able to select and develop 



skills to a high level; as a result, they often 

encounter great difficulty in career development" 

(Kerr, 1981, p.23). Multipotential students often 

delay career choice, change directions frequently, or 

make arbitrary choices (Sanborn, 1974). Early emergers 

are individuals who have extraordinary talent which is 

usually focused in one area. The negative side of 

being entirely focused in one area of life with no 

regard for other areas can be a constricted and narrow 

lifestyle (Kerr, 1986). 

In addition to multipotentiality and early 

emergence, Rodenstein, Pfleger, and Colangelo (1977) 

identified three other particular problems experienced 

by gifted and talented individuals that are 

specifically related to career development. These 

include (1) pressure of expectations, (2) career as 

life style, and (3) career investment. 

Many parents, teachers, and the larger society 

view the gifted individual as having unlimited 

potential. This can lead to enormous pressure to meet 

the expectations of the aforementioned individuals. 

Rodenstein, et al. (1977) examined how these 

expectations severely limit the range of gifted 

individuals' choices. Witty and Grothberg (1970) 

reported that the extreme pressure to conform to 



others' wishes can create a fear of the future because 

of the possibility of not meeting their expectations. 

Rodenstein, et al. (1977) reported that gifted 

individuals often regard work as a major avenue of self 

expression. Therefore, career as a life style is an 

issue for gifted individuals because so much of their 

time will be devoted to work-related activities. Herr 

and Watanabe (1979) addressed the importance of viewing 

the interaction between educational, occupational, and 

life style choices, and the reciprocal effect that a 

change in any one of these areas might have on another. 

Career investment is another issue that many 

gifted and talented individuals need to consider. Many 

gifted individuals will engage in long periods of 

training before entering the world of work (Herr & 

Watanabe, 1979). After a long period of investment of 

both time and money, it becomes increasingly difficult 

to change career directions (Hoyt & Hebeler, 1974). 

This process becomes increasingly irreversible and 

presents gifted students with limited choices 

regardless of their multipotentiality. 

Herr and Watanabe (1979) also identified three 

other areas of developmental concern: social isolation, 

lack of adult role models, and unique problems for 

gifted and talented girls. Because of their advanced 

intellectual development, many gifted individuals find 
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themselves isolated from their peers. They often have 

different interests than their peers because of their 

intellectual prowess, which often leaves other children 

their age intimidated and alienated. Also, an 

imbalance usually exists between the intellectual and 

emotional development of gifted individuals. This 

disparity between the emotional and intellectual 

development may lead to other adjustment difficulties 

(Witty & Grothberg, 1970). 

Because there are so few gifted individuals, it 

would follow that there are relatively few adult role 

models for gifted children (Herr & Watanabe, 1979). 

This can be a problem for the gifted child when there 

are few who relate to their developmental dilemmas. 

Many adults do not know how to respond to or facilitate 

the development of a gifted child. Witty and Grothberg 

(1970) noted that the potential and creativity of 

gifted children can easily be squeezed out by the 

inability of adults or peers to accept their 

differences and encourage their development. This can 

especially be a problem for gifted women. 

Gifted and talented girls may experience all of 

the aforementioned issues, but also have unique career 

developmental problems of their own (Herr & Watanabe, 

1979). The role expectations for women allow little 

room for career development because there continues to 



be a strong push for women to concentrate on marriage 

and the family. These role expectations have limited 

the number of women who continue in their education and 

have limited the scope of careers that women pursue. 

With all of these special issues, Zaffrann and 

Colangelo (1977) recommended that gifted females, as 

well as males, could benefit from groups where they 

have the opportunity to share similar developmental 

concerns and ease their social isolation. These groups 

could be a primary technique for career counseling or a 

supplement to the individual counseling process. 

The process of career counseling is usually viewed 

as a narrowing process which is facilitated by the 

individual's abilities, interests, and values. 

Narrowing occupational choice and reaching a decision 

is viewed as desirable in the American culture. 

Putting off a career decision is often synonymous with 

loss of time, finances, educational resources and 

possibly achievement potential (Frederickson, 1979). 

Although this is commonly the mind set that accompanies 

the process of career counseling, the multipotentiality 

of the gifted individual may require a new examination 

of this notion. 

One study by Kerr and Colangelo (1988) may 

indicate a different approach for vocational counseling 

of the gifted and talented. Kerr and Colangelo (1988) 
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assessed the college plans of 76,951 academically 

talented students who scored in the 95th and 99th 

percentile of the ACT. They found 50% of the students 

congregated into only 3 categories: engineering 

(25.7%), health professions (12.3%), and physical 

sciences (10.1%). This study revealed that many 

different vocational areas are not chosen and therefore 

possibly not considered. This is evidence that career 

counseling with the gifted and talented may need to 

initially begin as a broadening process in which a 

number of different options are considered, as opposed 

to the traditional narrowing down process in which 

fewer options are considered. 

Perrone and Van Den Heuvel (1981) proposed the 

idea of gifted individuals creating their own careers 

instead of attempting to fit into existing careers. 

Regardless of the process in finding a career for 

gifted individuals, Frederickson (1979) warns of the 

potentially damaging effects to both society and the 

individual if gifted children are forced to choose too 

soon. Premature choice by the gifted individual may 

lead to a decision that is founded on limited knowledge 

as well as the lack of emotional maturity that is 

required for career decision. Frederickson (1979) 

addressed the career development of the gifted and 

talented student, postulating 5 phases for the guidance 
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counselor to follow. These phases include: Readiness, 

awareness, exploration, reality testing, and 

confirmation. 

Readiness is the first stage in the career 

decision process and assumes that career decisions 

cannot be made without the necessary emotional 

maturity. Readiness is reached when a person has the 

social, physical and psychological acceptance of the 

responsibility for implementing a career choice. 

The awareness stage is composed of two areas that 

are interdependent: awareness of self and awareness of 

the world of work. Gifted individuals need time to 

integrate knowledge about their values, goals, 

strengths and weaknesses. They also need time to 

accumulate knowledge about occupations and the 

influence of occupational choice on life style. 

The exploration stage consists of the student 

making a planned and systematic investigation into the 

world of work. This includes seeking information about 

the myriad of job specifications, training 

requirements, and hiring and tenure practices. 

Reality testing of occupational choice is the 

fourth step in career decision making for the 

multipotential individual. In this stage, individuals 

are exposed to the actual working environment through 

summer jobs, work study programs, summer institutes and 
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camps, or extended field trips. This type of exposure 

gives the individual hands on experience that enhances 

the possibility of choosing a vocation best suited to 

interests, needs and values. 

The confirmation stage is exactly that. This is 

the stage in which, having advanced through the 

previous four stages, individuals have now implemented 

their vocational choice. Frederickson (1979) states 

that these phases and process may be beneficial in 

guiding the gifted and talented students when seeking 

career counseling. Unfortunately, however, students 

often leave career workshops and counselors feeling 

less than satisfied. 

When the gifted student seeks career counseling, 

both multipotential individuals and early emergers are 

often greeted with the statement, "Why you can be 

anything you want to be!"— when this is exactly their 

dilemma (Kerr, 1981, p. 11). This type of experience 

can be very frustrating for the gifted student. 

Because of the talented individual's special abilities, 

Colangelo and Zaffrann (1979), Miller (1981), and 

others believe that career counseling would best serve 

gifted students if there were more emphasis on 

individual values and needs, as opposed to focusing on 

matching ability and interest with specific 

occupations. 
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Review of Recent Literature 

A study by Post-Kammer and Perrone (1983) 

suggested the need for more career counseling for the 

gifted and talented. They did a follow-up study to 

determine whether students found the GIFTS program at 

the University of Wisconsin-Madison helpful in making 

post-high school plans and decisions. Participants 

were 648 adults who graduated between 1962 and 1975 

from 44 Wisconsin schools. At the time of follow-up, 

the participants ranged in age from 24 to 35 years old. 

More than a quarter of the subjects reported feeling 

unprepared to make career decisions when they graduated 

from high school. Approximately a quarter did not 

understand how their interests and abilities related to 

career possibilities. This research indicated a need 

for more longitudinal studies, but more importantly it 

revealed the need for better interventions to increase 

the efficacy of talented students in their ability to 

undertake their vocational decisions. Researchers and 

counselors are looking toward developing a differential 

approach to career counseling for the gifted which 

includes assessment, individual counseling, and life 

planning groups. 

In an attempt to better understand a differential 

approach toward career counseling with gifted students, 

Kerr (1986) conducted a study to ascertain what type of 
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interventions gifted students preferred between the 

following: Different assessment interventions, 

structured or unstructured individual counseling, or 

mixed or same sex life planning groups. 

Fifty-four high school students were randomly 

assigned to three different assessment intervention 

groups. Afterwards, students rated assessment 

interventions as more helpful when using the Self-

Directed Search and Edwards Personal Preference 

Schedule as opposed to two other batteries, which 

consisted of the Missouri Vocational Card Sort and the 

Myers-Briggs Type Indicator or the Self-Directed 

Search, the Tennessee Self-Concept Scale, and the 

Thirty Values Ranking Form. 

In comparing the styles of individual counseling, 

Kerr (1986) found that students preferred the 

structured counseling session over the unstructured. 

Finally, students indicated they preferred same sex 

life-planning groups as opposed to mixed groups. 

In a later study, Kerr and Ghrist-Priebe (1988) 

conducted a study that consisted of an intervention 

that clarified students' needs and values, a goal 

setting counseling interview, and a career planning 

group. It was hypothesized that students receiving the 

interventions would be more apt to engage in behaviors 

associated with career decision making two months 
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following the workshop, as opposed to students that did 

not participate. These behaviors were: (a) discussing 

career development, (b) seeing a counselor, (c) seeking 

career information, and (d) narrowing career options. 

The participants were 87 high school students; 56 

were assigned to the treatment group and 31 to the 

control group. The intervention was a one-day career 

counseling workshop. Students began by completing the 

Self-Directed Search, the Edwards Personal Preference 

Schedule, and Thirty Values questionnaire. During the 

counseling interview, they received feedback about 

their test results and were encouraged to practice 

setting goals. The final intervention was the group 

life planning session where students imagined, in 

detail, an entire working day 10 years into the future. 

The hypothesis was supported in that students who 

received the career counseling workshop reported 

discussing career development and seeing a counselor 

more often than students who were in the control group. 

No differences were reported in seeking career 

information or narrowing career options. The follow-up 

revealed that all students experienced the workshop as 

useful. 

These results are encouraging, suggesting that 

only a one-day intervention increased the amount of 

time the students spent discussing career concerns. 
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The lack of differences between the groups in seeking 

career information perhaps indicates the need to teach 

gifted students exploratory strategies. Exploratory 

strategies, such as understanding how one's values and 

needs are important in career selection, as well as 

instruction about available resources (SIGI, 

Occupational Outlook Handbook) to facilitate one's 

search, may prove helpful. As gifted individuals learn 

more about themselves and the world of work, they may 

find it helpful to discuss their findings and career 

options with a counselor or mentor. Even though gifted 

individuals are capable in many domains, decisiveness 

is an area where more interventions may be necessary. 

Schroer and Dorn (1986) implemented a study to 

determine if a group program of career counseling would 

help students with their indecisiveness surrounding 

career and educational issues. They also investigated 

the differences between gifted men and women in areas 

such as academic achievement, career decisiveness, and 

personality characteristics. 

The participants were 71 academically talented 

college undergraduates who participated in a six-hour 

group program in career counseling called the Career 

Motivation Program (Muson, Saunders, & Garrison, 1980). 

The interventions consisted of structured group 

activities interspersed with feedback and discussion. 
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In addition to the group activity, the California 

Psychological Inventory (CPI) and career Decision Scale 

(CDS) were administered and group feedback was provided 

the week following the conclusion of each group. The 

CDS was administered before and after the group 

interventions. 

Results revealed that gifted males and females 

were quite similar in terms of academic achievement and 

personality characteristics. On the CPI, only two 

scales were statistically significant between males and 

females. Females scored significantly higher than 

males on the Tolerance and Weil-Being scales. In 

regard to career decisiveness, gifted males experienced 

significantly less personal conflict and fewer outside 

barriers to career decision making than females. The 

researchers proposed that these findings indicated that 

the group experience may have confirmed many of the 

career plans for the males, whereas the females may 

have become more aware of their possible opportunities 

than males. 

Raising the career aspirations and opportunities 

of gifted women is another area of concern in career 

counseling that often goes unaddressed. Kerr (1983) 

conducted a study with 48 gifted high school students. 

All students were administered the Self-Directed Search 

and the Myers-Briggs Type Indicator and given feedback. 



18 

During the feedback, the counselor attempted to raise 

the aspirations of the student if the career goal met 

one of the following conditions: "(a) was clearly below 

the student's abilities as evidenced by grade-point 

average and achievement test scores, (b) was a sex-role 

stereotyped choice for females based on lack of 

awareness of options, or (c) was a low-paying, low 

status occupation" (Kerr, 1983, p. 40). The individual 

feedback ended with a goal setting exercise and was 

followed by the life-planning group. 

Approximately five months later, the students were 

asked what occupation they had most recently 

considered. The results revealed a significant 

improvement for girls in the prestige level of their 

career aspirations following the intervention. Boys 

did not show an improvement in their career aspirations 

because they had high aspirations before the 

intervention. This study provided encouraging evidence 

that quick, one day interventions can have positive 

effects on the vocational choices of women. 

The most recent career counseling study was 

undertaken by Kerr and Erb (1991). In this study, 

forty-one honors students received a differential 

career counseling approach that consisted of life 

planning groups, assessment of needs, interests, and 

values, a value based counseling interview, and a small 
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group discussion of goal setting. The life planning 

group consisted of a Role-Stripping exercise and the 

Perfect Day Fantasy. In the Perfect Day Fantasy, 

students were asked to close their eyes, relax, and 

imagine a perfect working day 10 years in the future. 

The leader led them through a 15-minute script, which 

took them from morning until night of their perfect 

future day. This was followed by a discussion relating 

to their fantasies. Next, the leader began the Role-

Stripping exercise in which the students listed their 

four most valued roles in order of importance (e.g., 

daughter, student, friend, musician) and then had them 

discard the roles one by one, going around the group, 

discussing each in turn. When the roles had been 

"stripped", the leader explained the importance of 

relating critical roles to career choices (Kerr & Erb, 

1991). 

The testing session consisted of the Vocational 

Preference Inventory (VPI), the Rokeach Values Survey 

(RVS), Personal Research Form (PRF), and the Student 

Developmental Inventory (SDI). Afterwards, each 

participant received individual feedback in which his 

or her values were emphasized as critical components of 

the career decision making process. The final 

intervention was a small group discussion about goal 
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setting. The SDI was administered for the second time 

following the goal setting group. 

The SDI is comprised of two subscales that measure 

identity\confidence and development of purpose and was 

used as the dependent measure. There were also scales 

with items related to choice of major and occupational 

choice, separate from the SDI. When tested after the 

intervention, Kerr and Erb found significant increases 

on both subscales of the SDI and a significant increase 

on the certainty of major scale. 

In the second study by Kerr and Erb (1991) they 

used the same methods as the first study, with the 

addition of a control group. Both groups were 

administered the SDI 3-4 weeks after the intervention. 

Results showed that the experimental group had 

significant increases in the development of identity, 

but there were minimal differences between the groups 

in their development of purpose. 

Kerr and Erb (1991) suggessted that future 

research needs to focus on deciphering which 

interventions bring about positive benefits, and how 

these interventions affect self-esteem and self-

efficacy. They also acknowledged the need for 

longitudinal studies to facilitate understanding long-

term effects of career counseling. 
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Rationale 

The rationale of this study is to investigate the 

differences between individual and group career 

interventions for gifted students. Previous research 

has found that using tests to assess the students' 

needs, interests, and values, followed by individual 

feedback, a goal setting group, and life planning 

groups have been helpful for academically talented 

students in helping develop identity, confidence, and 

exploration of career concerns (Kerr & Erb, 1991; Kerr 

& Ghrist-Priebe, 1987). The numerous interventions 

that have been used in the aforementioned studies have 

been implemented in order to insure a potent 

intervention (Kerr & Erb, 1991). The next task is to 

vary the numerous interventions in order to understand 

which single intervention or combination of 

interventions provides the most beneficial changes. 

This study builds on the work of both Kerr and Erb 

(1991) and Kerr and Ghrist-Priebe (1987). The current 

study follows the intervention procedures of Kerr and 

Erb (1991), but will be different in that there will be 

three different groups, with each receiving either the 

testing intervention, the life planning group 

intervention, or no intervention. The current study 

will be similar to Kerr and Erb (1991) in the use of 
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Developmental Inventory (SDI) as the pre- and post-test 

measure. 

The post-test was done two months following the 

interventions as it was in Kerr and Ghrist-Priebe 

(1987). At this time, the SDI was administered as well 

as a questionnaire similar to the one used in Kerr and 

Ghrist-Priebe (1987) to determine whether students are: 

(a) discussing career concerns, (b) seeing a counselor, 

or (c) seeking career information. The questionnaire 

also allowed students to evaluate the usefulness of the 

intervention which may provide direction for further 

research. The information gleaned from the 

questionnaire was beneficial in revealing whether the 

intervention encouraged students to continue to pursue 

career exploration after the intervention. The one-day 

interventions are not seen as the answer to the gifted 

and talented students problems in regards to career 

development and indecision, but rather as springboards 

or starting points for them as they move along in their 

own career search and development. 

Hypotheses 

Hypothesis 1. It was hypothesized that the 

individual and group interventions would result in more 

change on the dependent measures than the control 

group. 
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Hypothesis 2. A second goal of this study was to 

explore which of the two interventions might result in 

the most change on the dependent measure. Because this 

was exploratory, no directional hypothesis as to 

whether the individual or group intervention would be a 

better method was proposed. 

The questionnaire was used to assess the group 

differences along the following three beahviors: (a) 

discussing career concerns, (b) seeing a counselor, and 

(c) seeking career information. The questionaire also 

gave the students in Group 1 and Group 2 the 

opportunity to evaluate the usefulness of their 

particular intervention. Although this study did not 

allow students to choose their own intervention, the 

questionnaire asked them for input as to how the 

Academy may provide more adequate career counseling 

services in the future. 



CHAPTER II 

METHOD 

Subi ects 

Participants were chosen at random from the student 

roster of 2nd year Texas Academy of Math and Science 

students. The Texas Academy of Math and Science is an early 

entrance college program that enables talented students to 

enter college two years early. Each student received a 

letter notifying them of their selection (Appendix A) along 

with a parental consent letter (Appendix B). Fifty-four (24 

males, 30 females) students participated in the study. The 

ages of the subjects ranged from 15-18 years of age. Most 

of the participants were caucasian. 

Instruments 

Vocational Prefernce Inventory (VPI). The VPI 

(Holland, 1985) (see Appendix C) takes approximately 25 

minutes to administer and assesses vocational preferences. 

It yields a profile on 11 dimensions of personality: 

realistic, investigative, scientific, conventional, 

enterprising, artistic, self-control, masculinity, 

femininity, status, infrequency, and acquiescence. All 

items are occupational titles where the individual indicates 

whether they like or dislike the occupation. Internal 

24 



25 

consistency is relatively homogeneous for all scales except 

for the Masculinity, Status, and Infrequency scales. These 

scales have lower internal consistency because they are 

comprised of relatively heterogeneous occupations. The 

test-retest reliability of the VPI is rated as moderate to 

high with scales ranging from .61 to .93. (Holland, 1985). 

The predictive validity of the VPI for students of average 

or high aptitude ranges between 35 to 60% accuracy (Holland, 

1985) 

Rokeach Values Survey (RVS). The RVS (Rokeach, 1982) 

(see Appendix D) is a 36-item label-ranking test consisting 

of two sets of 18 values (one set of terminal values and one 

set of behavioral values). Terminal values include ones 

such as comfortable life, exciting life, sense of 

accomplishment, and world at peace, whereas behavioral 

values include ambitious, broadminded, courageous, and 

forgiving. No validity or reliability data are available 

for the RVS. 

Personality Research Form f PRF). The PRF (Jackson, 

1989) (see Appendix E) is a 352 item true-false test that 

assesses 22 personality traits relevant to an individual's 

functioning in a variety of situations. Some of the needs 

that are measured are: Abasement, Achievement, Affiliation, 

Endurance, and Social Recognition. Reliability data for the 

PRF form E ranges from .50 on the Play scale to .91 on the 

Harmavoidance scale. The median reliability for all 22 
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scales with a college sample is .70. The convergent 

validity for the PRF-E in one study revealed a validity 

coefficient of .52 with individual validities ranging as 

high as .74. 

Student Development Inventory (SDI). The SDI (Hood, 

1986) (see Appendix F) assesses behaviors and feelings that 

reflect the personal growth and development of college 

students. The SDI identifies the accomplishment of two 

developmental tasks: developing purpose in life and in a 

vocation, and in developing identity and confidence. The 

development of purpose/vocational scale is comprised of 

items pertaining to professional identity, consistency of 

career goals, and values, and belief in meaningfulness of 

goals. Test-retest reliabilities range from .61 to .81 

(Hood, 1986). The identity/confidence scale consists of 

items pertaining to self-confidence, self-understanding, and 

certainty about decisions. Test-retest reliabilities range 

from .81 to .83 and internal consistency is .80 (Hood, 

1986). 

Interventions and Procedure 

Testing group. Students in Group 1 (n = 21) 

participated at three different times. They were informed 

that participating in this research would help them plan for 

the future. During the first session, Group 1 was given the 

Student Developmental Inventory (SDI) followed by the 

Vocational Preference Inventory (VPI), the Rokeach Values 
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Survey (RVS), and Personal Research Form (PRF). These tests 

were chosen because they were the tests used in Kerr and Erb 

(1991). Kerr and Erb (1991) reported that they chose these 

instruments because of their psychometric soundness and 

because of their similarity to tests that were used in other 

studies which students found useful. The entire testing 

session lasted approximately 2 and 1/2 hours. 

Within a week of completing the test battery, each 

student in Group 1 received 1 hour of feedback (second 

session). Individual test results were discussed and 

students were encouraged to incorporate their most important 

interests, needs, and values when considering career 

options. As in Kerr and Ghrist-Priebe, each student was 

encouraged to continue in his or her career development and 

decision making. 

Two months later (third session), the SDI was 

administered to all members of Group 1 as the post-test 

measure along with a short questionnaire (see Appendix G). 

Life planning group. Group 2 (n = 16) participated on 

two different occasions. They were informed that 

participating in this research would help them plan for the 

future. During the first session, Group 2 was given the SDI 

and then asked to participate in two group exercises and 

subsequent discussion. Group 2 was divided into smaller 

groups of 4-5 members. Since Kerr (1986) reported that 

academically talented students preferred same sex groups, 
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the life planning groups were divided by sex. The two group 

exercises are the same as used in Kerr and Erb (1991). The 

first exercise is the Role-Stripping exercise where each 

student lists his or her four most valued roles in order of 

importance (e.g., daughter, student, friend, musician) and 

then discards the roles one by one, going around the group, 

discussing each in turn. After the roles have been 

"stripped", the leader explains the importance of relating 

critical roles to career choices. Next, the facilitator 

leads the Perfect Day Fantasy. Students were asked to 

imagine a perfect working day 10 years in the future. The 

leader provides an example of a perfect day fantasy and then 

asks them all to share their own. The task is designed to 

have them plan their future perfect day from morning until 

night. This is followed by a discussion relating to their 

fantasies (Kerr & Erb, 1991). As in Kerr and Ghrist-Priebe, 

the students are encouraged to continue in their career 

development and decision making. 

Two months later (second session), the SDI was 

administered to all members of Group 2 as the post-test 

measure along with a short questionnaire (see Appendix H). 

Control group. Group 3 (q = 17) participated on two 

different occasions. During the first session, the SDI was 

administered to all members of Group 3. Two months later 
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(second session), the SDI was administered to all members of 

Group 3 as the post-test measure along with a short 

questionnaire (see Appendix I). 

Analysis of Results 

The analysis of results for the SDI were done by a two 

by three repeated measures anlysis of variance. This 

consisted of comparing the SDI pre and post-test subscale 

means of all three groups. 

An analysis of variance was used to interpret the 

results from questions 1, 3, 4, 7, and 8. Chi-square tests 

were used to interpret questions 2 and 9. Questions 6 and 

10 were interpreted by the percent of responses for yes and 

no answers. 



CHAPTER III 

RESULTS 

Student Development Inventory results. In a repeated 

measures analysis of variance for the identity\confidence 

scale of the SDI, the group by time interaction was 

nonsignificant, F(2, 51) = .75, p >.05. Neither the main 

effect for time, F(l, 51) = .03, p > .05, nor the main 

effect for group, F(2, 51) = 1.91, p > .05, was significant. 

In a repeated measures analysis of variance for the 

Development of Purpose-Vocational scale of the SDI, the 

group by time interaction was nonsignificant, F(2, 51) = 

.74, p >.05. The main effect for group was also 

nonsignificant, £(2, 51) = 1.77, p > .05, but there was a 

main effect for time, F(l, 51) = 8.63, < = .005. This 

indicated an overall decrease in scores on the Development 

of Purpose scale for all groups across time. The 

descriptive statistics are presented in Appendix J, Table 1. 

Analysis of questionnaire results. Table 2 is 

comprised of the means and standard deviations from 

questions 1, 3, 4, 7, and 8 of the questionnaire that 

the participants answered 2 months following the 

intervention. An analysis of variance of the results 

for question 1 revealed no significant differences 
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between the groups in their discussion of career 

development in the past 2 months, F (2, 51) = 1.07, p > 

.05. 

Question 3 inquired about the participant seeking 

career information within the last 2 months. 

Significant differences were found between groups, F(2, 

51) = 4.95, p < .02. The control group mean was 

significantly greater than the testing group mean, but 

not greater than the discussion group mean. The 

control group sought information more often than the 

testing group. 

There were no significant differences between the 

discussion group and testing group on question 7, F(l, 

35) = 1.33, p > .05. The results indicated that the 

interventions did little to change their career or 

educational plans. 

On question 8, the testing group scored 

significantly higher than the discussion group 

regarding whether participating in the study confirmed 

or reinforced their career plans, F(l, 35) = 18.42, p = 

.0001. 

Both the testing group and the discussion group 

found the interventions moderately helpful (question 

4). There were no significant differences between the 

testing and discussion groups, F(l, 35) = .0021, p = 

.9639. 
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Table 3 (Appendix J) provides frequency count 

information for the answers to questions 2, 4, 6, and 

10. A chi square analysis was used for questions 2 and 

4. There was a significant difference between the 

discussion group and control group, with the control 

group scoring significantly higher in those who visited 

a career counselor during the 2 months between the pre 

and post tests, %z (2, N = 54) = 5.54, p < .02). There 

was no significant difference between the groups on 

question 4 which pertained to whether the subjects had 

one career choice prior to the study, %2 (2r M = 54) = 

1.07, p >.05). 

Question 6 referred to whether the participants 

would have preferred the intervention that they did not 

receive. Seventeen (81%) participants reported 

preferring the individual testing and feedback while 

only 1 (5%) reported preferring the discussion group 

(Yes-1, No-17, Other-3). Three (14%) other 

participants either wanted both interventions or had no 

preference. The discussion group participants results 

were not as decisive. Eight (50%) reported preferring 

the discussion group while 7 (44%) reported preferring 

the individual testing and feedback. One (6%) person 

reported wanting both as an option (Yes-7, No-8, Other-

1) • 
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Question 10 asked the participants whether they 

would recommend the testing or group intervention to 

their peers. Both groups overwhelmingly said that they 

would recommend the interventions to their peers: 

Testing group, Yes-19 (90%), No-1 (5%), Other-1 (5%); 

Discussion group, Yes-13 (81%), No-1 (6%), Other-2 

(13%). 

Results from open-ended questions. Question 5 was 

an open ended question that addressed what the subjects 

found helpful about either the testing and feedback or 

the discussion group. A reoccurring theme from the 

testing group's responses was that the intervention 

confirmed what they already believed (N = 6). 

The discussion group's responses to question 5 

focused on themes such as: hearing other people's 

ideas about their future (N = 4) and receiving feedback 

from others (N = 2). 

Question 11 (question 5 for the control group) 

asked the subjects what they thought the Academy could 

do to facilitate students' career development. Some of 

the ideas the subjects suggested for the Academy were: 

invite professionals to speak about their field (N = 

17); provide access to career information (N = 13); 

allow more academic freedom (N = 6); provide summer 

research programs (N = 2); and provide hands on 
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experience or the opportunity to observe professionals 

at work (N = 2). 



CHAPTER IV 

DISCUSSION 

There were no significant differences between groups on 

either of the dependent measures. Also, there was no 

significant difference between the pre and post-test on the 

identity-confidence scale for all groups. There was, 

however, an overall decrease on the vocational-purpose scale 

for all groups. One explanation for this finding may be 

that many of the students (65%) prior to the study reported 

having one career choice. The interventions may have caused 

some anxiety in the subjects between the pre and post-tests, 

thereby making them less sure of themselves concerning 

career choices. This uncertainty may have caused the 

decrease on the vocational-purpose scale. 

During the intervention, both the testing and 

discussion group subjects were informed of the campus career 

library location. Of the 37 subjects in the two groups, 

none of them knew the career library location prior to the 

study. Responses on the questionnaire indicated that many 

subjects sought career information during the 2 months of 

the study. Exposure to this new information may have caused 

the subjects to consider other possibilities or made them 

less sure of previous choices, thereby causing a decrease on 

the vocational-purpose scale. 
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The students in this study were from a unique 

population. They were comprised of second year students at 

the Texas Academy of Math and Science. These students are 

different than subjects used in other gifted career 

counseling studies in that they will have finished high 

school and 2 years of college by the age of 18, all while 

living on a college campus. These circumstances force 

Academy students to make career decisions approximately 2-3 

years before most students. The fact that the intervention 

was done at a time when many of these students needed to 

make choices about their future may have been a very anxiety 

provoking experience. This too may have a part in the lower 

vocational-purpose scores. 

A significant difference between the current study and 

other work in this area is that the subjects were chosen at 

random from a class list, as opposed to Kerr and Erb (1991) 

where the subjects specifically requested career counseling. 

Considering this, the fact that no positive change was 

exhibited in the dependent measures may be due to the fact 

that many of the participants in the current study were not 

particularly seeking career counseling, but rather 

participated out of curiosity, or for other reasons (e.g., 

peer pressure, parental pressure). 

Although many of the current subjects may not have been 

seeking career counseling, they appeared to rate the group 

and testing experiences favorably. The interventions were 
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rated as moderately helpful and almost all of the subjects 

from both the testing and discussion groups reported that 

they would recommend the intervention to their peers. The 

questionnaire results indicated that, although the 

interventions did not appear to change career plans for the 

subjects, the testing group reported that this experience 

confirmed or reinforced their career plans. 

One of the goals of the current study was to answer the 

question as to whether there was a difference in 

effectiveness between group or individual career 

interventions. This question still remains to be answered. 

The current study indicates that, with randomly chosen 

subjects, there appears to be no difference in intervention 

strategy. 

Another goal of the study was to encourage the subjects 

to speak to others about their career concerns. Of the 37 

subjects in the testing and discussion groups, 9 sought out 

career counseling during the next 2 months. Considering 

that 25 of the 37 subjects already had one career choice 

prior to the study, the intervention appeared to encourage 

most of these subjects that appeared in need of career 

counseling. An interesting point is that 10 of the 17 

control group subjects spoke with a counselor during the 2 

month study, even though it was not suggested to them. The 

control group also appeared to discuss career development 

overall and not only with a counselor. These results may be 
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from the control group feeling threatened or challenged and 

thereby attempting to optimize performance. Since the 

Academy is a small group of students, it is likely that the 

students in the discussion and testing groups informed the 

control group members about what they experienced. This may 

have been one of the reasons for so many of the control 

group members to seek counseling. 

The question that addressed the issue of whether the 

subjects would have preferred testing and individual 

feedback or the discussion group provided interesting 

findings. Of the subjects in the testing group, only one 

said they would have preferred to be in the discussion group 

instead of the testing group. On the other hand, the 

results were mixed for the discussion group members. Of the 

16 group members, 7 of the subjects reported that they would 

have preferred the testing and individual feedback instead 

of the discussion group. This may be the preferred method 

because individual testing and feedback provides structure 

or a framework for the ambiguous task of career development. 

It may also be that people prefer individual attention 

during certain phases of the career development process 

while group discussions may be more helpful at other times. 

Allowing each individual to choose which intervention is 

most suitible for themselves may be an important factor in 

trying to determine which interventions are most effective. 
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Regardless of the outcome of the dependent measures, 

the questionnaire results indicate that subjects did discuss 

career development during the two months of the study and 

had many suggestions of improvements for the Academy 

regarding how it handles career development. The number of 

responses concerning improvements regarding students' 

facilitation of career development indicates the need for 

additional assistance in this area. Some of the ideas the 

subjects suggested for the Academy were to: invite 

professionals to speak about their field; provide access to 

career information; allow more academic freedom; provide 

summer research programs; and provide hands on experience or 

the opportunity to observe professionals at work. Although 

they do appear eager to get more exposure in areas in which 

they are interested, some subjects also mentioned that 

nothing would work, because some individuals are not ready 

to consider these kinds of decisions. 

Limitations of Study 

One of the problems in the study was that the first 

three questions on the questionnaire should have been asked 

at both times instead of only at the follow-up. With the 

data from the current study, it is assumed that the 

intervention has caused the subject to begin seeking career 

information, talking to a counselor, or discussing career 

development with others, when, in fact, they may have been 

doing all of these activities prior to the intervention. 
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As mentioned before, one of the problems in comparing 

the effectiveness of the interventions in this study with 

previous work is that the subjects used in the current study 

were chosen at random, whereas other studies use volunteers. 

Future Directions for Research 

Future studies in this area should again attempt to 

ascertain which interventions or combination of 

interventions are most effective. The opportunity for the 

subject to choose the intervention they would prefer may 

also be helpful in optimizing the appropriate intervention. 

Also, groups that meet to discuss career concerns should 

consist of numerous meetings instead of only one. 

Additional meetings would allow group members time to bond 

and therefore may result in them feeling more comfortable 

with each other and allow them to begin to talk more 

sincerely about their career concerns. 
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* 
University of North Texas 

Texts Academy of 
Mathematics and Science 

August 4, 1992 

MEMO TO: Selected Academy Students 

FROM: Annetu Raimay, Ph.D. 

SUBJECT: Research Project 

You have been selected from the Academy seniors to participate in a research project conducted by 
Kirk Rowe, a doctoral student in psychology. This research has been approved by the Academy, 
as we believe it will provide a service to our students. Your participation is completely voluntary 
and confidentiality will be maintained. The Academy staff will not have access to individual data. 
Hopefully, the results of this study could help die Academy staff better meet the needs of future 
Acklemy students. 

If you choose to participate, you will spend one to three hours attending programs during orientation 
week, and 4S minutes at the end of October. Your participation in this study is strongly encouraged, 
as it should help you think about your future. 

Even if you are unsure about participating, I encourage you to sign up as a limited number of 
openings are available. If you decide this isn't for you, you may withdraw at any time. 

Please return the enclosed permission form today in the attached envelope. If you prefer to fax this 
form to our office, the fax number is (817) 369-8796. 

P.O. Box 5307 • Demon. Texas 76203 • 817/565-3606 • FAX SI7/369-8796 
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Informed Consent Form 

University of North Texas 

The following information is provided so that you can 
decide whether you wish to participate in the present study. 
Your participation is voluntary. You should be aware that 
even if you agree to participate you may still withdraw your 
consent and discontinue participation at any time. 

After reading and signing the consent form, you will be 
asked to answer a questionnaire which should take less than 
30 minutes. This questionnaire is designed to measure 
personal development. Then you will be asked to participate 
in group exercises and subsequent discussion involving 
career concerns. These exercises are designed to help you 
consider your career or academic options and therefore plan 
for the future. The group will last between 75 and 90 
minutes. These tasks will be neither harmful, strenuous, 
nor embarrassinig. Two months following the group exercise, 
you will be contacted again in order to complete one 
questionnaire. This should take no longer than 30 minutes 
to complete. 

Confidentiality will be maintained by giving each 
subject's data a number. Only one master list associating 
names and data will exist and will be kept in a locked file 
in the faculty sponsor's office. No presentation or 
publication of the results of the study will contain any 
personally identifying data. 

Any questions about the research, your rights, or any 
problems as a result of the research can be addressed to 
Kirk Rowe at 565-2631 or Ed Watkins at 565-2659 at the 
University of North Texas. If you are willing to take part 
in this research, please sign and provide your phone number. 
If you do not wish to take part, simply return this form 
without signing it. Thank you. 

Sincerely, 

Kirk Rowe 

Name: 

Campus Phone: 

Date: 

THIS PROJECT HAS BEEN REVIEWED BY THE TEXAS ACADEMY OF MATH 
AND SCIENCE COMMITTEE AND BY THE UNIVERSITY OF NORTH TEXAS 
COMMITTEE FOR THE PROTECTION OF HUMAN SUBJECTS. 
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(The Vocational Preference Inventory cannot be reprinted 
because of copyright laws. For more information about this 
test, please contact Psychological Assessment Resources, 
Inc, Odessa, Florida). 



APPENDIX D 

ROKEACH VALUES INVENTORY 

47 



48 

(The Rokeach Values Inventory cannot be reprinted because of 
copyright laws. For more information about his test, please 
contact Rokeach Values Inventory, Sunnyvale, CA). 
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(The Personality Research Form cannot be reprinted because 
of copyright laws. For more information about his test, 
please contact Research Psychologists Press, Port Huron, 
MI) . 
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For each of the following statements, you are to ask 
yourself: "How true is this statement of Me"? Then 
indicate your response using the following scale: 

Never true rarely true Sometimes Often true Always 
true true 

There are no right or wrong answers to any of the statements 
on this inventory. What we are trying to learn from this is 
information about the differences among college students. 
It is important that you answer each item as you really feel 
so that the results will be accurate. 

_1. I think about the occupation which I want to 
enter. 

_2. I do the best that I can when completing a 
project for a class. 

.3. I don't put a lot of effort into assigned 
schoolwork. 

.4. I read all of the assigned material for class. 

_5. I take courses, or plan to, because they are 
necessary for my career plans. 

_6. I go to someone more experienced for general 
help and advice about what I should study and 
how I might plan my career. 

1. I do not feel confident of my own abilities to 
make decisions and to have opinions in my major 
field. 

_8. I think of ways to gain practical experience in 
my major field while still in school. 

.9. In classwork my own point of view and opinions 
seem unimportant to me. 

.10. I expect my teachers to provide the correct 
answers and to say which theory is correct. 

.11. I do not take the coursework in my major, or 
area of interest, very seriously. 

.12. I read the materials that have been suggested 
or recommended by an instructor for a class but 
are not required. 

.13. I do not get very involved in the topic when I 
write a paper for a class. 
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1 2 3 4 5 
Never true rarely true Sometimes Often true Always true 

true 

14. My primary desire for doing assigned work is to 
just complete it. 

15. Before making choices and decision about how I 
will get to where I want to be in my life, I 
refer to my general plan of how I want my life 
to go. 

For each of the following statements ask yourself: 

How True Is This Of Me? 

After each statement, mark the number describing how true 
the statement is of you. 

1 2 3 4 5 
Not at All Somewhat Not Sure Somewhat Very 
True of Me Untrue or Neutral True True of Me 

16. I am as sure of myself as most other people 
seem to be sure of themselves. 

17. I have found one of the easiest ways to make 
friends with others is to be the kind of 
person they would like me to be. 

18. I usually do not have the assurance that what 
I am doing is the best thing. 

19. It usually takes so much effort to make 
decisions I wish somebody else would make 
decisions for me. 

20. I have many doubts about what I am going to do 
with my life. 

21. In most situations, I would not hesitate to 
express my beliefs to those with opposite 
beliefs. 

22. I envy those people who know where they are 
going in life. 

23. No matter how sad I feel, I usually think 
things will get better. 

24. Each day presents new challenges that I cannot 
wait to confront. 

25. I feel confident that I have chosen or will 
choose the best occupational field for me. 
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1 2 3 4 5 
Not at All Somewhat Not Sure Somewhat Very 
True of Me Untrue or Neutral True True of Me 

26. I am capable of understanding most ideas I 
read about. 

27. I often feel inferior when I compare myself to 
other people. 

28. No matter how hard I try, I do not feel 
prepared to enter the working world. 

29. My confidence is really shaken when I see so 
many capable people with abilities as good or 
better than mine. 

30. When I am a stranger in a group, I often 
introduce myself to others. 

31. It is uncomfortable for me to speak out in 
groups for fear my statement may be incorrect. 

32. If a boss or teacher criticizes my work, it is 
usually because they do not understand me. 

33. I still have difficulty making decisions for 
myself. 

34. I do not understand myself very well. 
35. I do not know myself well enough to make a 

firm occupational choice. 
36. It is difficult for me to answer questions 

like these about myself. 
37. I have trouble making decisions when other 

people disagree with me. 
38. Even when I have most of the facts I often 

postpone making decisions. 
39. Other people know what is better for my life 

than I do. 
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Student Development Inventory (Group 1 Post-Test) 

1. Have you discussed your career development with anyone 
in the last 2 months? 

1 2 3 4 5 

Not at all Occasionally Often 

2. Have you talked with a counselor about your career 
development in the last 2 months? 

No Yes If yes, how often? 

3. Have you sought career information in the last 2 
months? 

1 2 3 4 5 

Not at all Occasionally Often 

4. Did you find the testing and individual feedback 
helpful? 

1 2 3 4 5 

Not at all Moderately Very 

5. If you found it helpful, what was most beneficial? 

6. Do you think you would have preferred a group 
discussion about career concerns as opposed to the 
individual testing and feedback? 

No Yes 

Did participation in this research project change your 
career or educational plans? 

1 2 3 4 5 

Not at all Somewhat Very much 
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8. Did participation in this research project confirm or 
reinforce your career or educational plans? 

1 2 3 4 5 

Not at all Somewhat Very much 

9. Did you have one career choice prior to participating 
in this study? 

No Yes 

10. Would you recommend the testing and individual feedback 
to your peers? 

No Yes 

11. Do you have any suggestions for the Academy that would 
facilitate student's career development (i.e., access 
to career information, invite individuals to speak 
about their professions ) 

Any final comments?. 
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Student Development Inventory (Group 2 Post-Test) 

1. Have you discussed your career development with anyone 
in the last 2 months? 
1 2 3 4 5 

Not at all Occasionally Often 

2. Have you talked with a counselor about your career 
development in the last 2 months? 
No Yes If yes, how often? 

3. Have you sought career information in the last 2 months? 

1 2 3 4 5 
Not at all Occasionally Often 

4. Did you find the discussion group helpful? 

1 2 3 4 5 
Not at all Moderately Very 

5. If you found it helpful, what was most beneficial? 

6. Do you think you would have preferred individual 
testing and feedback instead of the discussion group? 

No Yes 

7. Did participation in this research project change 
your career or educational plans? 

1 2 3 4 5 
Not at all Somewhat Very much 

8. Did participation in this research project confirm or 
reinforce your career or educational plans? 

1 2 3 4 5 
Not at all Somewhat Very much 
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9. Did you have one career choice prior to participating 
in this study? 

No Yes 

10. Would you recommend the discussion group to your peers? 

No Yes 

11. Do you have any suggestions for the Academy that would 
facilitate student's career development (i.e., access 
to career information, invite individuals to speak 
about their professions ) 

Any final comments?. 
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Student Development Inventory (Group 3 Post-Test) 

1. Have you discussed your career development with anyone 
in the last 2 months? 

1 2 3 4 5 
Not at all Occasionally Often 

2. Have you talked with a counselor about your career 
development in the last 2 months? 

No Yes If yes, how often? 

Have you sought career information in the last 2 
months? 

1 2 3 4 5 
Not at all Occasionally Often 

Did you have one career choice prior to participating 
in this study? 

No Yes 

5. Do you have any suggestions for the Academy that would 
facilitate student's career development (i.e., access 
to career information, invite individuals to speak 
about their professions ) 
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Table 1 

Means and Standard Deviations for the Vocational Purpose and 

Identity-Confidence Subscales of the SDI bv Group 

Vocational Purpose Identity-Confidence 

M SD M SD 

Control Group 

Pre 56.29 5.88 92.94 12.16 

Post 54.00 5.80 91.41 12.74 

Discussion Group 

Pre 55.25 3.66 82.69 14.38 

Post 54.50 4.68 83.25 13.45 

Testing Group 

Pre 53.76 5.24 86.14 15.44 

Post 51.29 5.82 87.67 15.63 

Note. Higher scores indicate higher levels of vocational 

purpose, identity, and confidence. Possible range of scores 

for the vocational purpose scale is 15-75. Possible range 

of scores for the identity-confidence scale is 24-120. 
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Table 2 

Means and Standard Deviations from the results of questions 

1. 3. 4. 7. and 8. 

M SD 

1. Have you discussed career development with anyone in 
the the last 2 months? 

Control 4.12 .99 

Discussion 3.81 1.47 

Test 3.52 1.25 

3. Have you sought career information in the last 2 
months? 

Control 3.70 1.21 

Discussion 3.00 1.21 

Test 2.43 1.29 

4. Did you find the discussion group/testing and feedback 
helpful? 

Discussion 2.94 1.12 

Test 2.95 .87 

7. Did participation in this research project change your 
career or educational plans? 

Discussion 1.19 .54 

Test 1.57 .87 

(Table continues) 
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Table 2 (Continued) 

M SD 

8. Did participation in this research project confirm of 
reinforce career plans? 

Discussion 2.31 1.20 

Test 3.81 .93 

Note. Possible range of scores for questions 1, 3, 4, 7, 
and 8 is 1-5. Higher scores indicate positive results and 
lower scores indicate negative results. 
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Table 3 

Frequency of Responses to Questions 2. 4. 6. 9. and 10. 

Yes No Other 

2. Have you talked to a counselor about your career 
development in the last 2 months? 

Control 10 7 

Discussion 3 13 

Test 6 15 

(4. control group, 9. for testing and discussion groups) 
Did you have one career choice prior to participating 
in this study? 

Control 10 7 

Discussion 12 4 

Test 13 8 

6. Do you think you would have preferred a group 
discussion about career concerns as opposed to the 
individual testing and feedback? 

Test 1 17 3 

6. Do you think you would have preferred individual 
testing and feedback instead of the discussion group? 

Group 7 8 1 

10. Would recommend the individual testing and feedback to 
your peers? 

Test 19 l i 

(Table continues^ 
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Table 3 (continued) 

Yes No Other 

10. Would recommend the group discussion to peers? 

Group 13 1 2 

Note. Testing group, M = 21; Discussion group, N = 16; 
Control group, N = 17. 
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