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ABSTRACT 

A Baccalaureate Major in Human Development with 

Concentration in Gerontology: A 

Description and Evaluation 

(May 1983) 

Suzanne Bevier Whitaker 

B'A-MSnart!r°re College! M-A-< New York University; 
Ed.D., University of Massachusetts at Amherst 

Directed by: Professor Barbara F. Turner 

A baccalaureate major in human development with 

concentration in gerontology is described and evaluated. 

Course content, including field placement, was evaluated 

through comparison with standards set by gerontology 

experts. Program outcomes were evaluated through analysis 

of job performance of graduates. Lists of courses re¬ 

commended for all who work in aging and for workers in 

two specialty areas were compared with course requirements 

and offerings. List of desirable characteristics of 

field placements and ways of achieving such characteristics 

were compared with characteristics and practices of the 

evaluated program. Results showed that the program met 

or exceeded standards in most areas. Concern over in¬ 

adequacy of academic credentials as predictors of job 

success led to comparison of elder service job performance 

of recent graduates with graduates of non—gerontology 

programs. Eight matched pairs, controlled for age, sex. 
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job classification, time at agency and supervisor, were 

rated by agency supervisors on seven dimensions of job 

performance common to all agency rating scales. All 

subjects were rated as performing satisfactorily. Numerical 

ratings showed no significant difference overall between 

gerontology students and controls. Controls were rated 

as producing more work (t=2.36, £ <.05). Essay ratings 

were somewhat more negative concerning gerontology students. 

Design problems and research models are discussed, 

including the apparent lack of synchrony between hiring and 

job performance standards in some agencies. 
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CHAPTER I 

INTRODUCTION 

Scope and Purpose 

"Central to all academic endeavors in gerontology 

are efforts to establish a firm educational base for the 

field and to adequately prepare students who will under¬ 

take careers in gerontological research and practice." 

This statement of purpose, prefacing the second annual 

review volume of the Association of Gerontology in Higher 

Educaton (Sterns, Ansello, Sprouse, and Layfield-Faux, 

1979, p. ix) makes clear the two issues in gerontology 

to which this dissertation responds. 

The University of Massachusetts at Amherst designed 

and developed an undergraduate program in gerontology 

and accepted as a major part of its commitment the 

preparation of students for entry positions in gerontological 

practice. 

The purpose of this dissertation is twofold: a) to 

describe and evaluate the course elements and field 

placement component of the program, and b) to evaluate 

the preparation of students undertaking their first aging 

service jobs through analysis of on-the-job performance. 

1 



CHAPTER II 

COURSE ELEMENTS 

Literature Review 

The rapid development of the field of gerontology, 

particularly within the last two decades, is well 

documented. The 1961 White House Conference on Aging 

called attention to the needs of the elderly. In 1971, 

Birren, Gribbin and Woodruff noted the relative lack of 

programs preparing workers for response to the need, and 

they, among others, issued a call for expansion in educa¬ 

tional opportunities in aging. The response among 

educators and students led to dramatic growth. Gerontology 

programs, located at a scattering of universities in the 

1950's, had been established at approximately one-third 

of all the institutions of higher education in the country 

by 1976 (Sprouse, 1976). Sprouse's review for the 

Association for Gerontology in Higher Education (hereafter 

J70 f gif red to as AGHE) of educational institutions established 

1,275 as offering some gerontological course content. 

Academia had discovered gerontology, and the battle for 

quantity had been won (Beattie, 1978) , possibly with 

"overkill". A great cry of concern then arose over the 

2 
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emergence of a new breed of educator, the "instant 

gerontologist" who, coming from any of a variety of 

disciplines, and with little preparation, responded to the 

demand for teachers (Corbett, 1979, p. 28; Loeb, 1979, p. 

34; Seltzer, 1979, p. 37). The issue promptly became 

how to maintain quality as well as quantity (Corbett, 

1979, p. 28) . 

The sources of this mushrooming of programs in the 

'70's are several. First, aware of the demographic data 

that predict continued and increasing attention to older 

people, students responded with interest and began to 

consider gerontology as a promising vocational choice 

(Corbett, 1979, p. 28). Estimates based on the projections 

of the 1970's indicated two to three times more jobs in 

aging at the end of the decade as had been available at 

the beginning (Hendricks, J. and Hendricks, C., 1977). 

Despite the economic entrenchment of the early 1980's, 

gerontology continues to appeal to students as an attractive 

and growing field. Second, academia responded to the sense 

of urgency which was widely felt about providing for the 

elderly. Communities demanded action, and began to get 

it (Cottrell, 1978). A third source of the rapid growth 

of programs can be seen in the response to Federal promises 

of financial support for programs preparing career 

gerontologists. Under financial stress, flagging academic 
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programs initiated curricula in gerontology, in part as 

an act of self-preservation (Beattie, 1978, p. 30). 

Questions about the quality and longevity of such programs 

may be asked, and careful attention should be given to 

monitoring their progress (Atchley and Seltzer, 1977). 

Student interest and programs have grown. And 

clearly the need is present in the service sector for well- 

qualified graduates. Very recent studies of those who now 

serve the elderly underscore this need (Spence, 1979). 

Gerontologists lament the lack of knowledge about aging 

among those who serve (Elias, 1979, p. 526). in the mid- 

1970's, only 10 to 20 percent of those who were then (1977) 

in direct service roles had formal training in gerontology 

(Hendricks, J. and Hendricks, C., 1977, p. 406). 

The rapid program growth has led to heavy demand 

for faculty and, in a few instances, the recruitment (or 

self-recruitment) of the ill prepared (Loeb, 1979). 

"College teachers, many of whom have no academic or 

research background in gerontology, are forced into the 

position of the 'instant gerontologist' (Corbett, 1979, 

p. 28) . 

These cautions about faculty are mirrored also in 

concerns about the content of the knowledge base. The 

question becomes not only how to guide the selection of 

who will teach, but also, how to define the appropriate 

body of knowledge and indicate what is to be taught. As 
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is characteristic of most rapid growth, the fast expansion 

of knowledge in gerontology has led to inconsistent quality 

and irregular development of the knowledge base. "The 

quantity of gerontological writing has multiplied rapidly, 

but the quality has not always matched quantity" (Corbett, 

1979, p. 29). Woodruff and Birren (1975) document the 

great surge of information production: Until 1949, there 

were five or six books published in the area of aging. 

However, "the literature generated between 1950 and 1960 

equalled the production of literature published in the 

entire preceeding 115 years. It appears, then, that research 

and interest in aging are showing an exponential curve 

of growth" (Woodruff and Birren, 1975, p. 24). 

A more recent commentary by Phyllis Betts Otti at the 

1981 AGHE meetings both summarizes growth and issues 

caution regarding quality of literature: 

Stimulated by the Gerontological Society's 

emphasis on systematic research, literature 

in the field of aging became more substantial 

beginning in the late 1940's. Between 1949 and 

1961, publications on aging and the aged numbered 

more than 34,000 (Youmans, 1973), contrasted to 

a mere 18,000 publications between 1900 and 1948 

(Crandall, 1980). While scholarly literature has 

proliferated, a great deal of publication remains 

within the context of government studies, applied 

professional publications such as those published 

by the American Nursing Home Association, and 

popular periodicals such as 'Modern Maturity 

published by the American Association of Retired 

Persons. The quality of literature has been 

highly variable and at times informed by the 

agenda of a particular interest group. Indeed, 

some of the literature has reinforced the con¬ 

ventional wisdom (Otti, 1981, p. 29). 
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Program growth, student demand and service need are 

clear. The field has been cautioned about the issue of 

quality in the great outpouring of literature in aging. 

The question of what to teach becomes defined as a search 

for structure in educational systems. The primary focus 

becomes curricular models and standards (Johnson, 

Britton, Lang, Seltzer, Yancik, Maklan and Middleswarth, 

1980, p. 4). Demand developed in the 70's for curricular 

standards and guidelines for both the generalist and the 

practitioner. In answer to these requests, a number of 

educators and researchers have made attempts to provide 

models, and to delineate minimal standards in gerontological 

education. 

An early effort in this direction was made by the 

Inter-University Training Institute in Social Gerontology, 

beginning in 1957. The project team of 25 leaders in 

gerontology from 16 universities and two governmental 

agencies, directed by Wilma Donahue, defined its goals as 

the development of what was perceived as a new scientific 

field, social gerontology, and the systematic introduction 

of this new field to the academic and scientific 

communities (Donahue, 1960 as cited in Johnson, et al). 

The outcome of this early effort appeared in concrete 

form in two volumes: The Handbook of Social Gerontology* 

Societal Aspects of Aging (Tibbets, 1960) and Handbook of 
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Aging and the Individual;_Psychological and Biological 

Aspects (Birren, 1959). 

An offshoot of this project was the publication of 

Syllabi in Social Gerontology (University of Michigan, 1959, 

as cited in Johnson, et al, p. 4). 

The 1961 White House Conference on Aging spurred 

inore activity. The critical review and comments of more 

than 100 educators, program administrators and professional 

workers were utilized in the preparation, by the Office of 

Aging, of the final guide "Training in Social Gerontology 

and Its Application" (USDHEW, 1965). This offered a two 

year graduate level interdisciplinary program guide. 

Further work in shaping graduate programs in social 

gerontology, carried out by an ad hoc committee of the 

Gerontological Society, is reported in the book Graduate 

Education in Aging within the Social Sciences (Kushner 

and Bunch, 1967, as cited in Johnson, et al, p. 4). 

The Western Gerontological Society established a 

general framework and standards for various types of 

educational programs in gerontology. During 1977, 50 

members of the WGS Education Committee met to discuss 

pressing issues in gerontological education. Basing rheir 

conclusions on these discussions, volunteers from this 

group drafted standards and guidelines which have since 

been subjected to critical review and revision (Lenzer, 

1978). "The materials produced through these efforts. . . 
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describe characteristics of students, course work and 

faculty believed to be essential for quality programs 

at the two-year, four-year and graduate levels" (Johnson, 

et al, p. 4). 

Curricular designs have been proposed by faculty at 

individual institutions. Syracuse University's All- 

University Gerontology Center published an Instructor1s 

Handbook for the Development of a Basic Course in 

Gerontology (1975) including course outlines and methodology 

aids. Atchley and Seltzer (1974, 1977) presented another 

set of course outlines and guidance in setting up 

gerontology programs in Developing Education Programs in 

the Field of Aging. 

The difficulties in curriculum development which 

arise from gerontology's multi-disciplinary status are 

addressed by Miller and Cutler (1976, pp. 198-205). 

A related question: how is gerontology defined— 

as a discipline, a profession, or a specialization of 

another discipline—complicate attempts to define the 

structure and content of a model program (Loeb, 1979). 

It is against the background of this history and 

acknowledgement of unresolved problems that the attempt 

is made to describe and evaluate the University of 

Massachusetts (UMA) gerontology program. 
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Methodology 

Instrument 

The program elements of the University of 

Massachusetts at Amherst Human Development Major with 

concentration in Gerontology (hereafter referred to as 

UMA HD/GER) were measured against the criteria for good 

programs set by experts in gerontology. 

The literature was searched in order to identify 

appropriate content for a curriculum in gerontology. A 

recent inquiry (Johnson, et al, 1980) conducted through 

the collaborative efforts of the Association for 

Gerontology in Higher Education and the Gerontological 

Society concerning identification of the foundations of 

gerontological education, was adopted as a definitive 

source. Although other prescriptions for curriculum 

design in gerontology exist (Lenzer, 1978, Atchley and 

Seltzer, 1974, 1978) the AGHE study was used because it 

is more comprehensive, current, and useful. 

Before further consideration is given to the 

relative assets of the models available to UMA for use an 

an evaluative criterion, a more general review of the 

AGHE study is in order. 

Upon its appearance, the AGHE study (referred to also 

as the Foundations Project) generated much discussion, 

yielding both support and criticism of the effort from 
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philosophical as well as methodological grounds. As these 

critical remarks reflect not only on this study, but to 

some degree on any curricular formulation, they are given 

consideration here. 

To say that the publication of the AGHE study 

stimulated a storm of protest is not quite accurate. The 

quariity oj. response to the new proposals reflect, however, 

its stature as "an important event in the history of 

gerontology" (Seltzer, 1981, p. 341). A symposium was 

organized in the 1981 annual meeting of AGHE to discuss 

its "uses and abuses". Substantial support for the project 

was expressed as well as concern about the implications for 

education. In this symposium Brenda McGadney listed the 

underlying issues of gerontology in higher education—issues 

related to a) professional and vocational education; 

b) appropriate functional roles of different educational 

levels; c) multi-disciplinary/interdisciplinary programs 

and d) the dilemma regarding the definition of gerontology 

as either a discipline or a profession. The great 

diversity in the field and the seriousness of these 

concerns led her to conclude that these issues must be 

resolved before there can be an effective discussion about 

and examination of the development of education program 

guidelines. 

Ray Olson, from his perspective as a community 

college faculty person, found merit in the published list 
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of competencies which could be used to help shape curricula.. 

His major objection to the study involved the lack of 

representation of community college concerns in the 

approach and in the panel of experts. He noted that the 

discussion of the nursing baccalaureate program left out 

Proper recognition of the A.A. nursing degree and the 

community college's role in nursing preparation. The 

small number of community college personnel in the sample 

was also seen as a shortcoming. He found the heavy 

emphasis on "knowledge base" also left the community 

college with the dilemma of finding the balance between 

"education" and "training". He supported others in 

expressing concern with the establishment of rigid 

curriculum guidelines, noting that there may be many ways, 

not just one, to develop good curricula (Olson, 1981, p. 342). 

Objections arose from other gerontologists regarding 

the possibility of contributing to the problem of the 

"instant gerontologist" with a ready-made curriculum. 

There was question, also, regarding the value of "letting 

statistics rather than leadership" set the parameters in a 

field. Atchley objected to the methodology of the study in 

that those who were questioned regarding "appropriate 

knowledge and information" for gerontology were not, for 

the most part, knowledge and information specialists; 

they were not in the "business of scholarship". He felt 

that an examination of basic textbooks in the field would 
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yield considerable consensus on a "core of knowledge" and 

that the foundations of the field are far more general 

than the Foundations Project would indicate. Atchley 

felt that the Project took far too "disciplinary" an 

approach (Atchley, 1981, p. 343). 

Strong support for the Project came from those 

appreciating it for having set criteria which are seen 

as needed for evaluating the efficacy of educational 

programs for professional practitioners (Seltzer, 1981). 

Responding to the comments made by other participants, 

Mildred Seltzer suggested that the group remind themselves 

"that the Project findings did indicate strong support that 

a core of essential knowledge exists, a core with which 

those preparing to work in the field of aging need to be 

familiar" (Seltzer, 1981, p. 343). Quoting the report, 

she notes: "While the data obtained represent a wide 

diversity of perspectives, we found considerable consistency 

among respondents of similar professional training and 

allegiance. . ." (Johnson, et al, 1980, preface). Seltzer 

points out that the Project reporters in no way indicated 

that "this is the way it must be", but rather saw it of use 

in a variety of ways: 

Educators should be able to glean from the 

report options and guides that are useful in 

the planning and evaluation of curricula. 

Similarly, students should find it helpful in 

assessing schools and specific educational 

programs. Agency administrators may consider 
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°ur findings in weighing the credentials of job 

^an^s * And, finally, funding agencies 
s ou_d find assistance in these pages for the 

evaluation of applications for support (Johnson, 
et al, 1980, preface). 

Seltzer closes by noting: "The Foundations Project is but 

one stage in the development of a newly emerging pro¬ 

fession and/or academic discipline. it is a milestone, 

not a millstone. If it carries us forward in our develop¬ 

ment, then it has more than served its purpose" (Seltzer, 

1981, p. 343). 

Objections raised in this symposium to the limita¬ 

tions inherent in defining a "panel of experts" are 

supported by later work. Very recently reported in the 

October 1981 Special Issue of the Gerontologist, Herriott 

and Prothero (1981) report a study of the guidelines and 

student reaction. The researchers found that students in 

gerontology programs, when asked to rank AGHE "Foundations' 

curriculum priorities agreed with the expert panel on 

"essentiality" of certain topics, but placed greater 

emphasis on topic clusters representing social policy, 

legislators, and social services than did the experts. 

One must ask whether or not this codification by the panel 

of curriculum considerations will tend to block out issues 

of major concern during a sensitive period of field and 

curriculum formation. Gerontology is still young. This 

consideration may need to be kept in mind, although, as 

noted above, the Project personnel in no way intended for 
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the proposals to be taken as final, m practice, however, 

they may be taken by faculty seeking guidance as more 

authoritative than is appropriate. 

How do these considerations influence the advis- 

akility of UMA using the AGHE study results, or any other 

curriculum prescription, as a criterion for evaluation? 

First of all, regarding the issue of the "instant gerontolo¬ 

gist : The UMA program was quite mature in its development 

when the curriculum criteria were sought. The program was 

into its third year, was well staffed by faculty based in 

gerontology or the gerontological aspect of their special¬ 

ties, and sought a standard to serve as a comparison, rather 

than a quick prescription for mobilizing marginally-trained 

faculty. The AGHE study did not act to stimulate a program 

of shallow foundation, but rather to help in the evaluation 

of a well-established one. 

Second, with regard to limiting input into curriculum 

changes by "setting in stone" one particular formulation, 

the UMA program needs, like any institution, to guard 

against narrowness. There is an impact in finding that 

what one's institution has developed meets the criteria 

set by a panel of experts. However, built into the UMA 

system has been, and should be, input from the students, 

community, and other university sources regarding curriculum 

needs. A 1978 study, done by then Project evaluator 

Marietta Taylor, solicited student input regarding curriculum 
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areas they wished to see addressed. The development of 

the Competency-Based Curriculum included the solicitation 

of input from community sources regarding appropriate 

curriculum content in the competencies for the internship. 

Curricular review was invited of the UMA Multidisciplinary 

Gerontology steering committee in 1979. A provision for 

continual re-evaluation and input from these and other 

sources needs to he a part of the process of curriculum 

shaping. 

A comment on the UMA project with regard to the 

findings of Harriott and Prothero (1981): These researchers 

repeated that a cluster of topics related to social policy, 

legislation and social services were listed as more 

"essential" by students than by expert panelists. The 

UMA curriculum has, as a required course, "Community 

Services and the Aging", which specifically addresses 

these concerns. Given proper attention to all the concerns 

expressed in the above discussion and given the purpose 

which the UMA program staff had in using a curriculum 

study, it seems reasonable that one such formulation be 

selected. 

A look at the curricular prescriptions of Atchley 

and Seltzer (1974, 1977), compared to the AGHE study, 

gives a picture of the scope and variation in such proposals 

and our reasons for selecting the latter proposal. Atchley 

and Seltzer prepared a monograph offering practical advice 
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and describing the major components of an educational 

program in aging. Recommendations are offered on several 

topics: Where and how to start; where support goes beyond 

soft money; use existing faculty; how to introduce aging 

material into introductory courses in other disciplines; 

use self-contained short units; how to start courses in 

aging; start with a single course (avoid thanatology) and 

emphasize the normal aspects of aging as well as problem 

areas. Programs should attempt to develop courses in more 

than one discipline in order to emphasize the multi¬ 

disciplinary nature of gerontology (p. 5). 

Major emphasis is put upon the importance of field 

experience in any gerontology program. Values for the 

student, the university and the community are cited, and 

prerequisites, course content, structure and academic 

policies are addressed. Atchley and Seltzer introduce a 

number of other issues, and conclude with course outlines 

which parallel much of the material in the AGHE study. 

The AGHE report is not a step-by-step handbook, but 

rather a research report gained from a survey of 114 experts 

in gerontology, selected from a broad base of related 

disciplines and specialties. The study is concerned with 

identifying what course material should be core knowledge 

for people working in gerontology. It addresses both the 

generic, for all gerontology workers, and the specific, 

for people in certain specialty areas. The study also 
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reports the opinions regarding field placement. Practical 

"how-to" advice appears to a limited degree in the report¬ 

ing of themes among participant recommendations. 

The reasons are clear for selecting the AGHE study 

over the Atchley and Seltzer (1974, 1977) or Lenzer (1978) 

material. The AGHE study is viewed as more comprehensive 

and, possibly for that reason, has greater content validity 

than either of the other studies. We are interested in 

finding out what course material is seen as essential by 

the broad range of professionals with whom our students 

would later interact, as well as knowing the content 

recommended by academic gerontologists. The AGHE scudy 

is based upon the opinion of a larger number of experts 

from a broader range of disciplines than the Atchley and 

Seltzer or Lenzer studies. 

The AGHE study is done in a systematic,clearly 

defined way. This clarity and structure make future 

replications possible. Replicability is a characteristic 

of good research. 

The material made available through the AGHE study 

is, for evaluation purposes, more useful to the UMA 

program. The information is ranked in order of importance, 

enabling programmers to use this weighting in making 

judgements when selecting one course over another. Next, 

the information pertains to both the general (all geron 
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tology workers) and the specific (bio-medical, psycho- 

social, and socioeconomic environmental career clusters) 

As the program maintains both the goals of preparing the 

generalist as well as preparing students specifically 

for entry into case—management and social service worker 

positions, the psycho—social and socioeconomic environ¬ 

mental course clusters were of particular interest. 

A final factor influencing the choice of the AGHE 

study over the Atchley and Seltzer and Lenzer material 

is its recency. The AGHE study was reported in June of 

1980, the most current of the three sources. 

The AGHE study pursued five areas of inquiry: 

a) components of a basic core of knowledge essential for 

all people working in the field of aging, b) knowledge 

essential for clusters of professions related to the bio¬ 

medical sciences, human services, and social-physical 

environment, c) knowledge essential for four professional 

fields—clinical psychology, nursing, nutrition and 

social work, d) the advisability and content of field 

placement, and e) appropriate literature. 

Although all of these areas of inquiry were not 

germaine to the purposes of the UMA study, as noted above, 

the AGHE design did meet the needs of the proposed UMA 

research. 

The AGHE study used the Delphi method a series of 
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iterative questionnaires completed by a selected panel of 

individuals with relevant expertise—which provides feed¬ 

back and seeks consensus from respondents. Three or four 

rounds are typically used. 

The panel of respondents consisted of 97 who 

answered the full set of questions, out of a group of 141 

invited (97 in round one fell to 87 by round three). 

Criteria for selection of the initial group included 

recognition in gerontology for outstanding work in research, 

practice or education, representation from a wide range of 

disciplines and professions, involvement in and knowledge 

of various levels of higher education, and full representa¬ 

tion of the United States. 

Major findings include: a) consensus regarding the 

existence of a core of essential knowledge which should be 

offered to all preparing for work in the gerontological 

community: this core is multidisciplinary and includes 

health, psychology, biology of aging, demography, sociology, 

environment and economics of aging; b) consensus regarding 

the appropriateness of clustering respondents from different 

professions for the purposes of recommending curriculum 

design (see list above) and identifying curricular content; 

c) consensus on essential components of professional 

preparation in specific disciplines; d) agreement on the 

need for and appropriate characteristics of field place¬ 

ment; and e) a lack of agreement regarding appropriate 
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literature. Consensus was defined as over 90% agreement 

among respondents. 

As the UMA project developed a Gerontology 

concentration within a baccalaureate Human Development 

major, including a field component, and was geared to 

preparing students for entry-level positions primarily 

in home care corporations and social service centers, the 

most relevant AGHE findings are a) existence and content of 

a core curriculum, b) curricular content of psycho-social 

and socioeconomic professional preparation, and d) approp¬ 

riate characteristics of field placement. 

Procedure 

Course content. 

To describe and evaluate the course elements and 

field placement component of the UMA program, a comparison 

was made between the AGHE recommended curriculum and the 

curriculum of the UMA HD/Ger major. Results are presented 

in Tables 1, 2, and 3. 

Field Placement. 

Field placements were seen as very important 

components in a gerontology curriculum. Although consensus 

was not reached across all clusters of AGHE respondents, 

respondents in fields most relevant to the UMA program gave 

strong support to the notion that field placement should be 

required for their area (psychosocial, 83% support; socio- 
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economic, 91% support). The UMA project planners were in 

complete agreement with the later AGHE findings; field 

placement was viewed as an essential component of the major. 

A comparison of the AGHE recommended characteristics of 

field placement and the characteristics of the UMA program 

field placement is made in Tables 4, and 5. 

Findings 

Table 1 shows that all curricular content considered 

essential for all gerontologists is required in the UMA 

program, as well as all of the curricular content 

recommended by more than 80% of AGHE respondents. 

Table 2 shows that all curricular content considered 

essential for occupations dealing with psychosocial 

functioning (Cluster B) is required in the UMA program. 

Table 3 shows that all curricular content considered 

essential for occupations dealing with socioeconomic 

environmental concerns (Cluster C) is required in the UMA 

program. 

In addition to the curricular content considered 

essential by a consensus, or considered by 80% to be 

essential to the core of knowledge for all gerontologists, 

the UMA program requires or recommends the following course 

work: 
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Table 4 (cont'd.) 

Summary of UMA Program Characteristics in 
Field Placement Using AGHE Study Criteria 

Supervision: University supervision rated high; Agency 
supervision rated good or somewhat good by all but one 
student. Student criticism of university supervision: 
occasionally late; University supervisor should on 
occasion call agency to check on work. 

Evaluation: Extensive evaluation conducted. 

Contact-Elders: in all settings. 

Theory-Practice: Integration of theory and practice was 
a frequent but not a constant focus. 

Objectives: Competency and contract framework made 
objectives explicit; responding agencies found most 
of them clear. 

Cooperative-Supportive: Five out of eight agencies were 
very or exceptionally cooperative and supportive; 
two had definite lacks in this area. 

Duration: Agencies found the internship long enough for 
the students to complete tasks, with one exception. 
Consensus was reached between agencies concerning the 
desire for more time from the same student at the 
agency prior to the internship (via volunteer time, 
independent study) such that the student was more 
familiar with setting when internship occurred. 

Communication: Each agency was visited two or more times 
by the University supervisor, two or more meetings were 
made available for the Agency at the University. 
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Table 4 (Cont'd.) 

AGHE Study UMA Comparison—Expanded Form 

Documents which support the following statements describing 

the UMA program may be found in Appendix B, Parts I and II. 

1• Has good supervision 

UMA defines "good" supervision as that which is 

supportive, provides goal clarification, theory, occasional 

direction and either acts as an informational source or 

guides the student to an information source, or both. 

The UMA data is both quantitative and qualitative. 

The statements of frequency of supervision describe the 

extent of the interaction. The student ratings indicate the 

'consumer's' qualitative judgement about both agency and 

university supervision. 

In the nine student ratings of agency supervision, 

five were rated very good, three were rated somewhat 

good, and one was rated not good. Criticisms included the 

complaint that although the sessions were held as planned, 

somehow the supervisor and the student did not "meet" 

philosophically or emotionally. A criticism in a second 

situation included concern over lack of direction and 

inadequate background to give assistance. Most situations 

were viewed as very helpful, and students felt positive 

about the time, respect and support given them by their 

agencies. 
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In the nine student ratings of university supervision, 

nine were rated very good. Procedures were carefully 

worked out around completion of evaluation forms to allow 

students to remain anonymous, and thus to increase the 

likelihood of valid responses. Support was given to the 

conclusion that these evaluations were valid by analysis 

of student responses to another rating form. Throughout 

the semester, students were asked to rate individual 

supervisory sessions, indicating criticisms, thoughts for 

the future and positive elements. Students submitted 

these forms, marked with their names, following each 

session. The presence of critical remarks on these forms, 

which were not anonymous, gave the staff support for the 

notion that responses made on the final evaluation forms, 

which were given anonymously, were accurate reflections 

of opinion. 

Criticisms offered regarding university supervision 

included the wish that the supervisor be on time to 

sessions, and that supervisors "call to check" at the 

agency outside regular supervision times. 

Students received one-on-one supervision at the 

agency for one hour per week, plus "on-the-run" supervision 

as indicated. Five of the nine placements followed this 

pattern throughout the full term. Four adopted patterns 

which were more flexibly geared to meet the "life" at the 

agency. For example, one home care intern noted that her 
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supervision often came as much from her fellow casemanagers 

as from her appointed supervisor. Some of the situations 

found to have the highest quality were among the flexible 

ones; the situation rated as poorest maintained the one- 

hour, one-on-one regimen to the letter. 

Students received two hours of group supervision per 

week through workshops at the University, and one hour 

per month of individual supervision. University staff 

were available in the office and by telephone daily and 

a great deal of supervisory interaction occurred outside 

of set hours. 

2. Provides for evaluation 

The agencies and the university evaluated the student 

on competency completion, and on the quality of work in 

competence completion (excellence rating). The agency 

rated the students on work habits. The university kept a 

tally of completion of records, including journals, monthly 

reports and evaluation forms. Records completion yielded 

points toward a normatively-based grade (A through C). 

Competence completion alone yielded a grade of C. The 

students and the agencies evaluated the competence concept, 

as well as many other characteristics of the program. 

See the list of topics on pages and 
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3* Involves direct contact with older adults 

Students had direct contact with older adults in all 

settings. Interviewing, Group Work and Case Management 

competencies brought students into relatively close clinical 

contact. Contact with elders often came as a part of 

other competencies, as well. 

4. Integrates theory with practice 

A major emphasis on theory-practice integration 

appeared in workshops and training materials on Inter¬ 

viewing, in supervision and training materials on Group Work, 

and in the workshops on Legal Aid, Minority Elderly and 

Sociological Research Techniques. A minor emphasis on 

theory-practice integration appeared in three support- 

oriented workshops and one job-finding workshop. The 

treatment of other competencies, such as Program Develop¬ 

ment or Administration, had substantive, but minor, focus 

on theory. 

5. Objectives are clear, shared by educational and place¬ 

ment institution 

The competencies which the student was to acquire 

and the activities through which they were to be acquired 

were clearly stated in a three-way agreement by student, 

agency and university. The agency evaluation regarding 

clarity of objectives indicated that the competencies were 

understood clearly. Of 34 possible ratings, 27 were noted 

as clear, one as not clear, and six as no response. Five 
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out of the eight agencies completed responses to this item. 

6. Placement institution is cooperative/ supportive 

The ratings on these qualities were developed by 

combining information from several sources. The students 

rated the agencies on both supervision quality and ability 

to facilitate the student's efforts toward goals. Other 

possible action by agency personnel were used to yield 

additional ratings: attendance and the level of participa¬ 

tion at meetings, participation in selection procedures, 

and completion of evaluation forms requested by the 

university. Of the eight agencies, two were found to be 

exceptionally supportive and cooperative, three very 

supportive and cooperative, one adequately supportive and 

cooperative, and two not very supportive and cooperative. 

7. Is of sufficient duration 

Agencies found the internship long enough for the 

students to complete tasks, with one exception. Consensus 

was reached between agencies concerning the desire for 

more time from the same student at the agency prior to the 

internship, such that the student could become familiar 

with the setting before interning. Other routes for gaining 

this experience were listed, including volunteer work, 

independent study, and practica components of other courses. 
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8. Has communication between campus and placement 
institution via seminars/ site visits by instructor, etc. 

Each agency was visited two or more times by the 

university supervisor. The most common form of relationship 

was characterized by relatively frequent phone calls as 

well as visits. Two or more meetings were scheduled for 

agency personnel to come to the university. Some super¬ 

visors had relatively frequent, informal contact with 

university staff, some did not. One agency cited "need for 

more contact" as an area for improvement. General consensus 

indicated that degree and quality of contact was good. 
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Table 5 

Ways suggested by the AGHE Panel to Ensure Desired Field 
Placement Chracteristics and Degree of Congruence of UMA 

Practices with these Ways 

Documents supporting these judgements are to be found in 

Appendix B. 

Communication 

1. Install written "contract" between educational 

institution and placement institution regarding expecta¬ 

tions, content and supervision. 

UMA congruent. Three-party contract (student, 

agency, university) installed regarding competencies, 

demonstration and learning activities, supervision, other 

responsibilities of three parties. Highly regarded by 

agencies (see Agency evaluations) . 

Supporting documents: Sample contract; pp. 175-178, 

"Agency Evaluation of Competency Component of Internship- 

Summary", p. 205. 

2. Have faculty present written objectives to agency 

and to students. 

UMA congruent. Competencies (objectives) and contract 

presented to agency and students at outset. 

Supporting documents: "Six competencies Internship, 

Human Development Major with concentration in Gerontology, 

University of Massachusetts, Amherst" pp. 180-181; Sample 
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Contract, p. 175; "Welcome to Your Internship" pp. 166-170. 

3. Require three-way agreement between student, 

school and agency, plus ongoing communication. 

UMA congruent. See 1. above. See also "Communica¬ 

tion", Table 4, additional ongoing communication as needed. 

Amount and quality of agency-university contact rated 

generally positive by agencies, too much by one, too little 

by another. 

Supporting documents: Sample contract, pp. 175-178. 

"Agency Evaluation of Competency Component of Internship- 

Summary" p. 205. 

4. Clearly define procedures between university and 

agency. 

UMA congruent. See 3. above. 

Supervision: 

6. Use faculty as supervisor or as liaison. 

UMA somewhat congruent. Supervisory and liaison 

duties carried by two half-time staff persons who were 

doctoral candidates in aging studies with extensive college 

teaching experience. 

Supporting documents: the resumes of Ms. Whitaker, 

p. 253 and Ms. Maklan, p. 

7. Monitor continuously. 

UMA congruent. Agency supervision one hour sit down 

per week, plus ”on-the-run" supervision; constant availability 
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by professional staff in office and through telephone. 

Supporting documents: "Student Evaluation of 

Gerontology Planning Project 1979-80 Internship Component, 

pt. II, Summary of Responses, pp. 224-230 , "Welcome to Your 

Internship" pp. 166-170. 

Put multidisciplinary program committee in charge. 

UMA somewhat congruent. Multidisciplinary steering 

committee acts as advisory body. Executive responsibility 

remains with professional staff. 

Supporting document: "Membership of Steering 

Committee", p. 179. 

9. Make field coordinator (liaison) a full-time 

position. 

UMA congruent. Field coordinator two half-time 

positions. 

10. Make randomly-timed visits. 

UMA not congruent. Visits to agency will full 

knowledge of student and supervisor, by appointment. 

11. Develop criteria for supervisors at setting. 

UMA congruent. Demonstration criteria for com¬ 

petencies explicit, standards of comparison explicit. 

Supporting comments: "Six Competencies—Internship— 

Human Development Major with Concentration in Gerontology, 

University of Massachusetts, Amherst, pp. 180-181. Letters 

of instruction to supervisors (sample), p. 197. 
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12. Give adjunct university appointments to field 

supervisors. 

UMA not congruent. Gives free course tuition to 

supervisors. 

13. Hold periodic conferences between university 

and supervisors. 

UMA congruent. See 3. above. 

14. Have good people in charge—person with rank, 

pay, motivation and intelligence. 

UMA congruent. Ranking faculty in project is 

professor trained in adult development and aging; project 

staff well prepared, capable. Supporting documents: See 6. 

above, see resume of Ms. Taylor, pp. 258-260. 

15. Assess students' progress regularly. 

UMA congruent. Bi-weekly journal check, monthly 

report review. 

Supporting document: "Welcome to Your Internship" 

pp. 166-170; student records. 

Planning 

16. Contract placements thoughtfully. 

UMA congruent. Extensive process of identifying 

student interest, ability, and agency offerings very well 

received by students and agency. Matching procedure given 

much attention. Criticism from one agency: drop group 

visits for individual visits. 



38 

Supporting documents: "Intern Information Session" 

p. 163; Student Evaluation of Gerontology Planning Project 

1979-80/ Internship Component, Pt. II, Summary", pp. 224- 

239; Agency Evaluation of Competency Component of Intern¬ 

ship—Summary" p. 205. 

17. Establish accreditation procedures, criteria 

for placements. 

UMA somewhat congruent. Formal criteria for placement 

not developed, but as program is competency-based, only 

agencies through which competencies cna be met is acceptable, 

creating a self-screening measure. 

Supporting document: "Six Competencies—Internship— 

Human Development Major with Concentration in Gerontology, 

University of Massachusetts, Amherst", pp. 180-181. 

18. Conduct on-site observation before assignment. 

UMA congruent. Routine part of placement selection. 

See 16. above. 

19. Match student and placement carefully. 

UMA congruent. See 16., 18. above. 

20. Have people knowledgeable about the agency do 

the planning. 

UMA congruent. Visits made by staff to agencies 

before involvement; field supervisors knowledgeable about 

local agencies. 

Supporting documents: Agency description (sample). 

p. 164. 
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21. Involve older persons in planning. 

UMA not congruent. Neither staff nor steering 

committee contain persons over 65. Agency supervisors 

occasionally over 65/ but not by University design. 

Commitment 

22. Arrange performance contract between university 

and agency. 

UMA congruent. See 1. above. 

23. Reward faculty who are good teachers of practice. 

UMA not congruent. Faculty reward along traditional 

lines. Practice given some reward, publication much more. 

24. Educational institution should assist agency, 

give time and effort to build mutuality. 

UMA congruent. See 3. above. 

25. Pay agency (dollars, consulting time, tuition 

breaks) for their cooperation. 

UMA congruent. See 12. above. Tuition "chit" 

transferrable. 

26. Agency must be committed to student; they 

should assign responsibility for students to their own 

staf f. 

UMA congruent. Staff persons are supervisors, 

usually department head. 

27. Obtain student stipends. 

In first year of project. UMA somewhat congruent. 
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many students received stipends. Funds later limited. 

Other 

28. Develop field manuals. 

UMA somewhat congruent. Extensive materials 

developed for student guidance in field work, but incomplete. 

Not in one unit. 

Supporting documents: "Welcome to Your Internship" 

pp. 166, 170; Competency Checklists, pp. 184-193, workshop 

guidance materials. 

29. Use stable agencies, not ones in survival 

struggle. 

UMA somewhat congruent. Six settings stable. One 

agency in turmoil at outset, another developed heavy turn¬ 

over. Both situations demanded added staff assistance to 

mitigate difficulty. In both situations, students reflected 

lacks in experience due to chaos, but also growth. 

Supportive documents: "Student Evaluation of 

Gerontology Planning Project 1979-80; Internship Component 

Pt. II—Summary of Responses" pp. 224-239. 

30. Hold regular class periods to discuss topics of 

mutual interest. 

UMA congruent. Weekly two-hour sessions held. 

Supporting document: Workshop schedule; pp. 171-172. 

31. Use students' abilities to the fullest. 

UMA congruent in philosophy. Difficult to quantify. 
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Table 5 (Cont'd.) 

Used students to teacher, counsel others. 

32. Require interview between student's advisor and 

agency. 

UMA congruent. See 3. above. 

33. Involve students in activities toward their 

goals. 

UMA congruent. Extensive effort put into tailoring 

internship to individual's goals and interests. Very 

positive response from students, agency. See 16. above. 



42 

Required: 

Theories of Human Development 

Theories of interviewing and Counseling (or) 

Research Methods in Human Development 

Recommended: 

Human Development through the Life Cycle 

Child Development 

Human Development in Adolescence and Young Adulthood 

Human Experience and Loss 

Death and Dying Education 

Communication Disorders Associated with Aging 

Seminar—Topics in Aging 

Discussion Regarding Course Content in Academic Areas 

The above comparison clearly establishes the UMA 

program as having met and exceeded curricular standards set 

by the consensus of recognized gerontologists selected 

by AGHE (Johnson, et al, 1980). 

Brief Program Description 

The Human Development Major with Concentration in 

Gerontology is a four year program leading to a B.S. degree. 

Requirements for the major include University course require¬ 

ments and a Social Science Base. The, gerontology concentra¬ 

tion includes 33 credits, at least 18 of which must be in 

course work, exclusive of internship credits. A 12 credit 

supervised internship is required of all students. 
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Gerontology Concentration Course Requirements include these 

courses: 

Theories of Human Development 

Health Aspects of Aging 

Community Services and the Aging 

Theories of Interviewing and Counseling (or) 

Research Methods in Human Development 

Human Development in Adulthood (or) 

Psychology of Middle and Old Age 

Sociology of Aging 

Other age-related courses included in the concentra¬ 

tion, but not required, are: 

Human Development through the Life Cycle 

Human Development in Adolescence and Young Adulthood 

Death and Dying Education 

Child Development 

Human Experience and Loss 

Communication Disorders Associated with Aging 

Seminar—Topics in Aging 

Internship (Field Placement)* 

Program Description: 

UMA places HD/Ger seniors and some second semester 

juniors in an agency for three and a half days, plus four 

*The terms "internship" and "field placement" are 

used interchangeably in this work. It is understood that 

other writers perceive different meanings in these terms. 

For the purpose of this dissertation, however, they are seen 

as synonyms. 
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hours a week of on campus contact in workshops and super¬ 

vision. The internship is a 12 credit, 16 week field place¬ 

ment. The internship is competency—based, that is, the 

course objectives and the criteria by which the students 

are evaluated are stated at the outset. The ways in which 

the students will reach these objectives, i.e., acquire 

those competencies, is agreed upon by agency, student and 

university and expressed in contract form. 

Competencies in the internship were derived from 

analysis of job roles and are both general and specific. 

The program is geared to produce candidates for entry-level 

positions in home care corporations and senior centers, and 

group worker positions in geriatric care centers. All roles 

require the competencies of a) ability to represent the 

agency accurately to the public, b) ability to interview 

effectively and c) ability to initiate, develop and report 

to staff on a program development or administrative task, 

i.e., a project in indirect services. 

Some competencies are specific to agency type: in 

home care corporations, students should demonstrate ability 

to perform major functions of case management. In senior 

centers, demonstration of information and referral skill is 

required,i.e. , the ability to use the agency's resources co 

locate services and the ability to add information to agency 

resources. In geriatric rehabilitation and senior centers. 
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the ability to work effectively with small groups of elders 

in an activity group is required. 

During the period investigated in the present study 

(Spring term, 1979-80), nine interns were assigned to eight 

placements. Criteria for evaluation included: 

Ihs literature was searched in order to identify 

criteria by which to evaluate the internship component. The 

results of the field placement inquiry of the AGHE study 

were found to be congruent with the generic standards set 

by writers (VanAalst, 1974; Baines, 1974) and provided 

the benefit of being specifically geared to gerontological 

settings. The AGHE material was adopted as criteria for 

evaluation. 

AGHE findings regarding desirable characteristics 

of the field placement process appeared in two forms. The 

question: "What are the common characteristics of 

educationally valuable field placements?" yielded 40 

different responses which, when sifted through three rounds 

of inquiry, produced 16 characteristics. Of these 16, eight 

were found to be "extremely" or "somewhat" important by 90% 

or more of the final 87 respondents. These characteristics 

are listed in Table 4. The open-ended question: "Can you 

suggest ways to ensure that field placements have the 

characteristics you consider important?" was asked, and 

responses summarized. These "ways" cited specific, discrete 
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characteristics of desirable internship program planning, 

and although not rank-ordered, are seen by the AGHE group 

as useful criteria. These characteristics are listed in 

Table 5*. 

Information regarding the UMA internship which per¬ 

mitted comparison with the criteria cited in the AGHE study 

was obtained from three sources. An extensive evaluation 

of the program was accomplished through the completion of 

questionnaires by students and agency personnel. Responses 

to this evaluation constitute the first source. Topics in 

the student questionnaire included: 

selection of and supervision (agency and university) 

during internship 

agency role in student's pursuit of major objectives 

(competencies) 

agency orientation 

contract 

recommendations to other students re agency 

personal growth issues 

workshop effectiveness 

functions of competencies 

career goals 

career counseling 

of this material is weakened in some 

example, "good supervis 
these instances, what is 

staff is made explicit s 

understood. 

uch that the comparison may be better 
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monthly reports 

journals 

The topics addressed by the agency supervisor 

concerned the following topics: 

competency component 

intern selection procedures 

contract 

agency-university contact 

structured vs. unstructured internship 

evaluation measures 

Further information from the agencies was obtained 

through regular meetings with Gerontology Planning Project 

(GPP) staff. A report of a formal agency—university meeting 

constitutes the second source of information. The third, 

and final source are documents found in project files, 

representing policies, procedures, and activities of the 

internship program and participants. (Copies of these 

materials are included in Appendix B.) 

Findings Regarding Characteristics of the UMA Internship: 

Four of the AGHE-recommended characteristics are 

fully represented in the UMA program, and four are partially 

represented. Fully provided are: a) supervision, 

b) evaluation, c) contact with older adults and d) clear 

objectives. Partially provided are: a) integration of 

theory with practice, b) cooperation and support from the 



48 

placement institution c) duration o£ internship, and 

d) communication between campus and placement institutions. 

Discussion regarding the characteristics of the UMA 
Internship; - 

Fully provided characteristics: 

1. Supervision was provided in sufficient quantity 

and quality to meet the criteria set by student, agency, 

and university. The students rated the university super— 

vision as somewhat better, overall, than that provided by 

agencies. Greater variability in quality was noted in 

agency supervision. 

2. Evaluation was fully provided. The student was 

evaluated by both the agency and the university, using 

six measures. The agency and the university were, in turn, 

evaluated by the student. 

3. Contact with older adults was fully provided 

through the requirements set in competency completion. 

4. Clear objectives were fully provided through 

statement of competencies in a individualized, three-party 

contract covering each internship. Clarity of objectives 

was rated separately, with five of eight agencies reporting. 

Partially provided characteristics: 

1. Integration of theory with practice is a difficult 

issue. A careful balance should be maintained in the alloca¬ 

tion of time to theory, on one hand, and to facilitating the 
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student's pursuit of the competence goals, on the other. 

Keeping the dual focus in mind is crucial, and lifts the 

internship from training to the level of higher education. 

As noted, the UMA program attempted to maintain a balance. 

Material offered through university-based contacts (super¬ 

vision, workshops) included consistent reference to theory- 

practice integration, with varying degrees of emphasis. 

Attempts were made to provide theory-practice integration 

activities at the internship site in two ways: first, the 

selection of the supervisor was made to assure the student 

of contact with a person of a degree of professional 

sophistication which would permit discussion on a theoretical 

level; second, provisions were made to permit students to 

become involved in agency meetings at which concerns were 

discussed at a theoretical level. The degree to which the 

UMA program succeeded in providing theory-practice integra¬ 

tion at the site itself varied. Supervisors ranged widely 

in their degree of professional development. All eight 

settings provided supervision from a person with a degree 

in a human service field. The level ranged from graduate 

to two-year nursing degrees with post-graduate specialized 

training. Often a highly-motivated supervisor with fewer 

years of formal training did a better job of meeting theory 

needs (and other supervisory needs) than a better-trained 

but less motivated person. Improvement of theory-practice 
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integration at the job site may hinge on rewards. Agency 

personnel may be more able to teach as they receive adjunct 

faculty appointments, money or other reward. The UMA 

program was fortunate to find willing supervisors, excited 

about a nw program in gerontology, who were able to provide 

good, and in some cases, excellent, supervision. 

2. The cooperation and support gained from the 

placement institution was good in some situations, but not 

in all. Lack of support in one of the eight instances can be 

seen as a reflection of the preoccupations resulting from 

the lack of stability and presence of internal conflicts 

within the agency. In another situation, there was an 

apparent lack of congruence between the stated goals of 

the program and the goals of the supervisor at the agency. 

Continued careful study of the agency situation prior to 

placement may yield a more consistently cooperative, 

supportive atmosphere for all students. However, the 

vagaries of agency life may continue to provide occasional 

difficulties. 

3. The duration of the internship was seen as 

sufficient for work completion by the student, but fell 

short of the kind of time needed for the deep acquaintance¬ 

ship which might have been optimal. Agencies were eager to 

assure as much time as possible. Formal response to this 

need is not within the parameters of the Program. 
However, 
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informal encouragement of the student to use his/her extra¬ 

curricular time in volunteer work, or to select coursework 

which may involve practical experience at the setting, may 

help to provide this additional exposure. 

4• Communication between campus and placement 

institutions was seen as good by most agencies, as limited 

by one agency and as demanding too much time by another. 

Finding an optimal level of communication is again a matter 

of initial agreement on goals and responsibilities, of 

learning the work styles of various agency personnel, and 

of continual monitoring of the University-agency relationship. 

The preponderance of positive responses to the communications 

query in the agency evaluation questionnaire reflects an 

effective level of communication. 

Conclusions regarding characteristics of UMA Internship: 

It is clear that the UMA internship program met the 

characteristics set by the AGHE study with few exceptions. 

In considering what was provided and what was not, 

two themes appear. First, in those areas in which the UMA 

could exercise substantial control, UMA was able to provide 

good field experience. The Project personnel could define 

the objectives in such a way that they could be achieved 

in the agencies selected, and the staff could help students 

work toward these objectives. UMA could provide its own 

supervision and accepted as placements only those agencies 
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which could guarantee on-site supervision. Contact with 

older adults could be assured by the University through 

design of competencies which involved this exposure (i.e., 

interviewing) . Evaluation could be guaranteed at least 

from the University supervisors and the students, as it was 

made a requirement for receiving credit. In other areas in 

which UMA had less control, however, the quality of the 

internship varied widely. The quality was sometimes far 

better than that initially designed, and sometimes worse. 

Attention is given here to one shortcoming which is reflected 

in the "partially completed" characteristics as listed by 

the AGHE study. Theory-practice integration was such a 

problem. The great variability in agency programs and in 

the professional level of agency staffs was at times a 

sourse of difficulty. The level of supervision is dependent 

upon the sophistication of the staff. Daily guidance on 

practical matters may be available in all situations, but 

theory-practice integration is not conveyed by the agency 

supervisors who themselves do not know the theory. A 

second factor in the agency-university relationship appeared 

to have influence over whether the internship met the AGHE 

standards. This factor was seen in the influence of 

differing goals upon the effectiveness of the internship. 

The ultimate program goals of the University and the placement 

different, and reflective of their respective agency are 
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missions. The university is providing educational experi¬ 

ence to students; the agency is providing service to 

clients and is committed to maintaining itself as a 

functioning unit. Education for staff and interns is only 

an intermediate goal for agencies, while service is only 

an intermediate goal for the University. When these 

differing priorities clash, the result can be a weakened 

placement experience for the student. A clearcut example 

of the effect of this difference is seen in the agreement, 

or lack thereof, on desirable duration of field placement. 

Agencies prefer a longer placement than the University 

could provide, given the structure of the academic year. 

The student becomes increasingly valuable to the client and 

to the agency itself as the student learns to function more 

skillfully on the job. When the student has acquired the 

designated skills,however, the University is committed to 

moving the student on to a new level of challenges, rather 

than allowing the student to remain to continue to provide 

competent service. 

Cooperation and support from the placement institu¬ 

tion was much influenced by the disparity in ultimate 

goals. Two agencies experienced administrative upheavals 

during the student's field placement. During this time, 

much attention was given to maintaining the integrity of 

the agency's system. As a result, energy was drawn away 
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meeting the intermediate objectives of providing education 

to the intern, resulting in waning quality of field 

experience. The agencies varied greatly in their ability 

to maintain their role as educator for the student during 

these crises. 

Communication between the campus and the placement 

agency was also influenced by the different and at times 

conflicting goals of agency and university. Although most 

agencies welcomed the contact with the University, one 

placement site director preferred less contact than was 

planned, as the meetings and visits were seen as too 

demanding of time which could otherwise be utilized for 

direct service activities. Communication was most easily 

maintained with those agencies which were themselves, 

committed to in-service training and staff education. 

Findings Regarding Ways of Reaching Desired Field Placements: 

Of the 33 suggested ways to ensure desired field 

placement characteristics, UMA practices were congruent 

with 23, somewhat congruent with six, and not congruent 

with four. These findings are listed in Table 5. 

The 23 desired field placement characteristics with 

which UMA was congruent are: 

Communication: 

1. Install written "contract" between educational 

institution and placement institution regarding expectations, 
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content and supervision. 

2. Have faculty present written objectives to agency 

and to students. 

3. Require three-way agreement between student, 

school and agency, plus ongoing communication. 

4. Clearly define procedures between university and 

agency. 

5. Arrange regular contact between agency staff 

and University. 

Supervision: 

1. Monitor continuously. 

2. Make field coordinator (liaison) a full-time 

position. 

3. Develop criteria for supervisors at setting. 

4. Hold periodic conferences between University 

and supervisors. 

5. Have good people in charge—person with rank, 

pay, motivation and intelligence. 

6. Assess students' progress regularly. 

Planning: 

1. Contract placements thoughtfully. 

2. Conduct on-site observation before assignment. 

3. Match student and placement carefully. 

4. Have people knowledgeable about the agency do 

the planning. 
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Commitment: 

1. Arrange performance contract between University 

and agency. 

2. Educational institution should assist agency, 

give time and effort to build mutuality. 

3. Pay agency (dollars, consulting time, tuition 

breaks) for its cooperation. 

4. Agency must be committed to student; they should 

assign responsibility for students to their own staff. 

Other: 

1. Hold regular class periods to discuss topics of 

mutual interest. 

2. Use student's abilities to the fullest. 

3. Require interviews between student's advisor 

and agency. 

4. Involve students in activities relevant to cheir 

goals. 

The six desired field placement characteristics with 

which UMA was somewhat congruent are: 

Communication: (completely congruent in all aspects). 

Supervision: 

1. Use faculty as supervisor or as liaison. 

Put multidisciplinary program committee in charge. 2. 
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Planning: 

1. Establish accreditation procedures, criteria 

for placements. 

Commitment: 

1. Obtain student stipends. 

Other: 

1. Develop field manuals. 

2. Use stable agencies, not ones in survival 

struggle. 

The four desired field placement characteristics 

with which UMA was not congruent are: 

Communication: (completely congruent in all aspects). 

Supervision: 

1. Make randomly-timed visits. 

2. Give adjunct university appointments to field 

work supervisors. 

Planning: 

1. Involve older persons in planning. 

Commitment: 

1. Reward faculty who are good teachers of practice. 

Other: (completely or somewhat congruent in all aspects). 

Discussion Regarding Ways of Reaching Desired Fiej-d. 

Placements: 

The UMA practices include 23 of the 33 ways to reach 
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a desired field placement as listed by the AGHE panel. 

This clearly demonstrates that the UMA program maintained 

a solid core of practices proven to contribute to quality 

in field experience programs. Of the six practices with 

which UMA was somewhat congruent, the following may be 

noted: 

^* Use—of_the faculty as supervisor or as liaison 

was not employed. This work was carried by two half-time 

staff persons who were doctoral candidates in aging studies 

with extensive experience in college teaching and intern¬ 

ship supervision. Gerontology is a multi-disciplinary 

field. One faculty person and one part-time adjunct faculty 

person were members of the faculty of the sponsoring 

department (Human Development). Faculty contributing to the 

curriculum through teaching or membership on the steering 

committee were members of other academic departments and 

divisions. The best role seen for the ranking faculty 

member in Human Development was that of planning, super¬ 

vision of administration, and teaching. 

2. Putting a multi-disciplinary program committee 

in charge was not a practice at UMA. The approach was 

somewhat parallel, however. The multidisciplinary group 

involved with the project consisted of faculty persons 

from various age-related subject areas, including 

Sociology, Nursing, Public Health and Communication Dis¬ 

orders. They served in an advisory capacity. Supervisory 
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authority was vested in the ranking faculty person in the 

sponsoring department, who delegated to the project staff. 

^ • Establishing accreditation procedures and 

^^^ for placements was not an explicit part of the 

UMA program. The selection of placement agencies is of 

QZQd.'t. importance in maintaining the guality of the program. 

UMA assured this quality through the competency component. 

Only those agencies which could provide the opportunities 

and the supervision necessary to enable the student to 

acquire the competencies were considered as placements. 

In this way, a built-in screening device was operant. A 

pre-determined list of agency characteristics was seen as 

limiting and unnecessary. 

4. Obtaining student stipends was somewhat a part 

of the program. With funding available from federal sources, 

stipends were offered in the first year to a substantial 

group of students who established their commitment to a 

career in aging services. With cutbacks in the second year, 

only limited funds were available. Several minority 

students were recipients at this time. 

5. Development of a field manual was not a part of 

the UMA program; however, materials which could eventually 

become the basis for a field manual were produced. This 

material appears in Appendix B. Program planners felt 

that more than one year of experience with the program and 
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program materials should be gathered before codification 

of ideas and policies in a field manual should be under¬ 

taken. 

6. Using stable agencies, not ones embroiled in a 

survival struggle, was somewhat a part of the practice at 

UMA. Six out of the eight agencies were stable or relatively 

stable. Two lacked stability. Although it is usually 

advisable to avoid field placement in unstable agencies, 

the UMA program did not exclude placement in these two 

agencies, in which problems of disorganization were 

prominent. In one instance, the disorganization occurred 

in a well-established home care corporation which underwent 

extensive and unexpected staff turnover, including the 

agency director and the supervisor of the UMA student. 

The problems which emanated from this situation were 

discussed and planned for with as much advanced notice 

as possible. 

In a second situation, internal divisions split 

a rural council on aging and its senior center. However, 

the opportunity for program expansion potentially possible 

due to the award of Federal funds created attraction for 

students seeking a challenge. The UMA program provided 

for support by assigning two students to rhe project, rather 

than one, and by supplying extensive technical and emotional 

support from the University staff. 
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The challenge inherent in each of these two situa¬ 

tions led to a kind of learning not available to students 

whose agencies were without change and conflict. Well 

supported, interns can profit much from such situations. 

Of the four practices with which the UMA program 

was not congruent, the following may be noted: 

1• Making randomly-timed visits was not a practice 

at UMA. This approach may be utilized in some programs in 

order to assure the supervisor of observing routine > 

practices, rather than specially prepared activities. The 

maintainance of a relationships of trust with the agency 

and student was felt to be of primary importance in the 

UMA program, and thus unannounced visits, seen as contrary 

to this principle, were not made. 

2. Giving adjunct university appointments to field 

work supervisors was not a practice at UMA. Although 

reward of agency supervisory personnel was an objective of 

the program, an austerity budget at the university pre¬ 

cluded the extension of paid (or unpaid) faculty status to 

agency participants. Tuition waivers and use of the 

university as a resource were seen as compensation. 

3. Involving older persons in planning was not a 

part of the UMA program. Although philosophically in 

agreement with this practice, the program had not defined 

this as a specific objective, and thus had not involved 

This practice might well be older persons in planning. 
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considered in the development of future objectives. 

4. Rewarding faculty who are good teachers of 

practice was not a part of the UMA program. Operating 

within the framework of typical university personnel 

policies/ the program was subject to the pressures of 

reward for publication/ not practice. Although the School 

of Education does have a formula by which practice is 

recognized, it does not outweigh the traditional standard. 

The project utilized talented doctoral students, experienced 

in practice supervision, for internship teaching. 

Fortunately for the program, the doctoral students could 

be engaged in service for modest sums, while their part- 

time status enabled them to pursue their graduate studies. 

An overview of the congruence or non-congruence 

of the UMA program with the AGHE "desired ways" reveals a 

major issue worthy of discussion: The academic status of 

university and agency staff. The AGHE panel recommenda¬ 

tions address various areas of functioning: communication, 

supervision, planning, commitment, and "other". A review 

of UMA's degree of congruence with these areas of 

functioning shows the greatest congruence in the communica¬ 

tion area. More divergence appears in supervision, 

planning, commitment and "other1 areas. 

In the supervision area, congruence is present in 

the format and regularity of contacts with students and 
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agencies. Lack of congruence appears in two ways. First, 

Oi. limited concern, is the practice of making randomly- 

timed visits to the agency. This is discussed above. 

The UMA policy of not visiting agencies randomly reflects 

the concern for maintaining trust between the agency and 

university. Second, and a more major area of concern, 

involves three recommendations made by AGHE with which UMA 

is only somewhat congruent or is totally lacking in 

congruence. The AGHE panel addresses the issue of the level 

of academic standing recommended for supervisors, both at 

the agency and at the educational institution. Recommended 

practices include using faculty as supervisor and putting 

a multidisciplinary program committee in charge of super¬ 

vision. In the UMA program, neither the University super¬ 

visors nor the agency supervisors held faculty rank. 

Graduate students held the University positions. Adjunct 

faculty positions were not offered to agency supervisors. 

A multidisciplinary program committee served as an advisory 

body to the entire Project at UMA, but not to the field 

placement specifically. The lack of congruence in this 

area reflects a definite weakness in the UMA program. The 

field placement activity would be strengthened in the eyes 

of the academic community by the inclusion of faculty rank 

for the University staff. Non-academics are not taken 

seriously in academia. Adjunct faculty status for the agency 
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supervisor would confirm the seriousness of the educational 

intent of the program in the eyes of the community as well 

as offering a reward to the agency staffperson in the form 

of the University privileges attendant to faculty status. 

Experienced placement faculty have noted that the presence 

of faculty status can be crucial in launching a field 

experience program (Cappelluzzo, 1980) and that lack of 

such status both weakens the program and deters good 

college teachers from accepting positions in field place¬ 

ment programs. Faculty appointments should be awarded 

where warranted by experience and training of staff. The 

involvement of a multidisciplinary internship committee 

could further strengthen such a program. Lack of con¬ 

gruence in the "other" category related again to this theme. 

AGHE notes that faculty who are good teachers of practice 

should be rewarded. Although rewarded with adequate 

financial compensation, the UMA and agency placement 

supervisors were denied the rewards unique to higher 

education: the bestowing of faculty rank. 

Disparity between AGHE recommended "ways" and UMA 

practices in other areas appear to address issues of a 

somewhat narrower scope, and are discussed in the preceedmg 

pages. Only the issue of the academic status of program 

staff appears repeatedly and is thus identified as a theme 

of major significance. 
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(-'?n?^-Hsj:Qns—and Their Significance Regarding the UMA 
Program, Performance in Meeting AGHE Criteria for 
Content in Academic end Field Placement Aress 

The UMA program met the AGHE panelists' criteria in 

course content in both the academic and field placement 

areas. In searching for wider significance of such a 

finding, some issues of concern arise. The AGHE panel 

sought to identify "a common core of information needed by 

all who work in aging". it seems appropriate, then, to 

investigate to see whether those who formulate the standards 

are also persons who, themselves, "work in aging". 

Examination of the background of the panelists reveals 

that, to the contrary, the panel is heavily weighted with 

educators and administrators who are not in direct service 

roles. It is lacking in representation from practitioners. 

The members of the group who comprised the "expert 

panel" were from a wide and impressive array of professions 

and disciplines: administration/policy/planning, allied 

health, architecture, biomedical sciences, clinical 

psychology, economics, education, law, nursing, nutrition, 

psychology, recreation, social work, and sociology. The 

panelists were also well experienced. Half had worked in 

gerontology 13 years or more. The model response to to 

length of time in the field was 15 years. The function 

served in relation to the elderly, however, was pre¬ 

dominantly that of a non-direct service role. Although 
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from service-oriented, as well as traditionally academic 

fields, 93% of the panel listed administration, teaching 

or research as their major professional function, and three 

percent listed service. In addition, 75% listed admini- 

stration, teaching or research as their secondary function, 

as well. Six percent listed service, and eleven percent 

listed policy. The experts functioned in indirect or non— 

service roles. That rare and wonderful breed, the teacher/ 

practitioner, or his/her cousin, the researcher/clinician 

was poorly represented. A mere sprinkling of people were 

involved in service even as a secondary function. Not only 

were their functions non-direct-service related, but their 

primary place of employment was infrequently a service 

setting. Seventy-four percent of the panelists were 

employed by educational institutions. Service agencies 

employed ten percent, governmental agencies, seven percent 

and private research and professional organizations, seven 

percent. Certainly one might characterize this group as 

heavily weighted with academicians. 

Concern about the under-representation of practice 

considerations in human services-related higher education 

has been widely expressed. Fred Cottrell voiced this 

concern in talking about gerontological higher education. 

It is now becoming clear to those who select 
people for jobs that much of what is regarded 
by academicians often has little or no relation 
to successful performance of many things the public 
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demands to be done. And many students find that 
what is being taught is not relevant to achievement 
in fields in which they wish to work (Cottrell, 
in Sterns, et al, (Eds.), 1979, p. 34). 

Lillian Troll and Jody Olsen offer a positive pre¬ 

scription: "It is important that those developing new 

knowledge in and training people for work in gerontology 

work closely with those who design, plan and deliver 

services to solder people" (Troll and Olsen, in Sterns, et 

al, 1979). 

These observations make clear the necessity of 

including more practice considerations in the criteria used 

in evaluating the UMA program. Input into evaluation 

criteria is needed from a variety of sources: the i 

academician, the counselor and the direct service provider. 

The next section of this dissertation is devoted to this 

pursuit: to the evaluation of student job performance 

in a practice setting. 



CHAPTER III 

JOB PERFORMANCE OF GRADUATES 

Literature Review 

The purpose of this dissertation is twofold: a) to 

describe and evaluate the course elements and field place¬ 

ment of the UMA program and b) to evaluate the preparation 

of students undertaking their first aging service jobs 

through analysis of on-the-job performance. 

This section addresses the second of these purposes: 

the evaluation of student preparation through an empirical 

study of on-the-job performance. 

"Evaluation does not mean that some authority thinks 

the program is good. It means that the effectiveness of 

the program has been demonstrated in a public, repeatable, 

objective manner." Storandt's (1977) words reflect the 

continuing concern over the nature and quality of evalua¬ 

tion in education. They also address the issue of 

methodology. In this dissertation, the first approach to 

evaluation of the UMA program employed, essentially, the 

consensus of a hundred gerontologists regarding what should 

constitute a program in gerontology. That which these 

experts thought was good was used as a standard against 

68 
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which to compare the UMA program. in the second (empirical) 

portion of the evaluation, the methodology employed responds 

to her demand that the criteria used permit an objective, 

public and repeatable assessment. Objective measures of 

job performance were rated for UMA gerontology graduates 

and matched controls. 

Identifying appropriate criteria for the evaluation 

of educational programs has been a major concern in the past 

two decades. Demands for accountability in education have 

been cyclical, recently receiving impetus from the competi¬ 

tion felt in Russia's sputnik launching in the 1950's 

(Berg, 1970, p. 7). Parents, the community at large, 

business and government demanded evidence that the educa¬ 

tional system was, indeed, preparing the student to cope 

with the real world and particularly to produce in the high- 

technology related areas (Neumann, 197 9). As David Riesman 

put it, in the coming era of accountability, employers and 

graduate schools would demand to know what students could 

do and would not be satisfied with a credential certifying 

the amount of time they had spent accumulating credit hours 

in the traditional way (Riesman, 1979). The traditional 

unassailability of the diploma was gone. 

A number of studies shed serious doubt on the use¬ 

fulness of academic programs as preparation for and 

academic credentials as predictors of job success in any 

field. The work of Holland and Richards (1965) found no 
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consistent relationship to exist between SAT scores in 

college and the students' actual accomplishments in the 

world in the diverse areas of social leadership, the arts, 

science, music, writing, speech and drama. Other re¬ 

searchers (Taylor, Smith and Ghiselin, 1963 as cited in 

McClelland, 1973) noted that even for highly intellectual 

jobs like scientific researcher, superior on-the-job 

performance is related in no way to better grades in college. 

Ivar Berg (1970) observed that employers, too, had long 

operated on the assumption that a credential was proof of 

greater productivity. Employers were convinced that by in¬ 

creasing educational demands, they would recruit an ambitious, 

disciplined work force that would be more productive than 

workers who had terminated schooling earlier. His study of 

the educational requirements of and worker producitivity in 

about 4,000 jobs established that this relationship did not 

exist. With few exceptions, educational differences tended 

to "wash out" among employees at any organizational level 

(Berg, p. 16). To the contrary, "frequence of turnover is 

positively related to education" (Berg, p. 16), as a result 

of the dissatisfaction of the wel1-credentialed worker. The 

search for valid criteria useful in predicting job success 

led away from the paper and pencil measures traditionally 

employed by academia, and far from the diplomas which 

reflect academic achievement. Glazer (1963, p. 520) called 

for achievement measurement defined as the "assessment of 
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terminals or criterion behavior." Another step in the 

movement to get closer to effective indicators is reflected 

in McClelland s (1973) work in criterion-testing. He 

proposed the extrapolation of an element of the job itself 

for use in testing: Criterion sampling means that testers 

have got to get out of their offices where they play 

endless word and paper-and-pencil games and into the field 

where they actually analyze performance into its components. 

If you want to test who will be a good policeman, go find 

out what a policeman does" (McClelland, 1973, p. 7). 

The competency-based education (CBE) movement gained 

much impetus from these revelations (Harris, 1972). CBE 

had its earliest roots in behavioristic psychology and the 

atomistic approach used in the design of training programs 

geared to prepare and mobilize the troops for two world 

wars. The "job analysis" of Taylor and the subsequent 

parallel formulations of job elements by his followers 

(Allen, Babbitt, Toops, Kornhauser and Dooley) served as a 

foundation for technician training in World War I (Neumann, 

1979). When the demand for rapid, efficient technical 

training arose again in the 1940's, the works of these 

earlier experts were consulted, and the approach extended 

broadly into personnel preparation. Mastery learning and 

work "modules" were adapted. Phalanxes of psychologists 

were engaged to develop the training research efiort. The 

impact on public education was strong. In a paper for the 
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American Council on Education in 1948, Grace cited the 

"Educational Lessons from Wartime Training" (Neumann, 1979). 

The competence—based education movement of the 1970's 

reflects its precursors. Competencies (behaviorally defined 

objectives) are derived from analyses of job roles in order 

to more closely approximate the ultimate criterion, the 

task itself (Elam, 1971; Andrews, 1974; Burke, 1972; 

Schmeider, 1973; Harris, 1972; Hall and Jones, 1976). 

Competency—based program designers hope that by bringing 

curriculum content closer to the eventual criterion (work 

elements) the program will offer both better preparation 

for and prediction of job success (Grant and Kohli, 1979). 

The UMA competency-based program is one such effort. 

Doubt is still cast in the efficacy of competency- 

based programs in improving graduates' success in the work 

world. The source of this doubt emanates from two concerns. 

First, supporters of a rigorous empirical approach in 

research question the validity of studies performed to date. 

Second, the results reported by a three-year study of non¬ 

teacher competence-based education indicates an absence 

of the needed data upon which to draw a conclusion regarding 

effectiveness. 

Whether these additional efforts lead to a net 
increase of societal competence remains an open 
question. The dropout rate for competence-based 
programs seems high, perhaps because of the very 
demands they make on the students, and we have 
yet seen no clear evidence that students who 
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complete the programs are in fact more competent 
or employable than similar students from tradi¬ 
tional programs. The data are just not available 
to make such comparisons, and they may never be 
(Grant, 1979, pp. 11-12). 

The most valid proof of program success is ultimately 

seen as the measurement of actual job performance. Paul 

Pottinger (Pottinger, in Pottinger, Goldsmith, Keaton, 

Tate (Eds.), 1979) decries the use of "competencies" defined 

as behaviors measured within the academic environment. He 

views the diploma issued by a typical CBE program as no 

better than other "paper". Instead, a strong case is made 

for defining "competencies" within the real-life setting— 

the workplace—and evaluating performance only in terms 

of job behaviors within this natural context. Pottinger 

describes the evolution of the "credential" with compelling 

logic. He notes that competence used to be measured, 

before the days of the "degree", by work outcomes. 

Credentials came as a direct result of the satisfaction 

felt by the consumer with the work product. Now, the state, 

or other formal institution acts as a credentials issuer— 

and judges substitute for the work product (paper and 

pencil tests; role—plays of skills). They also subsequently 

set the criteria on behalf of the consumer. 

Unfortunately, these proxies tend to be process 

rather than outcome oriented, that is, they 
focus on education and learning rather than on 
job performance. And the certifiable outcomes of 

education and learning are measured by tests of 
knowledge. Thus, educational credentials and 
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test scores based on educational processes are 
proxies for consumer—determined competence. . 
(which is). . . based on observations and judgements 
of performance outcomes. Neither the consumer of 
services nor the quality of performance outcomes 
have much to do with the way determinations of 
professional competence are now made (Pottinger, 
in Pottinger, et al, p. 36). 

Addressing the current CBE movement, Pottinger 

criticises the language which gives "competence-based" 

programs a "real" quality: 

Recently, educators and other professionals 
have adopted the jargon of job-relatedness by 
distinguishing between tests of academic 
knowledge, or "competency-based" tests. This 
distinction is trivial, because the quality of 
job performance outcomes—the only real evidence 
of competence—is not required in either type 
of test (Pottinger, in Pottinger, et al, p. 36). 

The complex situational variables of the workplace— 

such as work climate, motivation, interest, fatigue, time 

stress and interpersonal factors—come into play, and 

influence performance in a way that could never be measured 

by the typical test-taking procedures. 

Pottinger concludes his argument with a plea for 

authenticity: "Until we differentiate between competence 

based upon evidence that one has already produced desirable 

outcomes and competence based upon evidence that one has 

been exposed to certain experiences or ideas, we will 

continue to confuse outcomes with processes, performers 

with performances, and competence with counterfeit 

(Pottinger, in Pottinger, et al, p. xi) . 
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This logic is the foundation of the UMA study of job 

performance of program graduates. 

Literature Review on Methodology 

The selection of job performance as the criterion of 

program success in this study of UMA graduates is supported 

by the logic evident in the preceeding section. The 

particular methodology employed evaluating job performance 

has been selected after a broad review of methodological 

concerns in education, and a particular concern with current 

methodological issues in gerontological education. The 

following review is offered as a background for considering 

the methodology selected. 

Evaluation methodology in practice-oriented fields 

such as education and gerontology is characterized by tugs- 

of-war between the proponents of classical experimental 

design and advocates of modified approaches, seen as best 

suited to conditions of practice. In a recent debate over 

the appropriate shape and direction of research in geron¬ 

tology, Storandt and Hickey draw the lines. A proponent 

of strict control group design, Martha Storandt deplores 

the quantities of sloppy research and makes her point: 

So many gerontologists want to do good works but 

are uninterested in finding out what those good 
works are. ... How can we train people to provide 

services to older adults if we do not really know 
what services are worthwhile and what services are 
just someone's pipe dream? In order to do this 
these services must be evaluated, theories must be 
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put to the test of experimental, scientific 
verification or rejection. Evaluation does not 
mean that some authority thinks the program is 
good. It means that the effectiveness of the 
program has been demonstrated in a public, 
repeatable, objective manner. The experimental 
group must be compared to the control group, if 
you will. Or, subjects must be tested both 
before and after they have received the recommended 
services or treatments to see if any real benefits 
have arisen. Further, evaluation must be objective. 
Ratings must be made either by individuals uninvolved 
in the treatment itself, or in a double—blind 

paradigm where the evaluator does not know what 
treatment was received by the client or patient 
(Storandt, in Seltzer, Sterns and Hickey (Eds.), 
1978, pp. 39-41). 

Realizing the difficulties in carrying out such a 

strict design in the typical field situation, Thomas 

Hickey calls for a modified approach: 

Typically, human services training programs 
neglect to link knowledge production with 
knowledge utilization. Research is needed to 
link the known methods for effective delivery of 
human services to educational programs for human 
services providers. If one wants to assure the 
most effective training, a compromise between 
external and internal validity must be worked out. 
Strict control group designs with random sampling 
will have to be replaced with quasi-experimental 
designs which allow for more widespread and less 
costly training. The potential for use of other 
methodologies lies relatively untapped in the 
literature. This is not to say that programs 
should be haphazardly implemented. Collaborative 
planning and formulation of objectives between 
researcher and practitioner should precede such 
projects. General goals of training such as changes 
in factual knowledge, skill acquisition, or changes 
in seIf-perception and empathic abilities should be 
objectively measured within the overall framework 

of improving service delivery systems (Hickey, in 

Seltzer, Sterns and Hickey, pp. 46-52). 

Another researcher, Samuel J. Yarger, working with 

competence-based education on the secondary level, attempts 
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to put order into the issue by placing research methodologies 

on a continuum. He deplores again the confusion in educa¬ 

tional research, with studies variously described as 

research or evaluation" without proper regard to their 

structure or purposes. He finds that each of these terms 

is widely mis-applied, leading to misunderstandings and a 

lack of appreciation of the real contributions of systematic 

inquiry in education (Yarger, 1975). Yarger attempts to 

remove this confusion, making clear the distinction between 

research and evaluation. Following this statement, Yarger 

then proposes viewing the outcomes of systematic study on a 

continuum of hardness or softness, varying in accordance 

with certain conditions of investigation and possible uses 

of the resulting evidence. Yarger calls his continuum (and 

his article) somewhat irreverently, "From Rock Through 

Melon to Mush". 

Yarger uses Kerlinger's definition of research, 

stating that "scientific research is systematic, controlled, 

empirical and critical investigation of hypothetical 

propositions about the presumed relations among natural 

phenomena" (Kerlinger, as cited in Yarger, p. 13). Yarger 

points out that, in contrast, evaluation is generally viewed 

as an activity performed in order to make some determina¬ 

tion or to fix some value about either a phenomenon or an 

object. It relates to examination and judgements (Yarger, 

p. 75). He cites Turner (as cited in Yarger, p. 75) as 
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making this distinction: "It avoids reliance on research 

findings or theory generated from research. The problem 

attacked is a practical one." Yarger goes further to say 

that evaluation purports to place value, allow for judge¬ 

ments, and finally to provide for the making of decisions 

on the basis of information rather than capriciousness" 

(Yarger, p. 75). 

in practice, this neat distinction is not recognized. 

Yarger bemoans the fact that the words "research" and 

"evaluation" have, in fact, been used to describe a multitude 

of activities, many of which bear little if any relation to 

the above definitions. At its worst, the word "research" 

has been used by practitioners to refer to their efforts at 

simple collection of data, e.g. census figures for a 

school district, without any attempt to relate these to a 

theoretical or conceptual base, or to compare two in¬ 

structional activities without further reference to research 

history or theoretical base. Many doctoral dissertations 

rest upon such data, regrettably. 

Yarger sees a way for the educational practitioner 

to avoid the problems of abstruseness and "unusability" 

of the research results obtained in tightly controlled 

laboratory settings, and the lack of firm grounding of 

evaluation studies. "Whether one is purporting to perform 

either research or evaluation, there is common ground. 

Both activities are dependent on information or evidence. 
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in order to reach a conclusion" (Yarger, p. 76). He goes 

on: 

. . . the importance of the evidence will focus 
on such things as the modalities used to gather 
information, the variables that are accounted for 
as one gathers the information, and finally, 
the ways in which the evidence will be used. 

Evidence comes in varying degrees of power. 
The powerfulness of the evidence dictates the 
inferential judgement that can be made as well 
as the degree of confidence one can have in that 
judgement. The validity of any inference made 
on the basis of evidence must be judged by the 
quality of the information (Yarger, p. 76) . 

Yarger then recommends a model for looking at the quality 

of evidence, which relies upon his fruity analogy: From 

rock through melon to mush. He suggests that much of the 

study of teacher behavior in field situations is in the 

category of 'melon', which is half-way up the scale, between 

the rock-hard evidence from laboratory studies of specific 

responses and the imprecise "mushy" information gathered 

by educators from large populations on which they base so 

many policy decision. 

Fleshing out his fruity primer for educational 

researchers, he compares the three degrees as follows: 

The rock-hard as generated from a methodology with a limited 

scope, with highly controlled variables, related to a 

limited content area, providing for small but more certain 

inferential leaps, but often not of use to decision makers 

because of the limited scope and has low field credibility 
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because the problems appear "insignificant". Complete 

control over the experimental situation is ideal. One 

finds the closest approximation of this in the physical 

sciences and in experimental psychology. 

"Melon"-like evidence is the quality usually produced 

by a competent researcher functioning in an environment 

over which the control of many factors is not possible, 

such as in social-psychological field research. "Educators 

with a field orientation would consider it scholarly, though 

there is recognition of its shortcomings" (Yarger, p. 78). 

It is labeled "Program Development" evidence, because it is 

the quality that educators use to make substantive pro¬ 

grammatic decisions. It has a less limited, more practical 

scope. There is control over some variables and not others; 

it has distinct methodological limitations vis-a-vis "good" 

research design and has higher credibility with the field 

because of the practical scope. It provides for risky, 

though not capricious inferences and although usable in the 

field, it is probably of too limited a scope for policy¬ 

makers . 

The third, "mushy" type, is described in the context 

of its intended use. It is labeled "Education Policy 

Decision" evidence, and at its loosest is described as 

follows: It attempts to deal with problems of large scope 

and must be generated with many uncontrolled and imperceived 
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variables. This type provides information that is easily 

understood and thus popular to the public, possesses many 

methodological weaknesses and provides for only the most 

risky inferential judgements. It is preferred by policy 

makers because it is easily understood and has little 

credibility with either field practitioners or educational 

researchers (Yarger, p. 79). 

Yarger's formulation is useful in our examination of 

approaches to research in education and practice in 

gerontology not because one can place any study in one neat 

category or another, but because it recalls to the mind the 

various criteria in terms of which one can usefully counsel 

the user of the evidence. In field research, it serves to 

remind one of the importance of utilizing as many controls 

as possible, while keeping in mind the hazards of inferential 

leaps from the evidence. With this in mind, we can look at 

some of the relevant research. 

Reflecting on the above consideration of research 

methodology, and the thoughts of Pottinger, Yarger, Barro, 

Storandt and Hickey, it seems appropriate to select a 

limited number of criteria to guide us in our look at 

research in competence-based education and competence-based 

gerontological education. Three central ideas seem 

appropriate: First, the overall design of the research. . . 

where does it fall on Yarger's continuum: Is it loosely- 

connected "policy" data (mush), somewhat controlled field 
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research (melon) or tighly designed experimental research 

(rock)? Second, does it purport to use that most valid of 

competence measures, job performance? Third, does the job 

performance measure involve evaluation of outcomes for the 

consumer, that is, the classroom student, or the client 

at the agency, or does it fall short of this, resting wholly 

on behaviors of the trainee as he/she works with the 

consumer? 

Why look at research in competence-based TEACHER 

education and other competence-based baccalaureate programs 

when the major focus is on gerontology? Simply put, the 

amount of research in secondary public education and other 

competence-based programs far outweighs the amount done to 

date in gerontology. The populations are greater and the 

extensive formal system creates a more favorable framework 

for carrying out research. Through this we can see 

theoretical issues dealt with and models created, the better 

with which to evaluate the limited efforts in research 

including competence-based gerontology programs. 

First, we will examine competence-based teacher 

education. 

In keeping with the principles stated here, research 

in CBTE ideally would, first, be conducted within the 

limits of well-designed field research in which an effort 

is made to control the most available of the many variables. 
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Considering the presence of both competence-based and 

non—competence—based programs, it would seem reasonable to 

expect a comparison of outcomes in these two teaching 

methodologies. Second, the evaluation should be based on 

job performance, rather than on observation of behaviors 

within academic simulations. Third, the outcome should be 

measured in terms of the effect on pupil behavior, as well 

as measures of teacher behavior. In this way the product 

(the effect on the consumer, i.e., the pupil) is evaluated. 

Research efforts to date fall short of meeting these 

three criteria with consistency. The evidence in educational 

field research is heavily program-descriptive and evaluation 

of outcomes rests on measures which provide less than optimal 

predictive utility. Changes in the teacher behavior itself, 

rather than changes in the pupils taught by the teachers is 

most frequently employed as evidence. Product measures 

were limited. 

Early recognition of this state of affairs is seen 

in a 1972 review article by Joel Burdin and Moira Mathieson. 

"The concept of performance-based teacher education (PBTE) 

is relatively new, and although there are a number of papers 

dealing with it, they consist mainly of opinions, 

discussions and descriptions. They report very little 

research on PBTE or its companion term of 'competency'" 

(p. 61). 
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The authors cite the shortcomings as noted a few 

years earlier by Hanushek: "it is surprising how little 

is actually known about the ways in which schools and 

teachers affect education. This largely results from a 

fixation on inputs to education, rather than on output" 

(Hanushek, 1970, p. 64). 

Burdin and Mathieson pull together a sample of 

research to indicate what has been done and to suggest 

needed detailed research in the future. Fifteen studies 

are reviewed, "reflecting serious attempts to clarify PBTE. 

Some conclusions recur several times, particularly that 

teacher education should be individualized and that intern¬ 

ships are among the most important aspects of preparing 

educational personnel" (Burdin and Mathieson, p. 61). 

Clegg and Ochoa report the implementationbytwenty 

specially selected trainees of a competence-based model, 

described as a "field-based program using predefined 

behavioral objectives and their accompanying performance 

criteria with an instructional program integrating theo¬ 

retical knowledge with practical experience" (Clegg and 

Ochoa, 1970, p. 12). Although a control group was not a 

part of the design, the researchers have provocative observa¬ 

tions to make concerning possible differential effects of 

competence-based and traditional programs. They note that 

performance—based programs may place additional demands 

on prospective teachers. Since a good deal of effort was 
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made to select candidates who appeared to have a greater 

probability of success in teaching, the fifteen percent 

attrition rate is seen as reflecting the added rigors and 

demands of the CBTE program over the traditional prepara¬ 

tion programs. In addition, the constraints of a CBTE 

program pose an insurmountable barrier for some individuals 

(Clegg and Ochoa) . It is interesting to note the parallels 

between this 1970 observation that PBTE is possibly tougher 

than traditional educational systems and Grant's 1979 

observations on CBE in other areas of education. Grant 

notes that rather than being minimalist—a "gut" program— 

the demands in the programs reviewed were great. "The 

dropout rate for competence-based programs seems high, 

perhaps because of the very demands they make on students 

. . ." (Grant, in Grant, et al, p. 12). 

Of the studies cited, most used teacher behavior— 

"input"—as evidence. A notable exception is seen in a 

1967 Kansas study. The measurement of output in terms of 

pupil behavior was employed in a study of Sandefur and 

others (1967). The research was also based on a design 

involving control groups, an improvement over many other 

purely descriptive studies. Sandefur et al focused on the 

differential effects on pupil behavior, among other things, 

of traditional lecture-based teacher education and a program 

which emphasized laboratory experiences coordinated with 
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theory. The lab—theory group of student teachers exhibited 

teaching behaviors rated to be more desirable by experts 

using the Classroom Observation Record. in addition, the 

pupils of both experimental (lab-theory) and control 

(traditional) groups were rated with the Classroom Observa¬ 

tion Record. The experimental group pupils were found to 

exhibit more desirable behavior. Other interesting effects 

were noted. Although the traditional program student 

received higher scores on the Professional Education section 

of the National Teachers Examination, the Lab-theory 

students produced more beneficial outcomes in pupil behavior. 

This highlights the importance of internship for teachers 

to enable them to produce beneficial outcomes for pupils, 

and the lack of relevance of certain teacher-certification 

measures used heretofore. 

A later research review was conducted by Stank, 

Bureau of Information Systems, in the Pennsylvania Depart¬ 

ment of Education. Stank conducted this review of CBTE in 

the Commonwealth of Pennsylvania in 1974. She found the 

research was for the most part not comparative between PBTE 

and non-PBTE, but rather that the 51 articles reporting 

research findings and analytic studies of teaching compe¬ 

tencies focus on analysis of content of PACBTE (competency- 

based teacher education in Pennsylvania). 

Forty-eight of the studies reviewed reported 

lists of teaching behaviors that have been 
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observed in classrooms, and are judged as good 
teaching behaviors. Many instruments and check¬ 
lists were cited as valid for use in evaluating 
teachers on the basis of these behaviors, but there 
was little or no valid research cited that shows 
which of the behaviors produce change in students 
(Stank, in Craig (ed.), 1974, p. 23). 

Stank reports that her review of research outside of 

the Commonwealth yields some information on student outcomes, 

but utilizes behavioral measures which say litrle about 

student achievement. Stank feels that it is change in 

achievement patterns which is the essence of significant 

modification for the pupil: 

A survey of educational journals over the past 
10 years produces a wealth of information on 
categorical classroom obsrvational systems. 
These systems focus on specific defined teacher 
behaviors, usually demonstrate high interrater 
reliability and can discriminate among teachers. 
There has been no attempt reported that relates 
the behaviors observed to student achievement. 
Certain teacher behaviors and student responses 
have arbitrarily been judged as more desirable 
than others on the basis of one theoretical 
construct or another (Stank, in Craig, p. 24). 

The status of research on teacher effectiveness up to 1971 

is indicated in Stank's citation of a review by Rosenshine. 

His observations paralleling those of Burdin and Mathieson, 

note that work has been done concerning student growth, 

but the number and extent of such studies is limited: 

At most, there are 70 correlational or experi¬ 
mental studies in which observed behaviors of 

teachers or students have been related to 
student growth. Almost all of these studies were 
reported in 1966 or thereafter; approximately 
one half were conducted by doctoral students who 
had limited resources and so had to use 15 teachers 
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or fewer in their samples. The number of in¬ 
structional behaviors which have been studied is 
limited and many of the activities which are of 
interest to educators and the public have not 
been studied to any large extent in situ 
(Rosenshine, as cited in Stank, p~24) . 

In response to these calls for more rigor in research 

in CBTE, a number of educators proposed models for research 

intended to guide future efforts. As Soar (Soar, in Dickson, 

1976) points out, when numbers of classes of variables and 

sets of relationships are involved, a model is helpful in 

organizing the thinking process. Not only did models re¬ 

design the procedures to include control groups and more 

relevant evidence, but the complexity of the material studied 

was incorporated in the design. Mitzel's earlier model, 

cited by Soar, suggests three classes of variables in working 

with the issue of teacher effectiveness: presage, process 

and product. 

Presage covers all the characteristics of the 
teacher before he or she enters the classroom, 
i.e., intelligence, age, sex, years of experience, 
degree status, gradute hours in education, etc., 
process variables referred to measures to the 
nature of the interaction that occurred between 
teacher and pupil within the classroom. . . such 
as emotional climate, permissiveness, disorder, task 
orientation, etc., and product measures, which 
were outcome measures for pupils, such as increase 
in reading or arithmetic skill, growth in positive¬ 
ness of self-concept, a more favorable attitude 

toward school, etc. (Soar, p. 7). 

Although this model has been serviceable. Soar points 

out that extensions of this basic formula are useful in 

representing "more of the complexity of the classes of 
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variables which impinge on the training and performance of 

the teacher and the behavior and outcomes of the pupils in 

the classroom (Soar, p. 9). Soar and D. M. Medley col¬ 

laborated on a model to incorporate these complexities which 

became the basis for planning the study of the teacher 

education program at the University of Toledo. The design 

incorporates comparison of CBTE (in the parochial schools) 

and non-CBTE (at the public schools) approaches, as well as 

information on the relationships of teacher behavior to two 

aspects of pupil behavior: pupil participation and pupil 

performance (as measured on criterion instruments) (Wiersma, 

Mutterer, Jurs, Dunn, Cohen and Gibney, 1976). A dia¬ 

grammatic presentation of this model appears in Appendix C. 

A second model was devised by Dr. Peggy Stank of the 

Pennsylvania Department of Education (Stank, 1974). This 

incorporates both comparisons between CBTE (PBTE) and non- 

CBTE (non-PBTE) programs as well as measurements of student 

outcomes. 

Another sample of the models developed in this time 

period is seen in the work supported by the Georgia State 

Department of Education. Georgia has been one of the 

leading states in committment to competency-based teacher 

education. In this instance, a model was designed and later 

reports indicate the successful application of this model. 

Prepared as a guide for inservice training for 
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building level administrators, this design includes 

processes and procedures used to identify school admini¬ 

strator's functional responsibilities, the corresponding 

competencies and the performance criteria stated as ob- 

servable outcomes. The approach was labeled ROME or results 

oriented management in education (Georgia State Department 

of Education, 1974). 

A subsequent application of the ROME model in a field 

test at Valdosta State College, Valdosta, Georgia, is 

reported in 1976 by Joseph Licata (Licata, 1976). 

New elements of comparison were introduced in this 

application. The design employed the Georgia Principal's 

Assessment System for pre, post and control group comparisons 

which led to the following conclusions: An internal assess¬ 

ment suggested that principals preferred the ROME training 

to traditional programs and found that ROME training was 

more closely related to on-the-job performance than tradi¬ 

tional programs. External evaluators using the same 

instrument concluded that the competence-based program led 

to differential improvement in the perception of the work 

environment, especially by teachers closely involved with 

the administrator working in the ROME program. 

A similar project was undertaken by Southern Illinois 

University at Carbondale to prepare vocational directors in 

Illinois. This project, however, lacked the useful com- 
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parisons of the Valdosta study. The study specified 159 

administrative and leadership competencies which were 

acquired by the 10 program participants under the super¬ 

vision of a local coordinating administrator and in fact 

did develop 10 employable occupational educators and prepared 

them to meet Illinois level one supervisory certification 

(Southern Illinois University at Carbondale, 1975). 

A 1981 review of the material entered into the ERIC 

file suggests that the number of descriptive and model- 

design reports far outweigh the well-controlled studies. 

As one of the researchers involved in the 1973-1975 surge 

of model-design efforts remarked, the models were generated 

enthusiastically, were attractive on paper, but once the 

funding supporting the research dwindled, the zeal for 

implementation of the models faded noticably (Stank, 1981). 

Another useful formulation has been proposed which 

makes the distinction between program evaluation activity 

and "program validation" activity. Medley (as cited in 

Soar) suggests that the term "program evaluation" be applied 

to the relationship between teacher selection and training 

and student teacher behaviors; and to restrict the term 

"program validation" to relations between student teacher 

behaviors and pupil behaviors or pupil outcomes. That is, 

program evaluation is the test of whether student teachers 

complete the program equipped with the knowledge and skills 

which the program intended, based on other teachers1 ratings 
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of teacher behaviors in classroom settings, whereas program 

validation answers the question of whether the knowledge 

and skills the student teacher has learned make any 

difference in pupil outcomes (Soar, 1976). 

Research in Competency~Based Education other than 
Teacher Education 

The approach to research on CBE effectiveness outside 

the bounds of teacher education is of a different nature 

than that in CBTE. The research has been less formally 

structured and rigorous. When one considers the differences 

in the conditions between CBTE and CBE generally, possible 

contributing factors become clear. In CBTE, one is dealing 

with a trainee population who may be viewed as somewhat more 

homogeneous than the population served by CBE outside of 

teacher education in the primary grades. CBE post-secondary 

programs exist in disciplines as far apart as nursing, 

liberal arts music education and human services. The student 

population is a diverse one, and the programs are compara¬ 

tively few. In addition to diversity of population, the 

sheer numbers available for subjects in a projected study 

varies widely. When one compares all of the teachers in 

the state of Pennsylvania, for example, in an in-service 

study, with all the students registered in the scattering 

of non-teacher CBE programs, the comparisons are of thousands 

to a few hundred. The major recent study conducted with the 

support of the Fund for the Improvement of Secondary 
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Education (Grant, et al, 1979) sampled nine programs, and 

reported on five. The student bodies of these five programs 

numbered in the hundreds. 

A second factor which readily differentiates the 

challenge of measuring the effects of CBE from CBTE is the 

access to sensible outcome measures. As noted by Stank, 

the most meaningful measure of the success of CBTE is change 

in pupil achievement. These clients, the pupils, are 

captive and thus accessible. The measures of the success 

of CBE in non—teaching fields are much more complex. 

Theoretically, one might measure the impact of the flute¬ 

playing of a Florida state student on a listener, and the 

effect of nursing competence on a patient who receives the 

services of a Mt. Hood graduate, but it is more difficult. 

A client measure is involved in the College for Human 

Services design, although accounts of the difficulty of its 

application draws attention to the difficulty of this in¬ 

strument. Measurement of outcomes in most of the programs 

is moved one step back from the final recipient of the 

service. Assessment measures are designed to report the 

performance of the student, not his or her effect on the 

client. 

Validity of assessment measures is a continuing 

problem which plagues competence-based, as well as other 

professional preparation programs. As Grant points out, 

the closer the measure is to the "performance on-the-job, 
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the more valid it is in predicting future job performance" 

(Grant and Kohli, 1979). As with many of the teacher- 

preparation programs, measures used in CBE are sometimes 

ratings of job-related behaviors in that field; for example, 

in the Seattle Central Community College day care program, 

evaluators assess students who are working directly with 

children. On the other hand, as the service clientele for 

many of the other programs are not neatly confined, captive 

audiences on whom to practice, simulation techniques are 

employed far more frequently. These provide clever approxi¬ 

mations of the real life situations. At Antioch, a court¬ 

room is set up in the school, and actors play clients; at 

Mt. Hood, a simulated hospital wing is set up for the 

students to use in demonstration. Again, however, the 

measures which are used are judgements on the part of 

"experts" with rating scales with sometimes questionable 

validity for predicting eventual successful application on 

the job. As teacher experts had devised rating scales for 

"good teacher", experts from other fields rate "good 

practitioner". Whether or not success in these tests 

correlates with success in a job further down the lines is 

a question. 

Looking at research in CBE from the broadest possible 

perspective, one can see chat it simply is at a diiferent 

of maturity than that conducted in CBTE. From an internal 
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point of view, educators working within the programs are 

at the stage of program development, and although internal 

evaluation measures may be designed, the development has 

not reached the point of differential comparisons with non- 

CBE programs. CBE pioneers are spending much energy on 

program implementation and political concerns, and may be 

understandably envious of PACBTE, where competence-based 

teacher education is mandated, commonwealth-wide. Research 

from an internal point of view is at the ©valuation level. 

Rock-hard study gives way to melon-like evaluation research. 

The difficulty in maintaining a classic research 

design is noted by Schalock and Girod (1975). Although 

competence-based education, because of its empirical 

orientation (behaviorally described competencies) holds 

great promise for the future of educational research, 

difficulties hamper it. 

Competence measures of a quality that permits 
them to be used in research, for example, are 
costly and difficult to obtain. Controlling 
for sources of unwanted variation through use of 
experimental and control groups places constraints 
on program operators that are often frustrating 

if not intolerable (p. 21). 

From without, research in CBE is also at the evalua¬ 

tion stage. Methodology rests for the most part in the 

case-study vein. Inter-program comparisons are at best 

difficult, plagued by the great diversity in objectives, 

subjects and design. The FIPSE study provides us with a 
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great deal to think about, and serves as a guide to various 

aspects of program design and evaluation, but information 

regarding the effectiveness of the outcomes of CBE will be 

some time in the coming, and will be dependent upon the 

increase in scope and maturity of the programs now in their 

infancy. 

Reflecting on his experience in the three-year FIPSE- 

sponsored evaluation of CBE, Gerald Grant suggests that the 

going may be very rough: 

Whether these additional efforts (CBE) actually 
lead to a net increase of societal competence 
remains an open question. . . we have yet seen no 
clear evidence that students who complete the 
programs are in fact more competent or employable 
than similar students from traditional programs. 
The data are just not available to make such 
comparisons, and they may never be (Grant, 1979, 
pp. 11-12). 

Competence-based gerontology programs 

A review of the literature indicates that the quantity 

of information available on competence-based undergraduate 

programs in gerontology is even smaller than the amount of 

information available on non-teacher CBE. Planners for a 

symposium on competence—based education in aging services 

at the 1981 AGHE meetings were able to identify no more 

than half a dozen programs as potential participants. 

Representatives of four of these programs reported in the 

annual meeting. Access to another project report is avail¬ 

able through a dissertation issued through Columbia Univer- 
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sity.* To preface this review, it may be noted again that 

these efforts are undergraduate education programs which 

involve, to some degree, field (job) experience. No follow¬ 

up studies of graduate job performance are included. The 

data from these programs are compared with our criteria 

as follows: 

The four programs reported, in varying degrees of 

completeness, at the AGHE meetings in 1981 are considered 

as a group. 

In a Symposium on Competency-Based Education for 

Tomorrow's Practitioners in Aging Services, representatives 

of CBE programs at the Associate (Elgin Community College), 

Baccalaureate (California State University, Chico, Madonna 

College, and University of Massachusetts at Amherst) and 

masters degree levels (Syracuse University) shared informa¬ 

tion and materials reflecting their applications of the CBE 

model. The first four, or undergraduate programs are 

considered here. 

First, we consider the criterion concerning the over¬ 

all design of the research. These programs were in re- 

*Examination of "A Bibliography of Doctoral Disserta 

tions on Aging from American Institutions of Higher 
Learning, 1978-80" Journal of Gerontology, Vol. #4, p. 
496-514, July 1981, reports on approximately 450 titles, of 
which 11 address professional education, and of these, one 

addresses competence-based programs. Diss:, 
Gerontology in Higher Education: A Competency Based Modu 
Curriculum with Field Tested Evaluations, Tepper, Lynn 
Marsha, Columbia Univ., Teachers College, 1980. This paper 

was not relevant to the present topic. 
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latively early stages of development, and the occasion was 

one of sharing progress made to date, as well as considera¬ 

tion of the issues of competence definition, curriculum 

design, student assessment and program evaluation. The 

information was at the program descriptive level, and as 

such, is not considered to be reporting "research". The 

evaluation methods are of interest, however. Through 

review of material presented at this session and careful 

study of other materials descriptive of the programs, it is 

possible to shed some light on our second and third 

concerns. 

Second, we examine the measure of competence. One 

program used "traditional measures" (examinations, papers, 

class participation, etc.) only, two used these measures 

combined with on-the-job performance, and one used simulations. 

Elgin Community College, Elgin, Illinois, offers an 

Associates Degree program and a Certificate program in aging 

and mental health for gerontology paraprofessionals. 

Existing courses and newly-designed modules constitute the 

curriculum. Competencies were formulated, existing courses 

matched to competencies, and need for new courses identified. 

Traditional measures of student performance were used for 

assessment (David and Ehrenpreis, 1979). An awareness of the 

need to more clearly define competence measures and to 

relate the program to the world of work was reflected in 

Davis and Ehrenpreis' enumeration of "future tasks, step #10 
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in the competency program design process. These steps 

included: a) clearly define indicators (standards) of 

"adequate" performance for each competency, b) provide 

follow-up on trainee performance in field experience and 

on the—job, and c) evaluate the impact of training on service 

delivery. Measuring competence through evaluation of intern 

and graduate job performance is not a current part of this 

program, but may become a part of the evaluation scheme, 

according to present projections. 

Two programs. Madonna College and University of 

Massachusetts at Amherst, are in the process of competency- 

basing, and part of the curriculum relies upon traditional 

course structures with traditional measures, while part 

(field placement) relies upon on-the-job measures of intern 

performance. 

Madonna College offers a 30 credit hour Aging and 

Mental Health Certificate Program, comprised of traditional 

course material and a 15 week field experience. Although 

every course has defined course objectives, the objectives 

are not drawn in such a way that they could be considered 

"competencies". Traditional performance evaluation, in the 

form of reports, papers, examinations, journal reviews, case 

studies and oral class contributions are utilized (Harmon, 

1981). The undergraduate student field experience, on the 

other hand, utilizes descriptions of student behavior which 
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would indicate the attainment of a competence: With regard 

to the competency of "establish(ing) positive and objective 

working relationships with clients," the student is rated on 

Gathers sufficient facts before assessing a situation" and 

"looks for explanations of behavior rather than makes 

judgements", among 14 behaviors itemized. On-the-job per¬ 

formance of interns is one criterion of competence at 

Madonna. 

The University of Massachusetts at Amherst, as noted 

earlier in this dissertation, offers a Human Development 

Major with Concentration in Gerontology, comprised of course 

work and a 15 week field placement. The course work is 

competence-based in varying degrees. Course goals are stated 

in a competence-framework, but much of the evaluation still 

rests on traditional measures (Whitaker, 1981). The field 

experience is competence-based, with "checklists" of student 

behaviors which are utilized in making a rating regarding 

attainment of competence. For example: the Interviewing 

competency includes components of "Identifying oneself in a 

way that makes sense to the client", "establishing rapport , 

"being realistic about the boundaries of the relationship" 

among nine behaviors itemized. These behaviors are rated 

from an audio tape of an actual client interview, or rated 

by supervisor observation (Whitaker, 1981). Intern job per 

formance is one criterion of competence at UMA. 
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California State University at Chico offers a 

baccalaureate level competence-based program for geronto¬ 

logical practitioners. Competencies were identified, and 

coursework was designed, restructured or deleted to prepare 

students to attain the competencies. Evaluation of the 10 

competencies was accomplished through student demonstration 

of skill and knowledge through participation in five class-^ 

room-based "scenarios", evaluated by faculty. For example, 

a scenario of "Interaction with a confused elder to define 

a need and select and adapt appropriate solution strategies" 

would be rated on the presence or lack of competence in, 

for example, "helping individuals and small groups to meet 

their needs", "communication", "problem solving", and 

"sensitivity/awareness" (Fretwell, 1981). Evaluation of 

competence does not rely on on-the-job measures at Chico 

State. 

Third, we consider whether the job performance measure 

involves evaluation of outcomes for the consumer (client or 

pupil) , or whether it rests wholly on the behaviors of the 

intern. 

This question is relevant for the Madonna College and 

UMA programs. Changes in the client (the product) are 

addressed to some degree in both programs. The kind of 

evidence used is not, however, direct evidence. Impact on 

the client is not evaluated by asking the client whether or 
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not needs have been met, or by testing for changes in the 

psychological state of the client, but rather are gathered 

from indirect sources, such as the judgement of the super¬ 

visor, and are inferential judgements. For example, at 

Madonna, the supervisor rates the student in terms of whether 

or not he/she "assists/supports the client in taking the 

appropriate steps to meet client needs". At UMA, the super¬ 

visor rates the student on whether or not he/she "maintains 

rapport in interview". Changes in the client behavior is 

not indicated by an objective measure of change, but is made 

by implication from the process used by the intern, or by 

indirect measure, involving supervisor judgement of many 

clients and their behaviors. The analogy with teacher 

education describes the content of the evaluation as that 

of change in teacher behavior, rather than greater or lesser 

pupil attainment. 

In summary, the four competence-based gerontology 

programs were reporting in a descriptive fashion, not con¬ 

ducting research. The evaluation systems were of interest, 

however, and two out of the four used intern job performance 

to some degree in competence evaluation. The evidence used 

to support competence attainment was not direct product 

evidence (changes in the client) as measured objectively, 

but were process ratings of student (intern) behaviors, with 

some indirect evidence (supervisor judgements) suggesting 
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inferences about client changes. Further, these efforts 

addressed student (intern) competencies rather than graduate 

(true on-the-job) competence. The question is: Does the 

superior trainee become the superior employee following 

the end of training? 

A fifth program in competence-based gerontological 

education merits description. Presented at the AGHE 1981 

meetings, but in a separate session, the program at Eastern 

Washington University was presented by Juan J. Paz. 

The central course, "Specialized Methods in Working 

with the Aged" is described. The intent of the course is 

to "give the student a knowledge base of specialized methods 

and techniques of working with the elderly. The student 

will then develop a treatment plan which will include 

specific multidisciplinary recommendations where appropriate" 

(Paz, p. 360). 

The course objectives are grouped into four units: 

casework techniques, mental health, rehabilitative services 

and sociocultural assessment. 

As the course objectives are highly behavioral 

(performance oriented) in nature, the objectives are listed 

in full: 

Unit I - Casework techniques 

Upon completion of Unit I, the student will be able 

to: 

n 
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1. Enter (sic) an elderly client in a working 

relationship using instructor-selected guidelines. 

2. Conduct an intake interview, using instructor- 
selected guidelines, with an elderly client. 

3. Conduct a follow-up visit (working on tasks) 
with an elderly person, using instructor-selected 
guidelines. 

4. Explain the termination phase of working with the 
elderly clients. 

Unit II - Mental Health 

Upon completion of Unit II, the student will be able 

to: 

1. Define Reality Therapy, reminiscence and 
reassurance. 

2. Identify the most common benefits of reminiscence. 

3. List techniques of engaging the elderly in 
reminiscence: 
a. listening effectively to the elderly; 
b. accepting differences in elderly value systems. 

4. Identify a minimum of three (3) situations where 
emotional support to clients regarding death and 

dying is needed. 

Unit III - Rehabilitative Services 

Upon completion of Unit III, the student will be able 

to: 

1. Define occupational therapy and physical therapy 
as part of the rehabilitative process. 

2. Identify the occupational and physical rehabilita¬ 

tion need of an aged person. 

3. Coordinate resources and develop a rehabilitation 

plan. 

4. Assess the benefits of physical activity for the 

elderly, using instructor guidelines. 
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5. Promote creativity in the elderly as a basic 

technique in art therapy. 

Unit IV - Sociolcultural Assessment 

Upon completion of Unit IV, the student will be able 

to: 

1. Identify, for assessment purposes, a minimum of 

three (3) characteristics each of 

a. a bilingual client 

b. a bicultural client 

c. an assimilated client 

2. Assess, using instructor guidelines, a client's 

self-worth and self-esteem based on cultural 

influences. 

3. Describe the most common effects of racism on 

elderly individuals. 

As the evaluation of student performance is crucial, the 

procedures are cited here: 

Evaluation: 

A. Examinations 

B. Learning Activities 

1. Term paper 

2. The student will conduct a two-day chronology of 

an elderly person's lifestyle. 

3. The students will do 
a. an oral presentation to the class on an 

explanation of a case. 

b. a panel discussion on an issue related to 

aging. 

A number of observations can be made: The course 

objectives include listings of job components, such as 

"enter (sic) an elderly client in a working relationship 

using instructor guidelines". This is clearly a job- 



106 

performance skill, similar to the field work skills at 

Madonna and UMA. At least six specific skills are listed 

among the objectives. Yet, when one looks at the student 

evaluation criteria, there is an exam, a term paper, and 

two "learning activities" which are behavioral in nature. 

fi^st is to conduct a two-day chronology of an elderly 

person s lifestyle. In what way is this connected to the 

skills listed as objectives? Onev/may guess that this is a 

behavior from which one may infer that the student completed 

at least part of the "casework techniques" unit. The second 

states that the students will do an oral presentation to 

the class on an explanation of a case (as well as participate 

in a panel discussion) . Yet one wonders how material from 

the six specific skills listed as objectives are to be 

evaluated through this exercise. Some insight into this 

orientation is gained through Paz's earlier remarks in which 

he identifies the necessary components of a learning outcome 

as "the unambiguous and observable product of an action." 

The chronology and the case presentation are products of 

an action, but how each competency correlates with these 

evaluation measures is not sufficiently articulated to under¬ 

stand how it happens. 

Again, it appears that we have job skills cited as a 

course objective, but student evaluation rests on behaviors 

which are at least one step removed from the real work 
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action. The course objectives—the four units of 

competencies--are impressive and heavily job—related, the 

student may well be getting a very rich experience. The 

evaluation measures, however, do not relate systematically 

to the competencies, so it is difficult to see whether or 

not the competencies have been acquired. 

To summarize Eastern Washington University's status 

with regard to our three criteria: First, the work is 

program descriptive, not research. Second, the competencies 

are measured in a combination of traditional and work- 

product measures. It is difficult to say that on-the-job 

performance is measured, because the work is reflected in 

reports given to the class, rather than by on-site observa¬ 

tion by evaluators. Third, the job performance measure 

fails to adequately involve evaluation of outcomes for the 

consumer, and rests heavily on the behaviors of the trainee. 

As with Madonna and UMA programs, there is reference to 

intended goals for the client (enter an elderly client in a 

working relationship; promote creativity in the elderly; 

develop a rehabilitation plan), but as in the othen programs, 

there is not direct assessment of change in the client. 

The measure is process, not product, related. 

Product measures in service agency research: 

Are they practical and/or ethical? 

The issue of process versus product measures in 

educational research models merits deeper consideration. 
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There are a number of reasons why inclusion of a product 

measure should be a part of the research design, but there 

a number of other compelling reasons why, when one 

considers the reality of the service agency setting, product 

measures are inappropriate. 

The pressure for accountability and the "consumerism" 

of the 60's and 70's brought to the attention of program 

planners the necessity of using the outcome for the client 

as a criterion of service program success. The experts were 

being asked to listen to the client, i.e., the consumer. The 

community mental health movement was based on the input from 

community boards, and program directors were answerable to 

these consumer groups. Spiro Agnew's unfortunate remark 

regarding the necessity of the "patient listening to the 

doctor" instead of the reverse, led to a cry of outrage in 

the community health movement. Right-to-refuse-treatment 

cases became an issue. If the client didn't want the 

treatment, did or did not the client have the right to 

refuse it? As competency-based movements spread from general 

education into service education, this "accountability to the 

client" gained more attention. Defining appropriate areas 

for input into the competence-formulation process, Bailey 

Jackson, Human Services Program, UMA stressed the importance 

of including direct client input, as well as community-agency 

and university input (Jackson, 1980). Susan King includes 
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client responses to questionnaire" as useful information 

appropriate for defining program objectives (King, in Grant, 

et al, 1979). Consumer input became a factor in evaluation 

as well as planning. The extent of this movement is so 

widespread as to defy documentation in a limited space. 

Suffice it to say, as Pottinger has, that we must move away 

from "proxies" of product evaluation, and look at the > 

product itself (Pottinger, in Pottinger, et al) . 

Education research models may include direct client 

change measures, such as increase in pupils' ability to read 

or write, in their evaluation of the outcomes of teacher 

training. The Medley-Soar-Toledo model includes such a 

measure in the design of the comprehensive Toledo study of 

competence-based education (Soar, 1975). The bulk of 

research carried out in competence-based education, however, 

falls far short of this goal. As Stank points out, most 

designs continue to use process (teacher behavior) measures, 

rather than product (pupil change) measures (Stank, 1974). 

Palardy and Eisle (as cited in King, in Corant, et al, 

1979) refer to the most serious problem, of which this 

reluctance to engage in "product" measures may be seen as 

part. The problem is that of "atrophy", or the tendency of 

program objectives (or research measures) to become re¬ 

stricted to those that are most easily measured. King cites 

an example in competence-based teacher education in which 
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atrophy may bring a program to "stress proficiency in develop 

ing audiovisual aids rather than skill in communicating 

successfully with children a skill more complex and 

difficult to assess. . . the poor state of the art of 

measurement, especially in affective areas, accentuates this 

danger. . . " (King, 1979, p. 496). 

With regard to evaluating product outcomes (client 

change) in a work setting for gerontology graduates, it is 

important to realize that the multiplicity of intervening 

variables makes such an evaluation somewhat impractical. 

Efforts to measure the impact of the student's job per¬ 

formance on any one aspect of the client's behavior must 

first include ways to control other influences on that 

aspect of client behavior. If one wishes to assess whether 

or not the helping relationship has brought about a 

relatively permanent change in attitude, one must first 

rule out the potentially attitude-changing influences from 

the home such as, change in the client's personal relation¬ 

ships, job situation, etc. Complexities begin to build 

when one considers the reciprocal influence of client and 

student behaviors. 

In evaluating the reasonableness of attempting a 

product measure in a work setting for gerontology graduates 

one might look at another issue: the availability of data. 

From a practical point of view, is the system within which 
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the graduate works structured such that direct client-change 

information is provided by the system as a regular part of 

the client—agency relationship? In primary and secondary 

educational systems, the application of pupil performance 

measures are routine. Information on pupil progress comes 

with every test and report card. It seems reasonable to 

expect that pupil outcome measures be a part of research in 

teacher effectiveness. On the other hand, client evaluation, 

in terms of direct measures of client change, is not a 

regular part of the types of service agencies in which UMA 

gerontology graduates obtain jobs. Tests of psychological 

and physical change are not a part of the client-agency 

relationship in case-management situations. Provision of 

service, on the other hand, is measured routinely and 

directly. Units of service delivery are counted carefully. 

The impact on the client may be made inferentially but not 

directly. The language frequently used by social service 

personnel reflects this situation. One says that the 

client "seems better, seems happier". One seldom has the 

data to back up the statement that the client "is better". 

To summarize, a review of research in competence-ba»ed 

education (teacher, non-teacher and gerontological) indicates 

that although attractive research models have been created, 

much of the work reported to date can be described as program 

evaluation or description, not well-controlled research. In 
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addition, although viewed by many as desirable, product 

measures are not utilized; greater attention is given to 

process measures. Within the field research attempted by 

UMA, the use of product measures defined as client changes 

is seen as inappropriate. A review of the literature 

yields no follow-up studies of job performance of graduates. 

The UMA research design: a view from the 
perspective of other models 

A research model is helpful in organizing one's 

thinking when the situation to be structured deals with 

numbers of variables and relationships (Soar, 1976). One 

needs also to keep in mind in this discussion the essential 

elements of the task we set for ourselves. This will help 

to make better sense out of the consideration of various 

models. Briefly described, at UMA we set out to evaluate 

program outcomes by measuring the on-the-job performance 

of our gerontology graduates against the job performance 

of graduates of other programs. "Job performance" was 

evaluated by agency supervisors responsible for judging the 

adequacy of the employees under their direction. 

The model employed in our research was the classic 

control-group model. We attempted to control for variables 

which might confound the influence of the program-difference 

variable in affecting job performance. We establish a match 

with agency workers for age, sex, years of education, agency 
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supervisor and length of service at the agency. 

The definition of job performance which was adopted 

by the UMA project was that which the agencies themselves 

used to rate employees in routine evaluations, slightly 

modified to increase comparability across agencies. The 

seven generic elements and their descriptions are as follows: 

1. quantity of work: amount of work accomplished 

2. quality of work: accuracy and thoroughness of 
work 

3. personal relationships: ability to relate to 
others in a courteous, cooperative, tactful 
and harmonious way 

4. work habits: attendance, punctuality, depend¬ 
ability 

5. learning ability: adaptability, ability to 
understand and follow instructions 

6. attitude toward supervision: attitude toward 
constructive criticism and respect for chain 

of command. 

7. job knowledge and skills: basic skills and 
knowledge necessary to perform job. 

Examination of the UMA seven generic dimensions of 

job performance leads to the question of whether they are 

valid "process variables" in Mitzel's sense. With regard to 

teacher effectiveness, he speaks of the nature of the inter 

action that occurred between the teacher and pupils within 

the classroom such as emotional climate, permissiveness, 

task orientation, etc. The measures which UMA employed 

(quantity of work, quality of work, etc.) may not be 
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significantly related to ultimate product measures (client 

changes). Although we tend to accept as given that high job 

ratings correlate with positive client changes (the agency 

policy supports this idea), the design guarantees no in¬ 

formation to support such a conclusion. We have information 

on completion of tasks vis a vis the client, referred to 

indirectly, but we have no information on changes in the 

clients themselves, in any direct sense. It is interesting 

to note the content of the rating scale, and its possible 

relation to systems-maintenance factors. We know that 

workers are valued for their systems-sustaining behaviors as 

well as for their client service. We see also that high 

productivity is valued, as is accuracy, attendance, 

punctuality, dependability and harmonious relationships with 

other staff members. 

Impact on clients is addressed in a few of the rating 

scales, for the most part in the supporting commentary 

written out by supervisors which supplements the numerical 

data. There is insufficient material relating to impact on 

clients, however, for us to draw any real conclusions re¬ 

garding this issue. We simply lack sufficient information 

regarding both impact on clients (product) and the per¬ 

formance of uniquely client-related activities (process). 

We were satisfied with this limited measure because^ . 

it told us at least part of what we wanted to know. Had we 
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designed a scale of our own, including all the richness of 

"gerontological training" it would not have told us that 

crucial thing: how did the agency itself view the student? 

We sought real world purity, that is, the agency 

measure by which hiring and hiring decisions are made. We 

are not interested in another form of "proxy" judgement, as 

Pottinger would put it. . . another representation of the 

diploma, in the form of an academically-designed rating 

scale. Impressed with the literature concerning the lack of 

predictive validity of any such measures emanating from 

academia, we were eager to measure our program with the 

ultimate litmus-test, the in-house measure of job performance 

success as the agency defined it. 

The limitations in our expectations went yet another 

step. We realized that the measure would probably tell us 

not why the students from one program were better than 

another, but we wished to take the first step, and to see if_ 

there was, indeed, any difference. 

Mitzel's model helped to guide teacher-effectiveness 

resarch. Setting aside Mitzel's model, the introduction of 

another more complex model sheds light on the issues re¬ 

garding multiplicity of variables in the unit design. This 

extension of Mitzel's model was developed by Medley (1974), 

in an effort to represent more of the complexity of the 

classes of variables which impinge in the training and per- 
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formance of the teacher, and the behavior and the outcomes 

of pupils in the classroom (Soar, 1976). The revision has 

served as the basis of the very extensive and ambitious 

project involving evaluation of teacher education in Toledo, 

which is still ongoing (Dickson, 1979). A major revision in 

the model involves the inclusion of "moderating variables". 

As Soar notes, "the model suggests a reason why the older 

presage-product studies may have so rarely produced meaning¬ 

ful results. . . namely, that there are three intervening 

complexes of influence which moderate the effect of teacher 

entry characteristics on pupil outcomes" (See diagram, 

Appendix C, Part I). The three are a) school characteristics, 

b) home, community characteristics and c) pupil character¬ 

istics, personal, demographic. As noted above, it is useful 

to think about the UMA design in terms of these inter¬ 

vening complexes of influence. School characteristics are 

seen as influential in affecting teacher behavior. Agency 

characteristics are certainly influential in affecting 

worker behavior. Control for this variable was not possible 

such that we could reduce its impact in comparisons across 

all agencies. We could not be sure that the work performance 

of one worker would not have been better in the setting of 

another agency. Agencies, like schools, have their work 

styles", which differ from other agencies. Soar refers to 

the preliminary findings in the Toledo study which show 
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School effect" to be relatively strong. . . that is, that 

teaching behavior within schools is more homogeneous than 

across schools. Such an influence was probably at work in 

our study, as well. Comparisons of workers within the 

same agency were, of course, not confounded by this influence. 

Although one might quickly add that one worker will work 

better under Supervisor A than Supervisor B, and in Agency 

A than in Agency B, the fact of life is that, once placed 

in a particular setting, the significant information is how 

well or poorly did the worker do within that setting. 

Other intervening complexes of influence include home 

and community characteristics which, in turn, influence the 

pupil characteristics. Although the UMA study did not 

measure client behavior, certainly the characteristics of the 

client influenced the degree to which the worker was able to 

work effectively. Socioeconomic status, age, sex and race 

have certainly been identified as influences affecting 

worker-client relationships. This is another factor for 

which we had no control. It was interesting to note in the 

commentary that at times the supervisor was aware of the 

impact of these differences upon the worker. There was no 

systematic way, however, to take into account the impact 

of these differences. 

With all of these considerations in mind, it is 

appropriate to proceed to examine the methodology of the UMA 
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study of job performance of graduates. 

Methodology 

The methodology of this study is summarized as 

follows: Eight recent graduates of the UMA HD/Ger four year 

baccalaureate program were compared in their work per¬ 

formance after four months on the job with eight control 

subjects who had graduated from other four year programs. 

The experimental and control subjects were matched in age, 

sex, length of time at the agency, had the same job 

classification and experienced the same supervisor. The 

agency group consisted of three home care corporations, 

two public geriatric day care centers, one hospital and one 

nursing home. Work performance was measured by the in- 

house standard evaluation form somewhat modified to permit 

quantifcation. Experimental and control subjects were 

rated on seven dimensions of job performance using five- 

point rating scales. In addition, essay responses on each 

dimension were analyzed. Comparisons were made between 

experimental and control subjects within each agency, and 

between the whole group of experimental and control subjects. 

Henceforth, experimental subjects will be referred to as the 

graduates and control subjects as the controls. 

Sample 

The population from which the sample was drawn was 
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ths total population of nine interns of the spring, 1980 

semester. One intern was a junior and therefore was excluded 

from the sample; of the eight seniors, one went to graduate 

school. The remaining seven are part of the sample. They 

all obtained elder services jobs in the local area. In 

order to extent the sample, one graduate was included who 

had interned in the summer and who had also found a position 

in aging locally. There were seven women and one man. They 

ranged in age from 20 to 45. Seven of the graduates ranged 

in age from 20 to 32; the other was 45. 

Selection of controls for the graduates required 

overcoming a number of obstacles created by differential 

agency staffing patterns, small agency staffs and great 

variability in the requirements for a specific job classifica 

tion. 

Finding a match for the graduates proved to be 

difficult. In two cases, the graduates were given roles 

for which there was no match in the agency. One young 

woman was the first social worker ever employed in her 

setting. The agency had created the job for her. Another 

graduate had been given a position on a therapy team in a 

setting in which virtually all the other staff had masters 

degrees or had had psychiatric nursing training. Matches 

were found by resorting to a parallel setting, in one 

instance, and by stretching the education match m the other 
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Control matches were found for the other graduates within 

their settings with these considerations: With regard to 

duration of service, the UMA graduates had been at their 

agencies for four or more months. Most had been at the 

setting for a year. The controls were selected from among 

those who had been at the setting for four or more months, 

but no longer than two and a half years. A period of four 

months was selected as the period of evaluation at which 

graduates and controls were rated for the purpose of this 

study. The probationary period for new employees is 

generally set at three or four months. After a probationary- 

period evaluation, employees are released or take the status 

of full-fledged workers. The project staff accepted this 

agency standard. Although early in the design of the 

evaluation procedure, one year was viewed as a desirable 

time cut-off, it was later rejected. An attempt to match 

program graduates with controls after one year of agency 

experience was found to be impractical. The duration of 

employment of our graduates varied from this figure; in 

addition, it was impossible to find such close matches. 

Investigation of the logic of the "probationary period', 

plus the difficulties in using one year as the criterion 

led the project to select the present procedure. 

With regard to age, an attempt was made to match 

project graduates and controls, given the relationship of 
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prior work experience to age. Exact age match was precluded 

by the limited number of employees in the agencies. There- 

fore, expeiimental graduates in their 20s were considered 

matched if their controls were also in their 20s. The 45 

year old graduate was matched with a middle aged control. 

Years of education were matched. The project strove 

to find controls who had recently earned bachelors' degrees. 

If that match was not possible, number of years of educa¬ 

tion, as well as years elapsed since most recent education, 

were taken as criteria. 

Gender was matched, as was presence within the same 

supervisory group. Supervisory matching was needed in order 

to reduce inevitable bias in ratings, as well as to control 

for differentials in the teaching that occurs across 

supervisory relationships. 

Procedure 

The agencies within which project graduates worked 

were identified. Each agency was contacted, the nature of 

the study described and their cooperation solicited (See 

Appendix C). Written permission was obtained from graduates 

(See Appendix C). The help requested of the agency included 

their selection of a control subject in accord with the 

stated criteria, their submission to the project of standard 

in-house evaluation forms and background information sheets 

for both graduates and controls. The maintenance of con- 
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fidentiality and preservation of anonymity of subjects by 

the project was assured. Materials on all eight graduates 

and their controls were gathered. 

Instrument 

The job performance of graduates and controls was 

rated by the agency supervisor of each matched pair of 

subjects using the agency's standard in—house employee 

evaluation form. The forms typically included numerical 

ratings of job performance dimensions and additional 

commentary in the form of essay-type responses. For use in 

this study, the forms had been slightly modified to increase 

comparability across subjects and agencies. There were 

three types of modifications. First, some but not all of 

the agencies evaluated employees on the dimension of "job 

knowledge and skill". The one agency that did not use this 

dimension in its standard in-house evaluation form was asked 

to include the "job knowledge and skills" category in rating 

subjects and did so. Second, five of the seven agencies 

used five-point scales in rating job-performance while one 

used a three-point scale and the last used a seven-point 

scale. The rating scales of these two agencies were expanded 

or contracted to conform to the five-point scales used by 

the majority of agencies. Third, one agency which employed 

the five—point scale for six of the seven generic dimensions 

used an essay response for the seventh dimension. Conversion 



123 

of these essay responses into a five-point score was employed 

to make possible the inclusion of this data in inter-agency 

comparison. 

The sections that follow include: (1) the rationale 

for using each agency's standard in-house evaluation form 

rather than a uniform evaluation instrument for all agencies 

prepared by the investigator; (2) the derivation of the 

seven job performance evaluation dimensions; (3) confidence 

ratings for comparability across agencies on each of the 

seven generic rating scales; (4) the nature and development 

of the five-point rating scales for each dimension; 

(5) rating problems related to the varying item clusters 

on each dimension of job performance rated on the different 

agency forms; and (6) rating scales for essay responses 

written by supervisors in elaborating nuances of each 

subject's job performance. 

The rationale for use of the in-house evaluation 

form. The reasoning behind the use of the in-house evalua¬ 

tion form reflects the premises on which this study is 

based. Rather than taking an instrument developed by the 

investigators, the project employed separate instruments, 

each of which was standard in the individual agency. The 

logic behind this choice is as follows: Because the thing 

which the project wished to measure was the individual 

graduate's performance within the real and present world of 

work, an instrument should be employed which is indigenous 



124 

to the particular setting. The introduction of a measure 

other than the one used routinely by the agency would give 

the project information regarding how the graduate met 

project standards, but would not reflect his or her per¬ 

formance in terms of the criteria used by the agency for 

promotion, firing, and other indicators of success (or lack 

of it) on the job. What the project wanted to know is whether 

the gerontology program made a difference not to the 

acquisition of a credential, but in successful job perform¬ 

ance as it was perceived by supervisors. A connection be¬ 

tween supervisors' ratings and promotions, merit pay, etc., 

is assumed. (For individual agency rating scales see 

Appendix C). 

At the same time, the project needed to be able to 

compare performance across agencies. Therefore, the staff 

examined all the different agency rating scales for common¬ 

alities and differences. 

Derivation of the seven job performance evaluation 

dimensions. Agency rating scales were searched for 

commonalities and differences in order to derive the seven 

job performance evaluation dimensions. Certain generic 

elements were identified. It was apparent that all of the 

agencies had rated six dimensions of job performance. It 

also seemed clear that these six dimensions were important 

in the overall evaluation of performance by the agencies. 
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Generic descriptions of each of these six dimensions were 

developed, capturing the content of each agency's form. 

The six generic elements were: a) quantity of work, 

b) quality of work, c) personal relationships, d) work 

habits, e) attitude toward supervision, and f) learning 

ability. 

In addition to the six dimensions listed above, six 

out of the seven agencies used another criterion, "job 

knowledge and skills . To include this important element 

and to provide for comparability across agencies, a "job 

knowledge and skills" factor was appended to the agency 

rating scale which had lacked it. 

The final list of generic elements thus included 

seven factors. 

Several agencies rated more than the seven dimen¬ 

sions identified above. These "agency specific" dimensions 

are noted in Table 6. 

Agreement among the agencies regarding the content 

of the seven generic dimensions was substantial. 

A "generic description" of each dimension of job 

performance was reached by identifying the elements most 

common in the agencies' usage of the dimension. These 

generic descriptions are as follows: a) quantity of work: 

amount of work accomplished, b) quality of work: accuracy 

and thoroughness of work, c) personal relationships: 



TABLE 6 

ADDITIONAL DIMENSIONS OF JOB PERFORMANCE 

Items Rated by Agencies Other Than 

Seven Generic Dimensions 

Agency A 

Agency B 
Agency C 

Agency D 
Agency E 

Agency F 

Agency G 

Agency H 

initiative, personal appearance 

safety practices 

attitude, interest and initiative, 

judgement, work under stress 

health and physical condition 

none 

teaching skill, planning and organization 

skills, judgement, persuasive ability, 

health and energy, appearance 

dependability, organization 
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ability to relate to others in a courteous, cooperative, 

tactful and harmonious way; d) work habits: attendance, 

punctuality, dependability; e) learning ability: 

adaptability, ability to understand and follow instructions; 

f) attitude toward supervision: attitude toward constructive 

criticism, respect for chain of command; g) job knowledge 

and skills: basic skills and knowledge necessary to per¬ 

form job. 

Confidence ratings. Confidence ratings for compara¬ 

bility across agencies were developed. Examination of the 

way in which the agencies employed the terms describing job 

performance revealed some differences. For three dimen¬ 

sions, all seven agency descriptions agreed. In the 

remaining four, there were some differences between 

agencies' descriptions. 

A confidence rating was issued, indicating the 

confidence felt by the project in using the agency 

dimension that most nearly approximated the generic 

description of that dimension. 

The degrees of confidence are as follows: a) very 

confident: the agency description of this dimension 

virtually matched the generic description; b) somewhat 

confident: the agency description of this dimension is 

similar to but has distinct differences from the generic 

description; and c) not at all confident: the elements 
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which comprise the generic description of this dimension 

are rated by the agency, but are embedded in another 

dimension such that they cannot be separated from the 

dimension in which they occur. 

For three dimensions on which there was virtual 

agreement on description in all seven agencies, there was 

a uniform "very confident" rating: Quantity of work, 

quality of work, and job knowledge and skills. 

For the dimension of "personal relationships", the 

rating was "very confident" for five of the seven agencies. 

Differences were found in two agencies. In one (F) , the 

generic content was present, but "attendance" and 

"adaptability" which are elements of the "work habits" 

dimension were also included. Rating: Somewhat confident. 

In a second agency (G), some of the generic content 

was present (willingness to work with others) but elements 

of "attitude toward work" and "spirit in accepting assign¬ 

ments" were also included. Rating: somewhat confident. 

For the dimension of "work habits", the rating was 

"very confident" for four of seven agencies. Differences 

were found in three agencies; in one (F) the "work habits 

dimension included some generic content (attendance) but 

also included content from the "personal relationships" 

dimension: "cooperativeness", "tact", "personal appearance 

and "dealings with the public", as well as other themes 
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of "interest" and "adaptability". "Schedule adherence" 

content, appropriate to the "work habits" dimension was 

found in the productivity" dimension which was most 

similar to the generic "quantity of work" dimension. 

Rating: not at all confident. 

In another agency (G), "work habits" dimension was 

weakly represented in "goes ahead" and "self starter" 

content found in an agency-specific "initiative" dimension. 

Rating: not at all confident. 

In a third agency, (D) the "work habits" dimension 

included the appropriate generic content (punctuality and 

attendance) , but was weakened by the form in which it 

occurred. The information was conveyed as an essay-type 

addendum, rather than as a regular item. Rating: not at 

all confident. 

For the dimension "learning ability", the rating was 

"very confident" in three out of seven agencies. The 

dimension did not appear in one agency. Differences were 

found in three agencies: The generic dimension content 

includes the idea of the flexible application of knowledge 

to new and changing situations, i.e. "adaptability". One 

agency (D) limited the content to "retention of facts and 

"application" of these facts. Rating: somewhat confident. 

A second agency (F) rated "adaptability" which is 

appropriate to the "learning ability" dimension, but listed 
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it under another dimension (work habits) which also in¬ 

cluded much "personal relationship" dimension content. 

Rating: not at all confident. 

A third agency (H) rated "adaptability" content, 

appropriate to a learning ability" dimension, but listed 

it with an agency-specific dimension, "creativity". 

Rating: not at all confident. 

For the dimension "attitude toware supervision", the 

rating was "very confident" in four out of seven agencies. 

In two (B and C) which used virtually the same rating scale, 

"attitude toward supervision" was weakly represented, with 

"respect for chain of command" appearing in another agency- 

specific dimension (attitude, interest and initiative) 

with six or more other themes. Rating: not at all 

confident. 

Nature and development of the five-point rating 

scale. Five point rating scales were in use or were 

developed for each of the seven dimensions. A five-point 

scale was the standard form found to be common to most 

agency rating systems and was adopted for this study. Five 

of the seven agencies had five-point scales as an integral 

part of their scoring systems. Two agencies used somewhat 

different forms. A third agency employed the five-point 

scale but extended its use to only six of the seven dimens- 

Each of these situations required adaptation. ions. 
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A five-point scale, typical of that used by most 

agencies, included these steps: 

unsatisfactory marginal satisfactory above average excellent 

One agency (H) used a seven-point scale which re- 

quired adaptation. 

These steps constituted the agency's scale: 

very poor poor average good very good excellent out¬ 
standing 

very poor; totally unacceptable 

poor; below what is reasonably expected 

average; acceptable level 

good; acceptable + progress 

very good; acceptable + excellent progress 

excellent; consistently high level 

outstanding; so superior that he/she stands out as one of a 

few exceptional workers 

In comparing the two scales, the terms "average— 

acceptable level" and "satisfactory" appear to refer to like 

levels of performance. The seven-point scale appears to 

encompass extreme highs. Adjustment was made from seven 

to five points by collapsing "good" and "very good" into 

"good" (a four rating) and "excellent" and "outstanding" 

into "outstanding" (a five rating). This modification 

allowed for inter-agency comparison. As this change may, 

however, have resulted in some distortion and loss of in¬ 

formation, the seven-point scale was also used in comparing 
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the ratings of the subjects within the agency. These data 

are listed separately (see Table 7). 

One agency (F) used a three-point scale which re¬ 

quired adaptation. These steps constituted the agency's 

scale: 

Unsatisfactory Conditional 

employee fails to below standard, 

meet agency standards improving and 

potentially 

acceptable 

In comparing this three-point scale with the model 

five-point scale, the three-point scale appears to address 

only the lower part of the range encompassed by the model 

scale. The three-point scale ranges from unsatisfactory 

to satisfactory, while the five-point scale ranges un¬ 

satisfactory to excellent. In order to make information 

from this agency comparable to information from other 

agencies, conversion to a scale with a broader range seemed 

necessary. This conversion was both possible and justifiable. 

Information enabling ratings above "satisfactory" was 

available from another source. The supervisor's "comments" 

section gave additional information. The project engaged 

the services of an impartial judge to rate these data in 

accord with a full five—point scale. Guidance for the judge 

as to how to make an appropriate selection of a numerical 

Satisfactory 

employee meets 

performance 

standards 
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rating was provided through a fortunate accicent. Although 

the agency form included a "job knowledge and skills" 

section as an integral part of the scale, the agency had 

been sent an extra copy of the "add-on" "job knowledge and 

skills" rating item as a part of the information packet 

sent to all agencies. The supervisor had rated the five- 

point "job knowledge and skills" factor, and had included 

additional comments which gave an indication of what 

descriptive words would be comparable to a particular 

numerical rating on the five-point scale. This information 

was used by the judge as guide in using the descriptive 

material in "comments" section of dimensions other than 

"job knowledge and skill". A numerical rating on a five- 

point scale was thus derived for each of the other six 

dimensions. 

In a third agency (D), the five-point scale was not 

used for rating the "work habits" dimension. Rather, the 

"work habits" dimension was addressed through the evaluation 

of "absences and punctuality" in the form of a fill-in 

comment section, rather than a one-to-five rating. In order 

to make this information comparable to the quantitative 

information from other agencies, the comments were trans¬ 

lated and rated on a five point scale derived from the 

terminology used by> the rater. The steps are as follows: 
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serious a problem no problem fine extremely fine 

problem noted noted record record 

noted not serious 

This scale makes possible inter-agency comparison. 

Because of the possible distortion of data which this 

procedure may represent, the dimension "work habits" is 

given a rating of "not at all confident" in this agency's 

scores. 

Rating problems related to varying item clusters. 

Rating problems developed, relating to the varying item 

clusters which constituted the descriptions of dimensions 

of job performances which were used by the various agencies. 

The identification and scoring of individual generic 

dimensions as defined by the project was hampered by the 

practice of some agencies grouping together into clusters 

various items from different generic dimensions' descriptions. 

Locating a single generic dimension such as "attitude 

toward supervision" or "personal relationships" was made 

more difficult in a number of situations by the grouping of 

the dimension or the content items of the dimension with 

other items not appropriate to the generic dimension. For 

example, locating "attitude toward supervision" was made 

difficult in one agency when its content item "respect for 

chain of command" was grouped in an item cluster including 

"attitude, interest and initiative". The clustering of 
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weakly-related items (using our generic description as a 

criterion for relatedness") created problems in identifica¬ 

tion and scoring of dimensions. Lack of confidence in the 

buried dimensions was reflected in confidence ratings. 

The seven dimensions employed in this study encompass 

the bulk of the information conveyed through the agency's 

job performance ratings. Some additional dimensions were 

measured by most agencies, however (see Table 6). Scores 

on these dimensions were listed both separately from the 

scores on the seven generic dimensions, and as part of a 

composite score (see Table 7). This added information is 

useful in two ways. First, it yields more information 

useful in a fuller comparison between workers in the same 

agency, and second, it suggests areas of worker performance 

which might be included in further study. The dimensions 

of "initiative", "judgement" and "planning and organization" 

appear in several scales, and are noticeably absent in 

others. These might be employed in further research. 

These additional data are not, however, useable in the 

statistical measures of the significance of difference 

scores. As the material is not applicable to all agencies, 

the evidence is anecdotal and open only to conjectui&l 

considerations. 

Essay responses. Rating scales were developed for 

essay responses to incorporate the nuances of supervisors' 
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judgements which were lost in the 11 forced—choice" inherent 

in five-point ratings of generic elements. As noted 

earlier, supervisors' evaluation of subjects were not 

confined to a numerical rating on a five-point scale. Space 

was provided on every agency form for supporting or 

supplemental comments. Supervisors responded by writing our 

additional evaluative remarks. To rate these essay 

responses, three judges were selected and trained. Ratings 

which were differently scored by the two judges in the first 

round were resolved by a final rating by a third judge. 

Responses were reviewed and rated in terms of the degree 

and direction of qualitative difference between graduate 

and control on each dimension, if any. Three categories 

were established to express degree of difference: 

a) virtually the same, b) slightly different, and c) 

distinctly different. Examples reflecting degrees of 

difference between performance on individual content items 

areas follows: 

virtually the same 

Subject A 

able to organize self 

well so that deadlines 

are met—maintains 

good medical records 

Subject B 

organizes self well--has 

devised own system of 

meeting varied job re- 

sponsibilities--able to 

be productive within time 

constraints 



slightly different 

Subject A 
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Subject B 

follows through with follows instructions 

suggestions and in- and guidelines quite 

structions very well well 

(Subject A sightly better than Subject B) 

distinctly different 

Subject A 

Work assignments com¬ 

pleted on time; 

attitude of nonchalance 

toward responsibilities 

Subject B 

Proven her reliability 

in getting tasks accurately 

completed with no reminders 

has represented agency to 

our credit at training 

sessions 

Consideration was given to three factors in the ratings of 

supervisors' comments. First, comments which were related 

to specific content items were compared and rated. Second, 

comments appearing in a "general comments" or "overall 

evaluation" section were compared. Third, the lack of 

comment or the presence of extended commentary was con¬ 

sidered. Giving consideration to the total picture yielded 

by the above observations, the judges issued a "global" 

rating, indicating the degrees and direction of difference 

between the graduates and controls. A global rating was 
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made because the nature, length, and specificity of comments 

varied a great deal among cases. 

Findings 

Results of the comparison between job performance 

of graduates with that of controls are reported in two 

forms: (1) numerical ratings of performance and (2) global 

ratings of essay responses. 

The numerical scores resulting from ratings of 

performance on the seven generic performance dimensions are 

presented in Table 7. Ratings were made on five-point 

scales for each dimension. 

First, the overall performance of graduates across 

all agencies and performance dimensions was compared to that 

of controls by summing the scores on all seven performance 

dimensions and computing mean performance scores across all 

agencies for graduates and controls separately. A t-test 

indicated no difference in overall performance between 

graduates and controls. 

Second, the rated performance of graduates and 

controls was compared on each of the seven separate dimen¬ 

sions. There were no differences between graduates and 

controls on six of the seven dimensions. The difference in 

scores on one dimension, "quantity of work , reached 

significance ( t. = 2.36, p < .05) ; controls were rated as 
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Producing more woik than graduates. Seven of the eight 

controls, bur only three of the graduates, received "above 

average" ratings on "quantity of work". 

Ratings of supervisors' essay responses resulted in 

global assessments of overall performance differences 

between each graduate-control pair. Within each pair, 

essay responses were rated as showing no difference, a 

slight difference, or a distinctive difference in overall 

performance. In no case was a graduate rated as performing 

better than his/her control, as shown in Table 8. 

Ratings of the essay responses provided somewhat 

different information from that contained in the numerical 

performance ratings. The essay responses indicated somewhat 

more negative evaluations of the graduates, compared to the 

controls, than did the numerical ratings. 

TABLE 8 

Ratings of Supervisors' Essay Responses 

control somewhat better than graduate 

control somewhat better than graduate 

control distinctly better than graduate 

control equal to graduate 

control distinctly better thah graduate 

control somewhat better than graduate 

control equal to graduate 

control distinctly better than graduate 

Case 

A 

B 

C 

D 

E 

F 

G 

H 



142 

Discussion 

One rationale of university-based training programs 

in gerontology is that the training they provide will 

improve the quality of service to elders in agencies staffed 

by gerontology program graduates. The assumption has been 

that elder service personnel trained in gerontology will, 

other things being equal, provide better service than those 

hired without formal training in gerontology. There are, of 

course, many possible measures of "quality of service". 

The measures of quality of service used in the present study 

constitute standard evaluations of employee job performance 

on seven separate dimensions made by agency supervisory 

personnel after the first four months of employment. 

The findings of this study indicate few performance 

differences between eight graduates of an undergraduate 

gerontology program and a group of controls without special¬ 

ized training in gerontology. The differences that did 

appear are unfavorable to those trained in gerontology—as 

a group, they were evaluated by their supervisors as turning 

out a smaller quantity of work, and the essay responses 

indicated slightly poorer overall performance for graduates, 

contrasted to the numerical ratings. Possibly the most 

tenable interpretation of the essay responses is that even 

when a supervisor assigned the same numerical rating to 

both graduate and control, the control was likely to be seen 
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as performing closer to the top of the rating than was the 

graduate. The essay responses, in short, tend to reflect 

very minor differences in performance compared to those 

reflected in the numerical ratings. 

Nevertheless, gerontology graduates did not perform 

better than matched controls. The political implications 

of these findings are potentially explosive. It might, 

for example, be concluded that specialized training is a 

waste of time and money, since agencies can hire untrained 

applicants who will perform as well or better than those 

with specialized training. Such a conclusion would be 

premature, given the many design problems of this study. 

Problems in design, including subject selection, 

sample size, selection of controls, choice of measurement 

tool, and the reporting styles of supervisors will be 

examined in turn. 

Design of the Study 

Methodological difficulties abound in attempts to 

carry out well-controlled field research. Relevance may 

be a trade-off for design flaws. This study is no exception. 

Ideal experimental design stipulates that we would 

choose pairs of university freshmen matched on character¬ 

istics potentially relevant to job performance following 

graduate and compel half of them to enter and complete the 

gerontology program, while the other half pursued some other 
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course of study. Such a procedure would maximize the 

likelihood that graduates and controls did not differ in 

ways relevant to job performance before the former were 

trained in aging. This procedure was, of course, not 

feasible. Subject variation might have been handled another 

way, by establishing a base-rate of competence through 

administration of a pre—test at the outset of undergraduate 

training to graduates and controls. The controls, however, 

were not available to us. Further, the students who entered 

the gerontology program selected themselves. All who 

applied to the program were accepted; students varied in 

qualities potentially relevant to job performance and 

success. The control subjects, however, were screened 

through two selection processes beyond our control: first, 

the selection processes (if any) applicable in their 

individual undergraduate programs; and second, the selection 

inherent in being hired by the agency. 

Recent research suggests that the point of hiring 

may be an important selection event which may differentially 

affect the gerontology and non-gerontology subjects. 

Gerontology graduates have a much higher success rate in 

getting jobs in their field than psychology, sociology and 

social work students have in getting ANY professional job, 

much less a job in their fields. For this reason, it may be 

justifiable to conjecture that the control subjects were, on 
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entry to their jobs, more highly qualified in ways relevant 

to job performance that were the graduates. Possibly, in 

order to get the job, behavioral science students who 

graduated with a degree in some field other than gerontology 

had to be better than the gerontology graduates in ways 

relevant to job performance. Daniel Heckler and Anne Kahl, 

Bureau of Labor Statistics representatives, reported on the 

relatively high proportion of B.A. gerontology graduates who 

found jobs in aging compared to the success of other 

baccalaureate majors (Heckler, 1982, Kahl, 1982). Several 

studies conducted in 1977 and 1978 are cited, reflecting very 

high (80 to 90 plus percent) placement rates for gerontology 

bachelor's degrees as compared to psychology, sociology and 

social work graduates. "Much lower placement rates were 

reported. . . (for these fields). The year after graduation, 

only about 50% of the graduates in these fields who were 

working held professional positions of any kind. The 

proportion who held jobs closely related to their major was 

even smaller" (Kahl, p. 3). 

One interpretation of these facts and observations 

might be as follows: The UMA program accepted students who 

varied in qualities potentially relevant to job performance, 

as defined by the agency evaluation measure. The UMA 

Project then proceeded to prepare these students with 

gerontological knowledge and skills, and only secondarily 
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attempted to modify work habits relevant to job performance 

as defined by the agency. Among the criteria utilized in 

hiring new employees, agencies may have considered two 

kinds of qualities, both specialized gerontological back¬ 

ground knowledge and demonstrated job performance ability. 

The graduates may have fulfilled one of the hiring criteria, 

specialized gerontological background knowledge, but may 

have exhibited less of the other, or job performance ability. 

The controls, on the other hand, lacking specialized back¬ 

ground knowledge in gerontology may have met the other 

criterion, job performance ability. Further, the job per¬ 

formance ability may necessarily have exceeded that of the 

gerontology graduates, on the average, for the control to 

be hired. It is not surprising, then, to discover that 

after four months on the job, the non-gerontology majors 

performed better than the gerontology majors on the agency 

job performance evaluations, which are so heavily weighted 

with generic job performance qualities. 

The general job performance skills that the controls 

brought with them to the employment interview stayed with 

them, to be later reflected in agency evaluations. The 

suspicions of the judges evaluating the supervisors' essay 

responses may have been more accurate than was realized. 

The controls seemed to be "paragons of virtue". Possibly 

they really were. 
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Sample Size 

Although nearly the total population of the intern 

group was studied, the group was small. The sample size of 

eight was less than optimal. 

Selection of Controls 

Given the complexities of the field situation, the 

selection of appropriate controls was difficult, and a number 

of compromises had to be made. in one case, a match had to 

be found outside the graduate's agency; in another, education 

and age controls were stretched somewhat. A full review of 

this appears on the discussion of sample in the Methodology 

section. 

The Measurement Tool 

What was really measured? The numerical rating 

results indicate that, overall, the difference in the 

experience of a person who prepared in the UMA gerontology 

program as compared with that of a person who prepared in 

another social sciences/human services program either did 

not lead to markedly different behaviors, did not show an 

effect because of lack of control of extraneous factors, 

or did not lead to behaviors which are markedly different 

as reflected in the typical agency employee evaluation forms. 

As noted, the graduates were rated as producing slightly 

less quantity of work than the controls. No other differences 

were found to be significant. 
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An examination of the curricula for the two different 

classes' of programs would undoubtably reveal that gerontology 

majors who have successfully completed their programs have 

a deeper understanding of aging than non-gerontology majors 

with comparable backgrounds. For this reason, we may 

eliminate the first of the above-stated possibilities. 

Certainly the different program experience produces a 

difference in behavior as might be exhibited on a test of 

facts about aging. Another possible explanation may be that 

the control of extraneous factors was not achieved through 

the matched pair design. The difficulties in accounting 

for a multiplicity of variables impinging on "product 

measures" is discussed by Soar (1976). Similar problems 

may have influenced this study of "process" variables. The 

reader is referred to the discussion of research models in 

the Literaure Review for a more complete examination of 

this issue. Accepting, for the moment, the assumption that 

the design is adequate, a third possibility may be explored. 

The third possibility may be that the difference in back 

ground has not led to a marked difference in behavior which 

is differentially reflected in the typical agency employee 

evaluation forms. 

The nature of agency evaluation forms and some of the 

conditions leading to this design may be examined. As noted 

in an earlier paper (Whiaker and Turner, 1982) what is 
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measured by the agency forms used in this study is equally 

applicable to most or all of the employees of the organiza¬ 

tion. Examination of the rating scale draws attention to 

the primacy of generic functional" dimensions over 

specifically "gerontological" knowledge dimensions. This 

form, utilized to evaluate direct-service workers assessing, 

counseling and providing services for a predominately elderly 

population uses dimensions which could apply as well to 

child-care workers, or, for that matter, building custodians 

or data analysts. Quantity and quality of work, personal 

relationships, work habits, learning ability and attitudes 

toward supervision are measured. Although a "job knowledge 

and skills" dimension is included, supporting comments 

indicate that absence of gerontological knowledge is not 

decried, although the presence of it is occasionally noted 

with approval. More frequently, knowledge of regulations 

are Qf concern. 

There are a number of considerations which may under¬ 

lie the practice of using generic evaluation forms, among 

them practicality, pressures from funding sources, and the 

inertia of tradition. Rating scales such as those employed 

here are in a sense practical because they permit compari¬ 

sons of all workers within an agency, rather than just those 

within a department. Such scales reflect gross miscarriages 

of work responsibility (quantity, quality, accuracy of work 
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and attendance, punctuality, etc.) which may serve as ready 

sources of evidence for dismissal purposes, and minimal 

standards for approval between a probationary period and 

permanent status. Pressures from funding sources may be 

an issue. When agencies rely heavily on public or other 

large institutional sources for funding, a standard evalua¬ 

tion form determined by these sources may be required. Even 

when the sources may be private and not require the kind of 

evaluation information this form provides, the presence of 

these generic forms creates an influence in the field which 

promotes this as a model. Tradition may also be an influence. 

Formal evaluation systems, rooted in a standardization based 

on employee ratings collected over the years, have great 

inertia. 

In citing the factors noted above, there is an 

underlying assumption that agency staff use these generic 

forms despite their better judgement. . . that somewhat 

situational pressures are such that supervisors stick with 

these "inadequate" tools. This may be quite incorrect. 

There may be reasons why this kind of evaluation is preferred 

over one stressing gerontological content. A number of 

factors deserve examination, including background of the 

staff, work pressure, and genuine preference for generic 

forms on the part of administrators. Administrative personnel 

in aging service agencies may themselves come from fields 
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of specialization other than gerontology and thus are less 

likely to include specific gerontological content in 

evaluation forins. Another reason may be that functional 

issues such as getting the work done to keep the ship afloat 

in overburdened social service agencies may overshadow the 

refinements emanating from deeper understanding of geron¬ 

tological considerations. Lastly, the generic form may be 

seen as the most useful tool. An interview with a highly 

qualified social services administrator introduced the 

notion that this kind of form may be preferred by some over 

a more detailed, content-specific form. Christine Pederson's 

aging services experience included the recent (1981) design 

and implementation of the registration of non-personal 

care boarding homes serving elderly and others in the 

Commonwealth of Pennsylvania. She noted that this kind of 

generic form might be preferred for two reasons: First, 

it evaluated general work-effectiveness characteristics, 

which many administrators value the most highly. It is 

thought that the specific information on aging can be taught 

after the hiring is done, but work habits are hard to change. 

Second, the looseness of this form enables the hiring 

administrator greater latitude in selecting an effective 

person. Similarly, less strict job descriptions create 

possibility for hiring latitude, enabling the agency to take 

on someone with great potential and fine general ability, to 
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train thsin later with additional spscialty skills. 

The question of validity may be asked at this point— 

does this measure what we want to measure? Gerontologists 

might be quick to say no. . . that the evaluation form lacks 

content validity, because it fails to tap knowledge and 

behaviors which are specifically geared to facilitate work 

with the aged. But agency administrators might say yes. . . 

that the behaviors tapped by this measure are the significant 

behaviors in evaluating employees, including those working 

with the aging. If, in fact, scores on such scales correlate 

with firing, merit increases and promotions, the measure 

has predictive validity. . . that is, it tells us roughly 

who is and will be continued in their positions. . . a 

"bottom line" test of who has performed successfully. 

According to Pederson, such evaluation forms are essential 

to work-success and firing/continuance decisions in the 

public sector and other areas where unions represent the 

worker. A history of low scores is necessary to support 

an action to fire or "furlough" a worker. The agency 

supervisor's position here is the definitive one. These 

generic, "functional" evaluation measures are valid for 

the purposes stated. . . to assess work-world success. 

Whether these measures fall far short in terms of 

meeting criteria which might be set by program planners who 

have a wider vision or by the consumer (i.e. the client) are 
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topics addressed elsewhere in detail. In the first half of 

this dissertation, an extensive enumeration is made of 

criteria set by experts in gerontology for the preparation 

of people to work in aging generally, and in certain specific 

professional areas within aging. The scope is certainly 

far wider than that encompassed in the agency evaluations 

utilized in this study. 

The issue of product measure, as opposed to process 

measure, is given much attention in earlier sections as well. 

The Literature Review includes a discussion of the views of 

Stank, Soar, Medley, King and Jackson concerning this issue. 

The position of those who object to reliance on credentials 

and process measures may be roughly summarized here: for a 

number of reasons, the ultimate "product", that is, the 

change brought about in the recipient of service, the client, 

is consistently under-assessed. The process originally 

instituted to assure the consumer of a good product--to 

create a shorthand by way of a credential of competence— 

has now moved far distant from listening to the original 

source of judgement, the consumer. Interest is now focussed 

on intermediate processes or behaviors. And many question 

whether the consumer is well-served by this shift in 

emphasis. 
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Evaluation-reporting styles of supervisnr. 

An outstanding feature of the results lies in the 

different pictures given of work performance by the numerical 

ratings and the essay ratings. Numerical scores show no 

significant difference between graduates and controls, with 

the exception of the quantity of work dimension, in which 

there is significance (t=2.36). Controls produced a greater 

quantity of work than graduates. The essay responses show 

a ^parent profile. In no case was a graduate rated as 

performing better than his/her control. The essay responses 

indicated slightly poorer overall performance for graduates, 

contrasted with the 'numerical ratings. This discrepancy 

leads to a question: what was the supervisor's purpose in 

recording the essay remarks? 

Guessing the intention of the supervisors is, of 

course, risky business. The disparity in ratings stimulates 

some thought, however, as to whether the essay ratings were 

seen as evaluation, or, at least to some extent, as 

counseling guides. The supervisors may have seen this 

commentary bs an opportunity to draw attention to areas 

needing development and not only as a normative judgement. 

Some of the language used in these essay remarks suggest 

that this conclusion may be valid, to some extent. For 

example, comments included "knowledge of the paperwork 

involved must be improved", "be careful not to interrupt or 
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intrude", "more knowledge of family dynamics needed", "needs 

more experience", and "needs-assessment requires more 

development". The bulk of other comments are, however, 

evaluative in nature, reflecting a fineness in distinctions 

which was not possible to indicate with the numerical 

ratings. 

In terms of reaching an overall evaluation, it seems 

unreasonable to give equal weight to the numerical ratings 

and to the essay ratings. Numerical ratings are generally 

accepted as the official evidence needed for major 

personnel decisions. If the supervisors felt their judgements 

as reflected in the essay responses were of a level to 

influence such personnel actions, their ratings on the 

numerical scale might very well have matched the essay 

responses. To the contrary; there is slight but consistent 

discrepancy between the results of the different types of 

evaluation. Possibly the most useful approach would be 

to accept each kind of rating on its own merits, to take 

counsel from the fine-tuned criticism available in the 

essay ratings, and to respond to the numerical evaluation 

as the most valid reflection of supervisor evaluation 

intended for "public" use. 

To conclude: all subjects, graduates and controls, 

were rated as performing satisfactorily on the job. They 

were continued in their positions in the agency following a 
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probationary period of four months. Little significant 

difference was seen in the job performance of graduates and 

cofttIs on measures typically used for job-actions by 

supervisory personnel. Controls were seen as producing more 

work than graduates. Additional information provided 

through essay responses indicated that controls were seen as 

better workers, to some degree, than graduates. The form 

of this information is seen as having a counseling-guidance 

function as well as an evaluative function, possibly 

accounting to some degree for the discrepancy between ratings 

in the numerical and essay forms. Factors which may be 

helpful in understanding the outcome include subject selec¬ 

tion difficulties. Controls very possibly exhibited 

stronger general work ability on hiring than graduates, 

who had specialty knowledge which acted to facilitate their 

entry, but not their job performance as evaluated by standard 

generic agency evaluation forms. 

Implications for further study 

This study raises the age old question of the 

relationship between education and training. 

In terms of next steps in research, how can we 

proceed such that we can incorporate the objectives of 

higher education while also incorporating the standards 

indigenous to current agency practice? 

A dual definition of what is meant by successful job 
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performance might be a useful part of a new design. 

Successful job performance as rated by generic agency forms 

might be used as a base measure, followed by additional 

studies which utilize other criteria. Supervisory personnel 

with sophistication regarding issues in aging would be 

needed to define measurable criteria which would reflect 

improved service based on gerontological knowledge, as 

opposed to general human services knowledge. Possible areas 

might be: interview style in which understanding of the 

decrements of aging might be reflected; case analysis, 

indicating comprehension of the developmental issues in 

aging; or patient description, reflecting grasp of sensory, 

motoric and health issues in aging. 

Subject selection will continue to be a difficult 

issue in further research efforts. If the gerontology 

credential gives the program graduate the edge in getting 

a job, but does not weigh in the evaluation criteria, the 

controls will continue to be more capable and better de¬ 

veloped in general work-related strengths. Thus, a built- 

in barrier may exist for getting appropriate controls for 

gerontology graduates. Work on an improved design, possibly 

one including a pre-test on job performance abilities, 

needs to be accomplished through the cooperative effort of 

gerontology and non-gerontology baccalaureate programs. 

As is so often the case, theory development, research 
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and program design in gerontology are far ahead of im¬ 

plementation in practice. Closing the gap is very difficult. 

Studies such as the one reported here are pilot efforts in 

that direction, and in this case, has produced a greater 

awareness of design problems. . . substantive answers are 

still to be found. 
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Table 1M. Definitions of Career Clusters. 

Career Cluster Definition Examples 

lionwdicit (A) Prolnuonal acttvrtrai .rtvolva di*c1 comacl »rdi o* hav. dr/tor m- 

pact upon dr. oldar p* ion Ih. mam (oci ol aorv.ry or .nqu*v arv 

bMilogit jl concomnrnants ol aging and rtwir ad tea on haaldi rrxlor 
phvtical (unerronmg. 

dieticians 

nurses 

piiysiCiant 

speech dwrapna* 

Psychosocial (B) Professional acnvibas involve direct contact w*d» or have direct «v 

pact upon the older person. The mam (oci of activity or mquev ara 

psvcholog<af characteristics. economic and (*ni<>al situations^ and 
the effects of these on the well-being or older panont. 

legal advisers 

ps vc iii a on us 

reortmeot planners 

social workers 

boooeco»som< 
tmuwriry (Q 

Professional activities hava their direct impact upon dungs m the 

older person** piyco-aooai environment (Interaction with (ha older 

person it typically mediated by a third party: whan contact it direct, 

older persons ara usually anonymous membart of a target group or 

study population.) The main foci of activity or inquiry ara too a/, 

economic. and cu/turaf phenomena in tha community or society 

and tha effects of theta on older panont 

edrmmsraior* 

edxiion 

legislators 

social workers 

sociologists 

^»yucal 

Cjwironment (D» 

Professional acmnoes haver thair direct enpact upon things its tha 

older person's physical environment. (Interaction with tha older 

person H typ* ally madtatt d by a third party: when contact is direct, 

oldar parsons are usually anonymous members of a target group or 

study population.) Tha mam foci o1 activity or inquiry are physical 

(natural and mamiaouredli ohc.somena and tha meets or thesa on 

older persons. 

architects 
pollution cone oilers 

safety engineers 

Vamportanon plannees 

Table IWS. Summ.srv ol Delphi Quwuonmun. 
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* Specific topic* A skiHe mentioned br panefritt 

o Ratings of meneiny (“Yes’* or "No”) 

Coe 

Two. Three 

J) What vdcrmaiion t* needed by persons who 

work m each of tour fftomologkal onw 

A — Biomedkal 

9 - . Psycho*ooal 

C — konconormc cmnnjnmeisi 

e Ratings ol essentiality ("Yes'" or "No") for 

core topics A tki‘b selected by panel nn 

knowledgeable about each duster 

Two Tteee 

1} — ftryvcal wvwwwxo( 

(4) ’.Vital jooneological information it needed 

by: 
peychofogtstsi 

IWWlI 
nutrition***.’ 

ter jJ workers/ 

. ip^ific topo I Uilli gurawd <u br p«*- 

na who */* Irwnbwi ol tb» uiouimo. iM 

ibou. .ml lb* br «h« pwwhw 
« KMngi at jr "no! rwwwjl" 

One 
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(Sr Should a Md placomwd b. r»qu«dl 
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One. Two, Three 

161 Wha< ai« ' i. i-h*.<tomno ol a food ««M 
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a Characteristics menecned by panehso 

• Ratings of importance 
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Twtx Three 
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e “fasennal" books and article* (at m resporv 

dent's own field, and (b» m ohtr nelds 

One 

.%> Drotthv 

panel. 

n tor> nation on respondent e FaneltWs profession or disopfme. work- 
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reaching experience. areas of speoal ex¬ 

pertise, etc. 
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APPENDIX 3 

Documents Related to 
Field Placement Evaluation 
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Materials Csed During Internship 

Part II 

Evaluation Questionnaire Data 

Parc III 
Mays to Ensure Desired Field Placeoenc Characteristics 
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Part I - Materials Used During 

Internship 



Intern Information Session 

C«rontolog7 Plannics 

Prcjsct - Klllo So. 353 
542-0134 

steps in His x:maa piccrss 

laiticl iar.ervlav with Gerontology Planning Projucc Staff -ember. 

Inforoatiou ocsalon with current vcluntaacs ani otaff. 

Acccmoscied site viols Co c’cocy for fur char Information 

Apslic.’.tloa p .nr. son 

preparation of cism' 

vritinj of cover lot toe 

w'oy you t/ioh Co work at cha agency 

vhnt yvu vlsh to do 
gnctil o tatcjctnt of quallfl.r.atlorj 

statccnnt of opsdlfic car.-jac lntarast, If defined 

rcone.es for interview (cay oa part of letter) 

development of eacloaureu (Sera papers, lomar work) 

eiaesaeae 
aotificatioa of acceptance* by agency and otndant 

devalapcsnt of Concract - ctudant, 23=007, university 

The purpose of e contract la to holp you clarify why you era voln*. 

vhat you plan to learn, and hew you plan to do this. If. is an cgr-aitanC 

concerning tha roles you, Cha agency a=d the Snive:olS7 (C?P> play in thin 

process, it l£ ra-najotiabla at 007 Cine. Our observation It* that It 

not only clarifies goals and raaponalbliitisa, but gives a serlnuonesa 

st puryoa* which helps all three parties cove vovarda tbs provision of 

t> vorthwhila experience. 

Student' goal* eud objectives 

specific r capons lb 111 ties on the sire 

cosneittaunt to a final paper 

-valuation of Internship: ntndant, 230227 end University roles 

Agency: Specific rssponsibilitiea 

Orientation 
Supervision 

Haintoinanca of contact vlc£ university 
Urep-up session 
Evaluation of laternahlp: stud vat. agancy end University roles. 

University: Specific raepcnslbilitino 

development of throe vsy contract 

supervision of student 

2-uaek followup 

conthly supervisory sessions ( ciaidisl) 
saint-nance of conteec with ajancy oa monthly basia 

wrsp-vp session 

gviluitlsn 



Agency Description (sac?!-) 

(413) 774-2994) 

Franklin County Horn# Care Corporation 
Area Agency on Aging 
Turners Falls 

Source of Information 
Phone contacts and meetings 
at Turners Falls with M. Keane, 
A. Lehtonen. April, May, June. 
1979 and printed material from 
the agency 

Confidential File 

The Franklin County Home Care Corp. is a private, non-profit corporation 
which develops and coordinates a range of services to support the independent 
living of elders in Franklin County plus the towns of Athol, Petersham 
Philipston and Royalston in Worcester County. ’ 

The major goals of the agency are to help older people remain in their 
homes as long as possible, with independence and dignity. In service of 
this objective, the agency plans and monitors services for the elderly, 
funds local projects, coordinates existing services, develops new programs 
whan needed and possible, and acts as an advocate for elders with other 
agencies. 

Major services provided: The Home Care unit delivers services 
TO THE HOME including: Casework to assess needs and plan service programs; 
Hcremaker service to help with daily tasks, chore service to assist with 
heavy housework, relocation service to assist in finding more suitable 
housing; fuel assistance to elders in crisis, widow support group to 
facilitate mutual self-help. . '* 

The Nutrition Unit provides hot low cost lunches to people 60 and 
over at 13 centers in the service area. This service includes special diets, 
companionship, health and recreational activities around mealtimes, home- 
delivered meals (meals on wheels) for shut-ins, and discount cards which 
are distributed through the meal centers. 

Other services include transportation, friendly visitors, senior 
aides (part-time jobs for people 55 plus). Information and referral (brief 
phone assessment and referral) (See appended Services Chart and Flyer). 

This Is a highly structured comprehensive agency with an energetic 
staff bent upon expansion of services and territory. They have doubled 
their services within the last two years. There is a high degree of 
professionality In terms of objectives, training techniques and service 
delivery. The staff varies in the degree of professional training, of 
course with the Cas Managers ranging, for example from elders without 3.A. 
degrees to younger people with B.A. degrees and some training in aging. 
Andrea Lehtanenis the product of the Boston University School of Social 
Work Hidcle Management, with speciality in Gerontology, plus an Internship 
for two semesters at the 8oston University Gerontology Center. She serves a 
Client Services Supervisor. Next in line in the Services area is the Case 
Work Supervisor, a recent Smith School of Social Work graduate (in mid- 
life). Overseeing the entire effort Is energetic Margaret (Peggy) Keane, 
who lacks specific gerontological training, but is an effective administrator 
and largely responsible for the growth of this agency. (See appended Table 
of Organization) 
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Reflecting the professlonality of the undertaking are the clearly 
delineated definition of roles and training endeavors. (See Job Description 
of Case Manager, Home Care Services Procedures, and Home Care Unit Training 
Program) 

In-service training Is apparently extensive and mandatory. Underlying 
all Is a well-articulated definition and philosophy of Home Care. (See 
appended Basic Definition) 

Internship Possibilities: 

This agency is eager to do an excellent job in internship supervision 
with well-qualified applicants. A greater degree of professlonality and 
organization is demanded of applicants here than at other centers In the 
area. A. Lehtonen Is ready to work with fine material, but Is not able 
to give supervision time to anything short of the most prepared. Limited 
supervision In administrative efforts will be available from M. Keane. 

Opportunities In administrative areas include: Working up the 
agency statistics, looking for trends, forming profiles, etc. 

Opportunities in direct service are great: 

Case aides, assistant meal site managers, assistant support services 
coordinator 

Information and referral services in central and branch offices. 

A particularly Interesting direct service endeavor Is in the most 
rural Charlemont area. In which one would work In the Medical Center, in 
contact with other professional staff, (such as physicians and social 
workers), in developing services for this old-old-frail and underserved 
population. 

This is an excellent opportunity for training. We want to take 
advantage of this by providing the best candidates so as to maintain an 
appropriate return for their excellence of supervision. 
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vei.cc::e to vcus x:»TSir.j:s»iii» in i-irontout.y . ... 

Thiu la tha first of a weekly series of aeeti.nps wnich will bo wiving information, 
ruprsrt, and trainin'; throughout the semester. 

You have all had » brief introduction to ycur agency this week. ar.d have r.onnl-rod. 
•r <ill he completing, details of your individual contracts with yuur agency and 
your i"? representative, Haney Haitian or Surcr.ne Hhlteker. 

This afternoon, w» would like to make clear the various aspects of the course: 
learning objectives and the evaluation criteria for these objectives, methods of 
keeping track of your experience, schedules, and elements of your grace. 

arsing objectives: Competencies 

"ur pTogrsa for the internship student is "conpeteney-based’*, That is, your 
-..patience is planned la a way to enable you to acquire certain skills, or conpe- 
•.-r.ci-»s, which we have determined to be central to the role of the entry-level worker 

. ;i your type of agency Your performance in the course is evaluated in large part 
i:: terns cr your deMip.srration- of the acquisition of these competencies Evaluation 
will :* discussed as va review each competency. 

■-.v student is expected ;o acquire tha competencies listed for his/her type of 
.•»: e-.cy Hare care wcr.kers, nursing hone group workers, senior canter workers ar.d 

•.•ri/'.t.i.c .T-etabilitation workers ara the four groups for whon we have developed 
a list of meexetencies at this time. Sene of the coc-eter.cies appear in the list 
Ir ccvertl types of agencies.. Some appear in only a few, Yau are expected to be 

• cupo.-.silie fer those competencies appropriate to YCUF. agency, although, for dis¬ 
cussion purposes today, we will review all of the-cor.prtcncias, 

rr. rr: or cc:iprrE:;ciES - evaluation criteria in demonstration or ccnretei.cy 
-L:«f.r LISTS cr cohpstexcils on separate sheet. 
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>ti.cds of koaclm track of your e.-.perierura 

gupe.»~v1s1on 

Individual supervision will be offered by both agency and University 
Your contract specifies tr.e. tiro allotted for your agency supervision. This 
usually involves one hour of ’sit dcv.n‘ supervision a week. Sit devm* supervision! 
refers to a time when you and your supervisor are alone together in an office 
,il:ere attention Is fcoj.si'p on your internship concerns alone. At many agencies, 1 
another type of supervision, which we call ‘concurrent* supervision. Is offeree.’ 
This sort of ‘supervision-on-the-spot* (or on the run! ) Is offered In response 
to Irxediate need for information or support. 

Individual supervision by the University GPP staff Is offered according to 
Jie schedule noted in your contract, and at ether times by arrangement You will 
cet at the £.-? office once after you have been at your agency about two weeks. 
>.rd then once a c.onth thereafter. Contact your GPP supervisor if you wish 
tore frogujr.t meetings. 

Group experiences are offered through the workshops, support groups and 
•fher group events occurring regularly on Thursdays. These are tiroes when you can 
rare, share your thoughts and feelings, have brief exchanges with your supervisor 

ad ctherwite gain perspective on your experience. Routine attendance is 
expected. .Aa feel that thase opportunities are essential In helping you 
ur.d your fellow interns rake the best use of the internship experience. 

/•coolfitments with your supervisor can be nade wltnln the following periods. 
TH appointments are by arrangement. If these times are not possible for 
cu, let us know. 

;ar.cy Haitian Suianne Whitaker 

Ihurs. 11:00-2:00 
,-rl. all day 

’on. 10:15-2:00 
ues. 11:00-5:CO 
.td. 9:00-12:30. 2:30-3:30 

Tues. 9:00-12:00, 1:00-3:00 
Wed. 9:00-12:00, 1:00-2:00 
Thurs. 9:00-12:00 
Fri. 9:00-12:03 

tlapnoiies: 

erontalcoy Planning Prcject 3:30-3:00 dal iy 545-.3^3 
‘bZoime Whitaker (hc.re) 255-£&2* 
in-.j Malian 253-5015 (home) 
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Meathly reports, pg. 2 

Frograu tcveljpxaat or administration: 

1. Briny, together residents of a -rsbile ho-rn pw* who hav* expressed intarest 
la cevalcpiiw. a recreation progruo. (in contract) 
a. have interviewed 15 rcsisants. 

b. have tallied responses and found then to be ovarvihelniugly negative. 
c. havs discussed thesa rasulls -with chancy suporvi :cr end us a result have 

decided ;iot ta continue with this "roj.ict. 
d. «ia exploring other needs within the -veaey. 

(a.b.c. srd d. are the actions taken during the report period.) 

T\e list of activities which you plan to carry out during your intomchip say 
ditnjs- You nay want :o replace those in your initial contract with others. You 
ray *eel ycu can*stretch* yourself ay adding to your reapouoibilitiea. Sinply 
A33 these activities to ytur report. You can fit then in under a competency which they 
seen to natch, If you have activities which no rot relate to the coopetencies, just 
add the* to the bottom of ycur report, uftsr tho last ccctpstsncy. For each activity 
listed, of course, you keep a record by writing the ACTIONS you have taken during tho 
roportparisd. For exaoplo, if you decide to learn about servlets for the elderly on 
a regional, ruther than or. a local level, ycu might want to writs the- following* 

6. Ljato about regional network or agin* services, and share with fallow intams. 
c. atrradnd regional Ho«* Care Corporation ceeting in boston, Feb. 25th, 
b. took notes in the wcrxsaop on ' overlapping services •: problera for agaaci**' 
c. contacted G?P staff to set up time for sharing inforaaciom. 

•• .sthv.r i.tazrplsi (for a Senior Cantor where extensive eaanwor?: is not a competency area) 

5. Muses - - or visually handicapped, in heusin.r project^ provision or cstvicea 

within agency liaira. 
a. Evaluation of three vijuaily handicapped in Trauort Strr.wt project, 
b identified comscn need of stimulation through having aoucone read to then, 

c. called Red Cross, Liana Club to itterrnt to locate a raatiau. 
d- idantifiao need of Kra, Brawn to hevo tors eirtenaivc supportive counseling uhicn 

at thii-. tiao'is loss thsn chut requiring rar'orral to nantsl health carvicas, 
a. nut with 'tn. Ercwn three times, while also at tamp ting to locata Friendly Visiter 

for her. 
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’J-:zto4i cf keeping track of your experience 

Monthly Reports . 

ria words • monthly reports’oay torrify tho brave, wad isj-t o.cpla to 
with thoy hadn't taken on an internship, 2w strong of heart. We" do" HOT rsquir- 
c lar.jthy, demanding written report in narrative form. A» rcqnast a SHORT 
C1SCISE, SHIiTcil REPORT III OUTLIUE “CFH. Tho purpose of this monthly report is to 
<a*j you and your agency and University supervisors in touch with the following: 
la terms of whtt you planned to do, what has happened to date? This enables us 
all to ask, Is this activity coving la taw direction planned? Is this an activity 
which should be re-dasigned? Scrapped? How -an ve help you to work around 
barriers which you encounter in the pursuit of certain objectives? 

how to write a monthly report: 

1, Use your contract. List your first competency. List under it the activities 
which you bad planned in order to fulfill that competency. List under thu activity 
tint ACTION'S you have taken to data. Follow this pattern with ouch of your other 
..ctpetsr.cias. 

Fnarplas: 

,ii*cy presentation: (in contract) 

Data cf 
Period Covered Teh. 1-K«r. 8 

1. rteparaticn of tbs material ar.d presentation to the Aehorst Bulletin (in contract-) 
a. Gathered. .ahterial frso agency fiius 
b. Set up Interviews with dapartment heads to get greater daptti of understanding 
c. Attempted (unsuccessfully) two calls to Sulletin Stare. 

(a^b.and c. are the actions which fora tha cuustanca of your report) 

Cu-se .Mruiega.cen-jt 

r-aasesssent cf the ueeds- of twooty clients.(in contrsct) 

JoAnn's clients: 
i, 0 -.oca viesto 

a. completed ail paperwork 
1. authorised chore oarvices 

Intake of now cases In outlying areas. Oln contract; 
». Intoka of one case In Gill under Sue's supervision 

1, completed all paperwork 
2, authovlsed. chore services 
3 discussod case in intake group meeting. 

the actions 
takea during 
report period 

Initiation ar.d dovrtopoant of a new progrm* for stimulating tha core mentally 

ccmnetsut rasidento of the nursing hoc*. (in contract) 
a. ’"coentad outline of plan for initiating a group nt the-unit resting. 
b- "interviews!* staff and reviewed records to identify poasiMo candidates. 
c. Sat in on floor parties to observe residents to help in identification of member* 

(a-, b and c. ara tho actions taken during the report period) 
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Xethods of Vjcpir.g track of your experience 

Lach intern is responsible for maintaining a journal, for writing monthly r->^crts 
and for participation in supervisory session* both at the ec*ncy and at shv 
university. 

Journals 

>u aiK you to Vree? a journal on a periodic basis to. maintain a record of ycur 
activities, your new learnings, and your thoughts about what are appropriate ‘next 
steps' based upon these reflections. We suggest it be kept on a daily or t*lce- 
veekly basis. The pages in your journal will be submitted periodically to your 
university supervisor, fer review. Cements by your supervisor ray help you to 
•.vase the best us* possible of the journal process. We encourage you to \eep a portion 

ycur journal which may remain totally private (is not submitted for review) such 
.at yea tan oonitor your own development in attitudes, vaiusa and related issues 

throughout your internship. V# ask you to use a loose-leaf notebook. In this way, 
you can submit journal pages for review without submitting the entire book to us. 
feu ray also Veep your personal pages confidential, if you wish to ds so. 

Le supgest the following format for recording in your journal: 

Ir.p.trtsnt Activities 

hew Learnings 

-nat's newt?? 
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Gerontology Planning Project 
hills South, Ro. 363 

Internship in Gerontology 

schedule or events 

Field Study |>D 389E 

Sorin* Semester,1963 

^5** l*a>ev 

The following is a list of dates and tines icr tne workshops, 
presentations ana due dates for materials asssciatcd with the 

support group meetings, 
internship. 

THURSDAY AFTEPNCONS have teen set aside fer these activities. Your agency 
understands that three hours a week from your 30 hour committment is to he given 
as release-time for 70U to participate in these activities. If there arc anv 
difficulties concerning these arrangements, let us know and we win heir to ' 
work them out. 

PLACE: Rr. 467 Hills South TIME: 2 to 4; ,ach week' 

Jan 31st, Thursday 

Feh. 7th, Thursday 

Feb. 14th, Thursday 

Feb. 21st, Tnursday 

Feb. 28th, Thursday 

Mar- 6th, Thursday 

Workshop - Introduction tc the Internship 

Workshop - Entrv Experiences 1 rs. . 
» Discussion of Journal 

Support Croup Meeting -Submit Journal pages 

Workshop - Planning for Your Competencies 

Support Group Meeting 

Workshpp • Minority Elderly 

WEEK OF MARCH 10, 7HF FIRST MONTHLY REPORT IS DUE: REVIEWED IK INDIVIDUAL SUPERVISION 

Mar. 13, Thursday 

Mar. 20th., Thursday 

Mar. 27, Thursday 

Apr. 3rd, Thursday 

Apr. 10, Thursday 

Workshop - Learning Agency Paperwork 

VACATION !'!!!!!!!!! 

eerkshop - Interviewing 

Support.Grouo 

Workshop - Sharing Our Experiences 

WEEK OF APRIL luTH, SECOND MONTHLY REPORT IS DUE: ALSO, SET DATES rOP. EVALUATION 
OF COMPETENCIES WHICH HAVE NOT SEEN EVALUATED 3F.F0PE THIS TIME, EXCLUDING INTERVIEWING. 

Apr. 17, Thursday 

Apr. 24th, Thursday 

Workshop ~S.-.p Wo;!: - co-presentation by Gp. Work Students 

Workshop - Sharing Our Experiences 

May 1st, Thursday Workshop - Termination Issues - receipt of evaluation forms 

WF.EX OF HAY 5Til, THIRD MOUTHLY REPORT DUE (SHORT KCNTU:!) PRESENT WRITTEN REPORT OF 
UiFOFKATIOi; AND REFERRAL AND CACL MANAGEMENT COMPETENCIES IH INDIVIDUAL SUPERVISION 

(i! applicable) 

May 3tn, Thursday Support Croup anc Farty 

May 12th. EXAM WEEK ! J COMPLETE YOUR EVALUATION FOAMS AND SUP.MIT THEM 3Y MAY 1STH 

IN A SEALED ENVELOPE, WITH YOUK NAME OH IT, TO MARSHA KUIIIH, GPP SECRETARY. 
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Gerontology Planning Project 
Hills South, Rm. 3fca- *i 

Internship In Gerontology 

SCHEDULE OF EVENTS ***** 

Field Study HD 3891, 
Spring Semester 

The following is a list of dates and tines for the vorkshops, support group 
meetings, presentations and due dates for materials associated with the internship 

THURSDAY AFTERNOONS have bean set aside for these activities. Your agency 
understands that three hours a week, from your 30 hour committment is to be given 
as release-time for you to participate in these activities. If there are any 
difficulties concerning these arrangements, let us know and we will help to work 
them out. 

PLACE: Rm. 467 Hills South TIME: 2 to 4; each week! 

Jan 31, Thursday 

Feb 7, Thursday 

Feb 14. Thursday 

Fsb 21, Thursday 

Feb 28, Thursday 

Mar 6, Thursday 

WEEK OF MARCH 10, 

Introduction to the Intemshlo 

Entry Experiences: Discussion of Journal 

Support Group Meeting - Submit Journal pages 

Planning for Your Competencies; Program Develoomenc 4 
Administration; Interviewing 

Agency Rep, demonstration; Interviewing 

Interviewing cont’d.; Learning Agency Paperwork 

TEE FIRST MONTHLY REPORT IS DUE: REVIEWED IN INDIVIDUAL SUPERVISION 

Mat 13, Thursday 

Mar 20. Thursday 

Mar 27, Thursday 

Apr 3, Thursday 

Apr 10, Thursday 

Career Planning I; student interest Questionnaire; case 
management and COA jobs. 

VACATION !!!!!!!!!!!!!! 

Report on Survey of current lob availability: field 
observation techniques. Ceclle Strugnell, UM/&1J 

Minority Elderly; Info & Referral 

Advocacy for the Elderly; Laurie Alexander. West. 
Mass. Legal Services 

WEEK OF APRIL 14TH. SECOND MONTHLY REPORT IS DUE: ALSO. SET DATES FOR EVALUATION 
OF COMPETENCIES WHICH HAVE NOT BEEN EVALUATED BEFORE THIS TIME. EXCLUDING INTERVIEWING. 

Aor 17, Thursday Career Planning II, the Broad Picture; Rosemary Williams. 
Group Work - co-presantation by Gp. Work Students 

Apr 24, Thursday Workshop - Sharing Our Experiences 

Mav 1, Thursday Workshoo - Termination Issues - receipt of evaluation 

forms , 

WEEK OP MAY 5TH, THIRD MONTHLY REPORT DUE (SHORT MONTH!!!) PRESENT WRITTEN REPORT OK 
INFORMATION AND REFERRAL AND CASE MANAGEMENT COMPETENCIES IN INDIVIDUAL SUPERVISION 

(if applicable) 

May 8. Thursday Support Croup and Party 

May 12, EXAM^I! COMPLETE YOUR EVALUATION FORMS AMD SUBMIT THEM BY MAY I5TH IN A 
SEALED ENVELOPE, WITH YOUR NAME ON IT, TO MARSHA KUNIN, CPP SECRETARY. 
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GROUP SKILLS COMPETENC? 
JOURNAL FORMAT 

DATE 

Description of group and activity 

1. Group facilitators goals for the day. 
a) 

b) 

c) 

2. Observations of group process [See criteria check list] 

3. Results 
positive outcooes 

negative outcomes 

4. Recommendations for next tine 
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Internship fron a student's point of view, 

-y Sheryl Lipson 

I. PLACEI1E1IT 

*- working in a professional er.vironnent is important 
- supervisor and/or workers sensitive to student interns needs 
- have scheduled weekly supervisory meetings 

- location of your desk, don't isolate yoursolf (Look, listen, learn) 
- you'll want to be treated as an adult - not a kid anymore. 

II. GOALS AI.'D OBJECTIVES 

- subject to change as you learn about your agency 
*- rooa for variety and exposure to all aspects, networks... 
- have enough work to keep you busy so you don’t need to ask, "Vhat 

do I do now?" 

- flexibility in reconstructing your contract 
- challenge yourself so you'll know what you're capable of. 
- when designing your goals and objectives - Renenber - "It's your 

tine, you car. make it good if you want to" Go for it! 

III. PERSOHAL QUALITIES 

- maturity, assume as much responsibility as you can, bo alert 
self motivation, self-initiation, self direction 

d- learn to organise your own tire 
- learn to handle pressure, deadlines, "real responsibility" 

*- physical component, "Don't bum out." It's easy to do. Rest! 
*- have a strong support system to share your feelings with 

IV, PROBLEMS AND AliXIETY 

- ability to adjust to different situations 
*- expected to be a professional - when you're not 
- feeling unimportant in a large organization 

d_ friends don't understand what you’re going through. Frustrating! 
- ability to stay out of the way - yet to be involved! 
- ask questions at the right tine and place 
- be articulate! supervisors don't have alot of tine and want 

you to get to the point. 
d- in oirect services, leave problems at work. Work can be emotionally 

draining. 



SCHOOL OF EDUCATION 
gerontology planning project/ajuherst camruj 
•OOM U) - -ILLS SOUTH 

COXT7ACT-IUTFRNSHIP/SPRIMC, 1900 

Hs. Jcdy Miller—UK/A—rranklin County Hone Cere Corp,/Aree Agency on Aging 

The Franklin County liooe Care Corpcraticn/Ajrea Agency on Aring and the 
Kuran Development Program at the University of Massachusetts at Amherst will coordi¬ 
nate their efforts to provide and supervise an internship to be completed ti¬ 
ns. Miller at the aforementioned agency. 

Major objectives of the internship include the developeer.t of the fol- 
. lowing conpeteceies: 

Agency representation 

The Intern should be able to represent the agency and its services accurately. To 
demonstrate this coapetency, the intern should prepare a short (7-8 minutes) talk 
describing the agency, its services, funding sources, its staff, and its relation 
to other agencies in the elder care network wuch ao would he presented to a con¬ 
cur, ity group as a public education service, 

Ks. Miller will develop the descriptive talk anc will survey possible groups to 
which she night best rake a presentation after she has become cere familiar with 
her service area. 

Program Development and Administration 

The intern shoula be able to initiate, develop ai.d present a program development 
task at a level of competence acceptable to agency standards. 

To demonstrate this competency, the intern will carry out an administrative pro¬ 
gram. development task which has been selected with the concurrence of the agency 
supervisor. The agency supervisor will supervise task development and insure that 
the intern will have an opportunity to present a written anu oral report of the 
task to agency personnel. Students will he previaed with presentation criteria 
checklist and a budget summary outline as -uiesi to this presentation. The Uni¬ 
versity intern supervisor will be present cn the occasion of the task report. 

Ms Killer will assist Susan Tomlinson/case werker, in the redevelopment of tne 
Frier.uly Visitors Frograrr. duties inciuae: 

a. Develop a form letter and ensure delivery tc civic groups, schools and churches 

in Franklin County excluding Oreenficlu and Fast County - followuo, phere call, 

rnspectively. 

fc„ prepare a short oral presentation for interested groups to encourage volunteer 

support. Presentations on deruano. 



c. Identify end document existing rriendly Visitors* Programs or liaisons. 

d. Konitor development of rriendly Visitors; Prograns i„ ;;ost County. 

v!*HK°niinSOn With th“ d*vel°PrxKt of * friendly Visitors* or£ar.izatIo:ial 

"s. Miller will cooperate with Ns. Lynch, 
"Widow Support Croup" meetings. 

Senior Aide, to coordinate monthly 

Fcr the purposes of cocpetency demonstration, Ms. HiUar will select one of the 
above mentioned programs and develop a program description, budget iustificatioa 
far presentation.- 

Interviewing 

The student intern should be able to conduct an effective interview. 

7r demonstrate this skill, the student will previa a tape recording of a completed 
interview for review. Under the guidance of the agency supervisor, an appropriate 
client-interview situation will fce selected. The student will he provided with a 

checklist as a guide in interviewing. Having obtained aporcpriate oarnissicn and 
with proper regard for confidentiality, the student will tape an interview, using 
an appropriate interview schedule from the agency or the university. The resultant 
tape will be studied by the student, the agency supervisor and the universitv 
supervisor. 

Ms. Miller will present an interview to be selected in accord with the criteria. 

Case f-tanagemeat 

The intern should be able to perform the major functions of case ranagecent. 

Tc demonstrate this competency, the intern will describe ar. episode of service by 
completing the full series of forms utilized by the agency in providing client 
service - i.e,, intake sumary, client income resource sheet, client assessment. 
Term A1 (application and notification for Title XX Social Service), case narrative 
shear, chore authorization and homemaker authorization (Tom A). Fore El (Social 
Strvice Plan: Initial Assessment, CERIS, Case Karrative Progress I.'oees. The series 
of steps listed above is a model, based on one local agency. The expectation is 
that each intern will follow the procedures and attendant fores of the agency in 
which he/shs is placed. Students will be provided with a sample of completed feres 
appropriate tc their agency, as well as other ruidas such as a case narrative 
criteria checklist and a saecle case plan narrative. Also^ university-based intern 

workshop tieo will be devoted to preparation of case plan, feres. 

a) Jody Killer will be responsible for 1^0 reassessir.ent visits par month, 
appropriate to her level of ability, to include the following: —■ 

1. ) Assessment of what hone Cere services are needed to -maintain the 

client In his/her home 

2. ) Devise a social service plan r.ost suitable to the client situation 
including authorization of services unuer Title XX and use of 

other agencies and family supports 



3. ) Maintain .« close contact with assigned clients to ensure awareness 
of all major chanp.es (hospitalization, coving, bereavement, etc.) 

4. ) Maintain accurate and up-to-date records for assigned clients and 

*11 Title XX financial inforration and service authorizaticn 
plans up to date. 

5. ) Serve as an advocate for assigned clients in dealing with other 
agencies* programs and community persons. 

Jody Hiller will be responsible for intakes in Leyden, Korthfield, Bernards- 
ten and Gill. (Hot to exceed 10 in the 3 month period.) 

(a) Visit persons requesting information about iione Cars services and 
establish eligibility based on age, iaccce and functional need. 

(b) Implement Here Care services when needed. 

Search out, research and maintain up-to-date knowledge of programs and agencies 
. inducing: 

Social Security/SSI, Medicare, Velfare/Kecicaid 

Medical resources, visiting nurse associations, mental health facilities and 
area professionals 

Housing Authorities 

Hursir.g Kernes, rest homes and other social services 

Participate in franklin County Home Care Corporation staff and provider, 
and supervisory meetings. 

Per,crtir.r Procedures: 

Monthly reports in accord with the ruidelir.es sat by the Gerontology 
Planning Project. 

£ v: ij i ::u w £ & vr£ vri: itiri: onru ii ii u ft & £ & tt ftii ft u ft ft ft ft ft ft ftft ft ft ft- ft >: ft ft-ft ft ft ftftftft ftfti.- ft ft V: £ £ ftft a ftu ft ft- ft-ft ft ft ftft 3 

artClflC KfSPOTTSIllLITlrS: — Agency Supervisor (due re staffir.r changes at PCrTC, 
Joanne Sancersor. will be the initial supervisor. 
Deborah *illay wi” replace her. 

1. Overall supervision of internship 
2. Individual supervision of Jody Killer or. a one vsur per week basis. 
3. Cn detvand supervision of Jody Killer retard it.,- questions and corcerr.s of 

assigned clients, 
u. 1valuation of Internship on evaluation forms provided by the University. 
5. I"-} in tain contact with Ks. Vhitakar at the University of I’.ass/At.herst retard inp 

progress of internship. 
i. r.ooreration in evaluation proeccdures ns specified in competency statements 

listed above. 
7. Cooperation of the student's gaining understanding of the social service 

delivery system ar.o her role within this system, as it applies tc the elderly 
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population of the Franklin County Hens Care Corporation service area. 

SPECIFIC RESPCirSIEIUTIES: — Us. Suzanne Whitaker _ - 

1. Cry.oing supervision of Joey Miller throurh: — 

(a) Accompanied site visit 
(b) Two-week follow-up oeetir.- 
(c) Subsequent monthly neetir.ps 
(d) Evaluation of cocpetencies as cited above 
(a) Weakly contact throurh C,?? workshops 

2. Contact with agency through: — 

(a) Initial agency contact 

(b) Accocpanied student site visit 
(c) Monthly ohene contact 
(a) Heatings concerned with evaluation of competencies 
(a) Other contacts as deened necessary 

2. Fcrr.ulation cf three-party contract for internship. 

'.■his contract Ls^nepotiable at ar.y tine durinr. the internship upon agreement of all 
three parties. 

jCA;.:.r t. s;c:cE*sc:r, k.m. 
Acting Client Services Supervisor, 

Franklin County Here Care Corn. 

(Jate) 

fOZAhKi. VFITAKTT., 
University cf Cassachusetts/Aaherst 
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University of Massachusetts at Amherst 
Gerontology Planning Project 

PRESENTATION CHECKLIST: 

Evaluation Criteria 
for 

Interviewing Competency 

1. Preparing for your interview 

Learn what you can about your client before you interview, ic givea 
ycu a start and a background against which to understand responses. 
Kr.ow --hat to talk about and what NCT to talk about. Check to see if 
there are sensitive issues to avoid. 

2. Identifying yourself to the client 
\ 

Identify yourself in a way which makes sense to the client. This cay 

“-statement oi who you are in a language which cakes into account 
c-- s unique point of view. Hake the appropriate "translations”. 

3. Explaining your purpose positively 

explain -your purpose in being there in a way which relates to the becter- 
ner.c of the client. In case management, the needs assessment and subse¬ 
quent action stay have immediate impact in improving his/her life. In 
surveys of the community, the outcome may yield an effect which may 
be delayed and of less direct-impact but none-thelass is of real long 
range significance. 

4. Establishing rapport 
Work towards establishing an initial crust which facilitates com¬ 
munication through the use of socially appropriate chit-chat. Other 
elements in maintaining a rapport are warmth, direction, eye 

contact, body language and verbal following of Che cllencs thread 
of conversation. These establish you as an appreciative listener 
who is also guided by a purpose. Don't "space out" if an elderly 
person becomes involved in long explanations or stories - ( nay be 
judged as "rambling" by some). If you do fada out when they are 
talking, you'll lose them. It will wipe out rapport. 

5. Keeping the lead in the Interview 
Kee? the lead in the interview. There may be starts and scops and 
side-tracking by Che client to enable them to express themselves on Issues 
important to them but cangencial to the interview. Be flexible and under¬ 

standing, but maintain Che lead. 

information gathering Interview: you lead 

supportisrj counseling - the client leads 

the trick is to gather the information while you maintain a supportive 
ATMOSPHERE, but don’t give up the lead. 

3ring che client back to the subject.. Suggested phrases: 

I understand your need... 
A possible source for help in Chat area is... 
At the mooecc, Che way can help most is by:... 
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SIX COMPETENCIES - Internship 
Husian Development Mffjop with 
Concentration In Gerontology 

Agency representation 

The Intern should be able to represent the agency and its services accurately. 
To demonstrate this competency, the intern should prepare a short (7-8 minute) 
talk describing the agency, its services, funding sources, its staff, and its 
relation to other agencies in the elder care network such as would be presented 
to a co=unity group as a public education service. 

Program Development or Administration 

The intern should be able to initiate, develop and present a progran develop¬ 
ment or prograa adcinistration task at a level of competence acceptable to 
agency standards. 

To demonstrate this competency, the intern will carry out an administrative or 
program development task which has been selected with the concurrence of the 
agency supervisor. The agency supervisor will supervise task developcent and 
insure that the intern will have an opportunity to present a written and oral 
report of the task to agency personnel (or to an appropriate sub-group). Stu¬ 
dents will be provided with presentation criteria checklist and a budget sum¬ 
mary outline as guides to this presentation. The University intern supervisor 
will be present on the occasion of the task report. 

Interviewing 

The student intern should be able to conduct an effective interview. 

To demonstrate competence in this skill, the student will present a tape re¬ 
cording of a completed interview for review. Under the guidance of the agency 
supervisor, an appropriate client-interview situation will be selected. The 
student will be provided with a checklist as a guide in interviewing. Having 
obtained appropriate permission and with proper regard for confidentiality, 
the student win tape an interview, using an appropriate interview schedule 
from the agency or the university. The resultant tape will be studiec by the 

student, the agency supervisor and the university supervisor. 

Ca3e Management 

The intern should he able to perform the major functions of case management. 

To demonstrate this competency, the intern will describe an episode of ser¬ 

vice by completing the full series of forms utilized by the agency in pro¬ 

viding client service - i.e., intake summary, client incoce resource sheet, 
client assessment, form A1 (application and notification for Title XX Social 
Service), case narrative sheet, chore authorization and homemaker authori¬ 
zation (Tora A), torn El (Social Service Plan: Initial Assessment, CERI3, 
Case narrative Progress Notes. The series of steps listed above is a model, 
based or. one local agency. The expectation is that each intern will follow 
the procedures and attsndant forms of the agency in which he/she is placed . 

Students will be provided with a sample of completed forms appropriate to 
their agency, as well as other guides such as a case narrative criteria 
checklist and a sample case plan narrative. Also, university-based intern 
workshop tine will be devoted to preparation of ease plan forms. 
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I/P. service delivery and development (Information and Referral) 

The intern should be able to us* th* agency's mat*rials to locate com unity 
services. Th* intern should understand how the agency's I/R service is de¬ 
veloped and maintained. 

To decosstrate a cocpeteney in I/R service provision the intern wiu describe 
an I/R service episode in which the following basic four steps of the I/R pro¬ 
cess-are included: Problem identification: finding out what is needed; Re¬ 
source identification> finding out what resource is appropriate, linkage: 
caking the referral and followup: following the process to check on adequacy 
of solution. 

To dessnstrat* a cocpeteney in I/R service development, th* intern win per¬ 
form as I/R development or maintenance task, (to be assigned by agency super¬ 
visor), which will generate new information and integrate new information into 
th* agency's I/R system. Student will prepare a brief (on* page) written 
description of i/K task. 

Group Skills 

Th* student intern should be able to work effectively with small groups of 
elders in th* planning and implementation of group activities. 

To decosstrate this skill, tna student will caintain a journal and provida an 
occasion in which aganey and university supervisors can observe the group pro¬ 
cess and th* student's skill in group facilitation. The journal will include 
the initial reason for working towards group formation, the rationale for 
selection of ceobers, the procedures in selection of members, a description 
of the process of nechers accepting one another, the process through which the 
group set goals for itself, a list of these goals, a description of the various 
aspects of group development (setting of norms, status hierarchy, leadership 
issues, group cohesion) and observations on th* relationship of the groups 

activity to the individual needs of th* rembers. Th* student will be provided 
with group facilitation criteria checklist and other resource materials to 

assist in acquiring th* competency. 

At a pcint in th* development of th* group when the group is sufficiently comfor¬ 
table and stahla so as to accept guest observers, the student will invite th* 

agency and University supervisors to observe. 

Icncatancy expectations in various Internship settings: 

Hcr.a Cars lor?oration Hurslng Home and Geriatric Rehabilitation Center 

Agsr.ty representation 
Program Development cr Administration 

Interviewing 
lass •'ajr.ager.ar.t 

Agency representation 
Program Development or Administration 

Interviewing 

Group Skills 

lari, or “enter 

nrar.cy Representation 
Program Development or Administration 

Interviewing 
Information and Referral service delivery and development 

Group Skills 
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hcur.e 

Supervision data 

iITthz 5pLG?ricrND ?UT “ MANILA EKVKL0PE MAKKro supervision rvatu ation 

helping :Si;l3?dbeC:< WiU bSlP US ^ assessin2‘ developing, and refining ayr 

Feel free to suggest/make modifications of this form. 

I felt supported 

I felt cared about 

I felt understood 

I felt free to say what was on my mind 

I recieved helpful feedback 

I felt threatened 

I felt put down 

I was turned off 

I left feeling anxious 

I left confused 

I wish we had talked about 

THANK YOU. 

Make a check mark at a point 
along the line that represents 
your feelings 

not at all a greet .1 . 

not at all a great deal 

net at all a great deal 

not at a great S j 

not at all a great deal 

not at all a great d-2-S.j 

not at all - great deal 

not at all great deal 

not at all a great dr-a 2 

not at all a great C '■*' ■ 

I wish you had 

I wish I had 

Next time 



University of Massachusetts at Amherst 
Cerontology Planning Project 
Field Study 

PRESENTATION CHECKLIST 

Agency Representation 
Competency 

1. Description of Agency 

(a) agency purpose and service* provided 

(b) organizational structure { staff and their responsibilities) 

(c) relationship to other public/private social service network component* 

(d) funding sources (including budget summary) 

2. Description of Community and Population Served 

(a) socio-economic profile of community and area (including percentage of 

elderly in the population) 

(b) socioeconomic profile of population served by agency 

The presentation Is to be a 7-3. minute talk, 

demonstration materials you feel are of use. 

and answer period following the presentation. 

You may use whatever visual 

It is appropriate to hive a question 



JANUARY 1980 

Group facilitation criteria checklist 

Th« following is provide to stimulate your thinking about what may be hap¬ 
pening in your group. " 

Initial_r«a»on_for_working_tow«rds_grou2fon3Ation 

Uh*t observetions on your part, tentative goal*, program idaa*, suggaation* 
froo collaaguas or othar factor* lad you to dacida to fora a group? 

Rationala for selection of members 

Why did you choosa tha paopla you salactad to ba initial manbar* of tha group? 
Did thay shara soma naad, ability or intarast? Did thay just happan to "ba 
thara"? Did thay from an alraady existing social group with another function? 
Did soma staff p*r*on giva you a list? Why did you choosa hr*. Smith but 
not Mr*. Brown? 

Procedures in selection of neober* 

Did you conduct individual interviews and invite them to join? War* thay told 
to join by a staff member? Did tha first members of tha group dacida to 
expand tha group sixe and than invite new members? How did it happan? 

Description of tha process of cambers accepting one another 

The initial stages of group development involve a sort of "tasting out" of 
mutual acceptability often masked behind "small talk." What did you see 
happening in tha first few nestings of tha group? Ware soma already friends 
and not others? How war* you treated? An outsider? An insider? What was said 
that reflected tha inclusion or exclusion of people into the life of tha 
group? Did cliques form (groups within a group)? 

Tha process through which tha group set goals for itself. A list of these goal** 

If tha individuals do, in fact, develop a sans* of "wa are a group; (and thay 
may not reach this stag* at all) thay tend to sat goals for themselves. What 
is it that you sensed they all shared as "socathing that would happan because 
wa are a group"? Was thara explicit planning, such as toward certain activities 
(trips, aovia*, parties, kitting, billiards, ate.)? Was there the development 
of implicit (often unspoken) goals such as mutual emotional support; sharing 
tim* together for simple companionship; expression of frustration with some 
element of their lives; mutual enjoyment of food; being together to please the 
staff and avoid confrontation brought about by not agreeing to cooperate in 
the group? This is an individual goal, but if 'shared and talked about, becomes 
a group goal. What coercion purpose did the group have, and seam to agree upon 
maintaining, as a reason for being together? How did they arrive at these 
goals? Did they accept the goal as the "purpose of the group" when they joined? 
Did "goals" develop later which were different froa the original goals of the 

group? 

Description of the various aspects of group development 

Group norms: Were there any ’do’s and don’t’s' in the group, such as "you 



should com* to the Boatings wall-groored," or "you shouldn’t talk about your 
family bacausa ona group member has no family visitors?" 

What formal and informal, spokan and unspokan, rulas did tha group davalop 
and follow? You can moat oftan tall what soma of thasa are whan somaona 
violates a rule and gats disapproval for it. 

Status hierarchy, leadership issuas 

Has scoaona assumed tha role of spokesman for tha group? Does someone taka 
tha lead in activities or discussion? Is thara a struggle over who's tha 
boss? Where do you fit in? Is someone "low on tha totem pole"? - "high on 
tha totem pole”? Without whose presence would tha group feal incomplete or 
lacking test? 

Group cohesion 

Is thara a sense of "yes, we are a group - we belong together"? 

How do you sea this happening? In tha kinds of things that ara said? In tha 
seating that group members choose when they are anon? a larger group? Do they 
bunch together at any tine? 

Observations on tha relationship of the group's activity to tha individual 
needs or mecbers. 

Has having bean a part of this group ret any of tha individual's needs? What 
needs? Has it created problems for the individual? 

THESE QUESTIONS AND suggestions are offered to stimulate your thinking and 
DEVELOP YOUR POWERS OF OBSERVATION. GROUPS WILL VARY WIDELY IN THE DEGREE 
TO WHICH THEY DEVELOP THESE CHARACTERISTICS. DO NOT EXPECT TO aE ABLE TO 
ANSWER EVERY QUESTION ASKED HERE. — BUT DO LET THESE IDEAS BE A GUIDE, 



207 

Jan 31 Introduction 1o Internship 

Row useful was the content? not at 0 
all 

iroJerately 1 vruy 8 

Jan. 31. 
have been betcer? 

1. I was overwhelmed at this stage. 
m a f- o T” ■< a 1 stage. 1 scarcely read all the .inaographed 

jj. not useful, why not? Wat wo.,1,1 

formed ma of what was ahead of me and how I was to go about it. 1 needed 
this information very much. 6. It was introduced very appropriately since 
we all had a day of our internships and were able to relate our Initial 
experiences to one another. And, we were able to ash questions about 
everything in general. 7. Doesn't matter. 1 read the papers lacer. 
8. Introduction material was introduced at righc time. 

Feb 7 Entry Experiences; Discussion of Journal 

Hot at 0 
all 

How useful was the content? moderately very 9 

If not useful, why not? What would have been better? 

1. Hearing the others talk was useful. They lookd so cool and professonaal 
and I felt the opposite about myself and here we were, "in it together". 

V/as the material introduced at the right TH-E in your experience? yes: 7, KX 2 
Should it have been introduced earlier? Later? . . 

1. Tes, needed to be done early - a good discussion as a foundation and 
to share ideas when first beginning. 2. At right time. 3. I feel this 
was introduced at a good time because I was beginning to wonder exactly 
how I was supposed to write my Journal. 4. After one week of on the job 
experience it was wonderful to find out that we were all more or less 
feeling the same way. Dealing with anxiety of not knowing answers, filling 
In unstructured time were excellent topics to talk about. 5. It's the best 
time to speak about a journal in detail, before too much time has elapsed 
but not to get hit with it right away. Support part was great. 6. Decreased 
anxieties about creating a Journal. X gained insight as to how to Journa¬ 

lize my experiences as to vividly represent my feelings on paper. 7. V* 
got to share experiences in greac length and get the feedback and 
emotional support, and even creative criticisms that we needed! 8. OK.' 
Journal writing helped me get a hold on ny activity. 9. Discussion of 

entry experiences was important. 



Feb 14 Support Group Meeting 

How useful was the content? Not at moderately 3 very 6 
all 

If not useful, why not? What would have been better? 

1. Sharing experiences , listening to people; feeling supportive atmosphere. 
I have always thrived lo "support group" atmosphere. 2. It was of help, 
but . I had been over this topic before. I appreciate all those Including' 
S. Lipson for sharing their experiences with us. 3. It seemed to raise 
fairly common sense Issues that didn't need a whole workshop to discuss. 
The issues part was good though. 4. Cood timing for a support group. 
5.- Maybe it would have been nice to break a support group meeting In half 
with something else. You can talk and discuss and think. 

Was the material introduced at the right TIME in your experience? yes: 7, NR 1 
Should it have been introduced earlier? Later? Later: yes: 1 

1. The early sessions was a necessary placement - good to Calk with these 
kinds of feelings, doubts, questions and helped give direction to work within 
Cha agency, brought aloe to mind uhich was very helpful. 2. About your 
agency, just so much, and chn It starts to wear on your nerves, especially 
in the first few weeks when you're overwhelmed by everything. 3. I 
really enjoyed this session because it made me realize that a lot of the 
ocher Interns were going through so many of the same feelings as I was. It 
was very helpful. Still important to talk about the feelings and the 
anxieties. My competencies were not high priority on my list at this point 
so it was good that we were not discussing them yet. Thissharlng led Co a 
more intimate group - now I could feel comfortable talking. 4. May be 
should have been discussed later (issues). It's still only 2 weeks Into 
a new experience to evaluate and judge people at your agency. 5. The list 
we compiled I chink was very useful to all and really provided us with a clear- 
cut picture of a "professional". 6. A certain trembling at our striving 
for perfection. 7. Support group meetings are always useful at the 

beginning of an Internship. 

Feb 21 Planning for your competencies: Program Pavel., Interviewing 

How useful was the content? Not at moderately 2 very 7 
all 

If not useful, why-not? what would have been better? 

1. Too much mimeographed material. 

1. Perhaps if had done some role playing the week before - on a clienc- 
Internshlp role. 2. It's good to see someone else role play and be able 

to watch. X thought maybe a few more examples would have been great. 
3. Helped me to become organized In my working towards the fulfillment of 
my competencies. Clarified many matters which I was anxious about. 
4. I wasn't accustomed to jargon of professional world and I resisted lc. 

I resisted becoming competent in a "set way”. 



Was the raterial introduced at the right TIiS in your experience’ yes: 6 
Should it have been .introduced earlier? Later? Earlier: 1 Later 2 

i. This material could have been later on. 2. I needed a gentle Intro¬ 
duction from non-prof ess tonal world; I needed an explanation of why u« need 
or use professional Jargon. I found It offensive, "un natural" and officious 

-Jr—irwas Introduced at Just the right time as it gave us a clear picture 
of what we were Co do, and helped us to set up a time line in anticipation 
of completing each task. 4. I was able to sec oysights on appropriate 
methods of fulfilling my competencies. 5. It gave everyone enough time to 
scare planning for their own interviews. 6. Cood timing as to when tha 
competencies are talked about the role playing was good. I leanred a couple 
of things before hand. (Marietta explanation of the Program development 
could have been either explained a little clearer or brought up again in 
another workshop. 7. I felt this was good timing because it really made me 
start thinking abouc my competnecies even though I uasn't doing them at 
that exact time. It made me plan ahead for them. I really felt Chat 
practicing an interview was a great help. 3. Sight time - Need to practice 
especially if you've never interviewed before. 

Feb 23 Corroetency planning cant inusd: A?,ar.cv P-eo., IntcrvicwinK 

How useful was the content? Not at ' Eooaratcly 2 very 7 
all 

If net useful. Why not? Vftvat would have been better? 

1. Important to see this - Suzanne demonstrated with Sheryl. 2. Good. 
3. I had some knowledge of how not to interview in Barbara's class, buc 
I still did learn a couple of good points. 

Vlas the material introduced at tha right Tit'S in your experience? Yes: 6, XR 3 
Should id have been introduced earlier? Later? 

1. Yes, good to get a chance to look over the material although I 

didn't use it until later on. 2. Right time. 3. X feel that interviewing 
was really important buc thac maybe two sessions was a little much. 4. I Chink 
generally thac there was coo much time spent on interviewing. Half of the 
information I still have not read. 5. I think it was good practice to do 
the model interview and get feedback from a peer thac you ordinarily don't 
get from a client. 6. Fine. Inspired for Interviewing with council on 
aging. 7. Interviewing skills are important at any time. Ic's good to 

work at these skills throughout Che term. 

Mar 6 Competency planning continued: Interviewing 

How useful was the content? Not at nodarately 3 very 5 
all 1 not present at session 

' * 1. Cave me more experience at interviewing through roll playing. 
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If not useful, why not? Wliat would have been better? 

1. It was great! Practice role playing maybe at another point near the 
end might be useful. 2. Agency paperwork was useful In seeing forms but 
boring. 3. Paperwork took up aloe of tire, ar.4 It wasn't useful. * 

Was ferial introduced at the right TEZ in your extar Lena? Yes: 6. nr 2 
Should it heve been introduced earlier? Later? Latel ' i 

1. Introduced at a good tlae. 2. Roll playing was socewhat Interesting to 
do. 3. I thought the paperwork was an excellent thing to have done. It really 
shows that social work isn’t all direct services. 4. Tea, but later too 
would oaks a great comparison tool. 3. This was presentation of agency 
paperwork which I felt to be very valuable to re. I really learnt a lot "in 
a good way and it was very valuable. 6. Right tine since people looking 
for Jobs need time to apply, etc. 7. The role play was helpful at this time 
but later might have been nore for me personally, as my Interview took place 
much later In the semester. Paperwork was also good to see, as I wasn't using 
It In my agency, but was good to see what others have been doing every day. 

C a*"-" 

Mar 13 Career Planning I : Student,'interest questionnaires, case raanagwreat 
and CQA jobs 

Hew useful was the content? tlot art all moderately . very 5 

• all 

. ‘ * 4 not present at session 

1. I was anxious to learn more about jobs In the field of agency (entry level). 

" • 

1. Gets you psyched to try and get a job. Look at all the placest This is 
very useful nitty-gritty Info and I’m glad there was someone to do it for me 
-and do the phoning. 2. This session began halplng me to clarify my 

vagueness about Jobs In the field. 

If not useful, why not? Vttiat would have been better? 

Was the material introduced at the right TEZ in your expedence? y“: 4* H-&: 1 

Should it have been introduced earlier? later? 

V Yes this was as It started me thinking and actively pursuing Job, - a 

1. w** .t~» T1* «*Sb — 
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K*r 27 Report on survey of current job abailability; Field Obs-r™*-;™ 
Tuiiuiiqua, Qiuit«!"SLitiyilJli, uj'.;------ 

Hex; useful was the content? ; Not at 
all 

roderutely 2 very 7 

■ If not useful, why not’ Wliat wo&ld have been better? 

1. I enjoy«d boeh the guest speaker and the Job availability part of the session. 
When reflecting back to this meeting I feel I remember more about discussion 
on jobs than I do about the content of Cecile's speech, though I thought her 
to be brilliant in her area of expertise. 2. Her talk was a little vague 
I thought. 3. Very interesting to listen to. She made you think. 

1. Loved Cecils I 

Was the material introduced at the right THE in your experience? yes: 5 * 101 2 
Should it have been introduced earlier? Later? Earlier: 2 

1. Yest, introduced at a good time. 2. Yes, she was inspiring. 3. This 
woman was fabulous! Definitely the best speaker - the material was very 
interesting, i.e., participant observer. 4. Yes, it doesn't really matter 
when. 5. The material from Lou-Ann wa3 excellent. It may have been better 
if it were introduced earlier, but I don't think that was possible. 
Cecile was interesting and she be invited back. 6. I feel this was one 
of the best meetings. It really made ce aware of how soon we were going to 
be out in the real world and I feei the information and tips you provided 

were really helpful. 7. Yes. 
April 3 Minority Elderly. 

Hew useful was the content? not at 1 ncdsixctaly 3 wry 5 
all 

If not useful, why not? What wmld have been better? 

Was the material introduced at the right TE iE in your experience? 

Should it have been introduced earlier? later? Earlier: 1 

yes: 4 NR 4 

too detailed. 4. 1 ne spenc. Introduced at an appropriate time, 
session feeling it was tine * . about 5. It would have been 

better if the speaker had just di ^ ^ ^ ^ ^ jusC a 

6. 1 was very Interested in wh c<jod 1 uas in buC on that day the 
personal interest and may reflect personally and I would rather 
material really didn't seem ™ “ven g perhaps a little earlier so that 
have continued our looking at jo - • ^#rs in a ro„. 9. Especially the 
there would not be too many 8uft ^ ^ ways different minority 

S.c.l™ of v.07 -«<T 
people have of relating, di pursue in study and practical 
and made me realize it. so-.chinB “Mlo„/eh. tlraeing wasn’t as important 

learning. Timing was fine. V11 very useful. The written 
a, was an .xceaentseaslonlnt.rv ,.ty ^resting and useful 

materials - checklist, etc. 
In structuring an Interview. 
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AHTil 10 Advocacy_for the elderly. Uurie y,,,t. ,,„mt ^y, 

Hot; useful was the content? — - nodcratoly f“ 5 not 
all 

Koc present »t session: 2 

If not useful, why not? What vwuld have been better? 

Was the material introduced at the right TE2 

Should it have been introduced earlier? Lat“- 
in your ex3erience? 
o k 

?«•: 3. N2 4 

1. Very interesting It’s too bad if, ,0 difficult for an undergraduate 
to gain experience (in an internship) through a legal service ageo£. Kifrt 

eaj°yed llsteQl"S '» La«ie. She was very in^sativf 
and I lilted hearing about different aspects of the field. 3. I was in such 

.a great mood this day so I did not benefit from the class. 4. Creat all 
arourui. 5. Enjoyed Laurie for content and for how she got her job. 
6. Lauri Alexander was very interesting and discussed relevant, important 
Issues and concerns. 

April 17 Career planning II the Broad Picture*Croup Vfork.. competency and presentation 
re-rim- - Tsrrj.nati'-pn-Issuas. J 

Kou useful was the content? not at ; moderately 2 very I 
all 

If not useful, why not? What would have bean better? 

1. Discussion was very useful and stimulating. 2. Good to hear from 
colleagues. 3. It gave us a chance to talk about future goals and alre 
some deep rooted feelings. 4. Cot to know what other people were doing 

and how they went about it: 5. To talk less of termination Issues and 
more job up date. Group reports were excellent. 6. 1 think the work 

shared by others is always Interesting. I could have done without Laurie 

coaing up a second time - much of the rig-a-moreaole about the elderly 
I knew from S.C.O.A. Sue the information about social services was 
interesting. 7. I feel this was also a very valuable meeting. I enjoyed 
hearing Laurie again and I really value hearing about different job 
openings. 8. It would have been nice to have more information of schools 
beyond the undergraduate level, and jobs for those with an advanced degree. 
Although, I understand that most of the group was interested in Jobs for 

Chose with and undergraduate degree. 

Was tha.-naterilA introduced at the right TIM: in your experience? T”1 5 4 

Should it have been introduced earlier? Later? 
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AgrU 24 Workshop: Sharing our experiences Crouo V.brk ftrWt-n,. , 
lTesentation--— tan-> >—Lifa_and 'P^fcrroj 

Hew useful was the content? not at 
_ h1 t 

If not useful, why not? What would have bean better? 

moderately very 

Was the material introduced at the right TH-E in your experience? 

Should it have been introduced earlier? Later? 

ye*: 7, NR 2 

April 24. 

1. Yes, it was appropriate to be towards the.na .v 

5h* p?^rial UaS understandable and had developed to Ls^to 
2. Right tic.: group work had to be don. at £he «d1n order K to' 
describe the progress of our group throughout the semester. 3 Althouih 

tV°C 3PPly CO “ P«rso^Uy, I found it to be very ^ 
interesting. I learnt alot about other agencies and I really enjoyed 

H the 4. It would have beeJb^.r to 

? •“ ' ?"*• 5- 1 & R was 8°°d to hear about. Also more 
on other people s experiences did me good to listen to. 6. Interest^ 
to mow wnar others are doing. 7. Colleagues. terestlng 

“=SLi_Sharing Our experiences - Agency Rep Presentations 
Gnouo Lork Presentations ' 

Workshop Evaluation .Torres * 

How useful was the content? not at 
all 

moderately x very 7 

not present at session: 1 

Xf not useful, why not? What would have been better? 

Vlas the caterial introduced at the right TIME in your experience? yes: 5, NR 3 

Should it have been introduced earlier? Later? Earlier: 1 

1. Was great to hear at the conclusion of the internship what al 1 groups 
were like, but actually, a little report along the way - even mimeographed 
to save time would have been nice - because learning what others did might 
have helped along each of our group processes - sharing of different 

techniques, activities, and problems and how they were dealth with along 
the semester would have been nice even earlier than towards completion. 
2. Right time. 3. Good time - once again I enjoyed hearing the other 
classmates talk about'their experiences. 4. Again I enjoyed to hear what 

everyone else was doing. 3. Perfect timing. 6. St was really Interesting 
to find out what others had been doing in their agencys, l.e. groups. 
7. Broadens and solidifies view of what agency activity is like. 

t 
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May 8 - Support Group and Party with agency supervisor . ioic.-i ; corn;;] ion of cy^.1 fantts 

those ratings, do you feel that . Altliough this has not occurred by the tirr.o you rake the; 
the material is put in the schedule at the proper tiro? 

yes q no 

What changes urould you make? 

1. X Chink varied job opportunities should be calked about and discussed 

from the beginning of the semester. 2. Cover all of the competencies 
as early as possible. Although group sharing is leportanc perhaps it 
should be centered on personal gut feelings, rather on how they are 
fulfilling the competency. 3. But things seemed to get off to a slow 
start and the last conch was jam-packed wlch information. If people 
like Laurie Alexander and infor. on jobs, careers, etc. was spaced a 
little more apart, I think it uould be becter. 

What additional material, beyond your suggestions made to the above questions, 

would you reccrirand as additions to the vrorkshop program for another term? 

Vihat was the best thing about the workshops? 

What was the worst? 

other issues, including activity of facilitators, group process, progrra, etc 

see over 



Additional material 

Supportive Atmosphere, excellent topics of discussion and excellent organi¬ 
sation. The time of the sessions was late for good attention on ny part - 
the morning would be better for attentiveness - but that's my own 

hangup! 2. It might be nice if students doing Internships the following 
semester could talk to the Interns and get an idea of what It's like before 
going out there "cold". Hearing the experiences of everyone involved. 
3. Q resume writing workshop would be helpful cowards the end of the term 
when students start looking for jobs. Being able to share experiences, 
concerns and problems throughout the entire internship. Talking about' 
job possibilities and requirements for jobs in the field was helpful. Dis¬ 
cussion of grad, programs would have been good. Role-playing, I never 
seem to gain much from role playing, although It may be helpful for others. 
More speakers would be good on various issues. Laurl Alexander was great! 
Maybe have one workshop for students ALONE so we can be totally Informal 
casual and honest...sometimes structure can inhibtc people. More oppor¬ 
tunity to go to hear speakers as a group from CPP, ex., M.G.P. speaker 
David H. Fisher, great experience for students. 4. CP? got me a job! 
Make sura the applicants get the agency Interviewers to call up GPP and 
get beautiful words to push applicants into light. I was rejected in 
two ocher places. Support and suggestions for job hunting and getting. 
Tips on where Co apply. Encouragement of Suzanne plus group support of 
fellow-job hunters. Takes the sour feeling of vulnerability away when you 
are applying and interviewing (and getting rejected!) for jobs. I 
found that coo much mimeographed material leaves ne cold and unmotivated. 
5. If possible, get Agencies-representatives co come to us and tell us 
abouc their agencies as in other majors when they do job recruitment - 
but it really looks like a goal more suited for the distanc future. It 
gave cine to relate our experiences and get some feedback positive or 
negative to the way things were going. It provided the emotional support 
we all need in a new and different situation. Having to be rushed by 
the class at 4:00, when we were in a good discussion withouc having the 
tine to really r-ie up the loose ends. 6. LESS MEETIMGS. Perhaps bi¬ 
monthly. More personal feelings discussed, rather than techniques. Bring¬ 
ing together al 1 the Interns as co fom a small, familiar, group. When 
forms were discussed. Sometimes the sharing of technique and experience related 
to competency fulfillment got rather lengthy and boring. There should be 
more tine for more people to say things and more control should be 
exe4rclsed by chose leading the workshops. I think many important issues 
were discussed and covered, but fewer meetings, with more content and 
responsibility for the student may lead to utilizing time co lcs fullest. 
I had been aware of much what had been covered in many sessions. Non-the 
less, this has been a very important experience for me. Perhaps interns 



should be divided Into groups so as to concentrate more on the Interaction 
between themselves and a small number of people. After all. It gets 
tiring listening to lots of people talking for a coupld of hours. 

Efforts should continue to be made towards penetrating and stimulating 
the Interns greatest concerns at that present time, whether they be positive 
or negative. It's hard to learn in a situation like this unless what one 
Is experiencing can be related to and reinforced to and by others. 
7. To talk more about each Individual competency and whac Is expected 
of the student. To talk about the gamut of Job possibilities more not 
Just home care. Perhaps graduate programs too. The workshops were the best 
support possible. It was new to be able to talk about anything under the 
sun and be understood. Just that I had to rush out after each one to get 
to another Job. I would have liked to have stayed. To require a first aid 
course and CPR also perhaps have graduates of the program come back and talk 
to the group about what Its like in the real work world (for then) as compared 
to their internship experience. Sheryl was a student still so she wasn't 

as good a resource as say LuAnn Tetrault would be although the materials 
she sent were excellent. 8. The sharing of feelings, etc., the minority 

elderly was interesting. The first workshops seemed a little long. The 
interviewing sessions could be cut down a bit. I would haveliked to hear 
more about what programs iliii other people uere setting up - even if it 
was quickly. I really didn't know half the things everyone els# was doing. 
9. Maybe to visit the other interns at their agencies to get a broader 
picture of other settings. I having experienced learning that other people 
fel the same way. Finding out about different Job opportunities. Kona - I 
feel everyone involved were fantastic, helpful, resourceful and I cannot 
think of anything that could be done to improve on that. 



WORKSHOP EVALUATION 

Session-by-sessior. evaluation 
of Content Usefulness and 
Appropriateness of Timing 

Summary 

A second phase of the evaluation of workshops consisted of a 

session-by-session evaluation of concent usefulness and appropriateness 

of timing. Request for recommendations for additions to the workshop 

program vu also made. A review of results and a feu recommendations for 

future curricular design are offered here. 

Content 

The studencs found the workshop content very useful, with few 

exceptions. (9 students rated 13 sessions; 86 "very” scores, 22 

"moderately" scores and one "not at all" scores were made) 

The workshops on "Introduction to Internship," "Entry Experiences 

and Discussion of Journal," "Sharing Our Experiences - Croup Work Presen¬ 

tations," and "Student Career Interest Questionnaires (Case Management and 

COA Jobs)" were given the highest racings. The students apparently valued 

learning about the structure and expectations of the internship program 

at the outset, and enjoyed Che support that came with discussions of 

feelings experienced on entry into a pre-professional poslclon. Hearing 

about other scudencs' program planning and group work as well as abouc 

Job opportunities in aging was seen as especially valuable. 

The studencs were least enthusiastic about the minority elderly 

presentation. Although a number found it very useful (5), others faulted 

the presentation as being too formal, too hard to understand and too detailed. 

Re-evaluation of the form of the material is appropriate for next semester. 

The February 14th meeting, which was wholly a support group. 



vas given warn suppore. Coping styles in nesting stress in new situation* 

vis the major locus of the session. All students found It moderately 

(3) or very (6) useful. However, while some praised it highly as a very 

valuable element oe the beginning of an internship, others were somewhat 

laSswsra, one feeling it was 'common sense' material, and did not need th» 

time devoted to it. 

The sessions on interviewing and agency paperwork were subjects of 

nr-Tfnt. They were viewed favorably, but had more "moderate'' 

ratings than cany of the other sessions. Students took time to comment ore 

the usefulness of the interviewing practice, but for a few. it was a repe¬ 

tition of work done through another course taken prior to the internship. 

Attention Co this potential redundancy should be given in planning for neccc 

senes ter. The presentation on agency paperwork was viewed by several 
\ • e 

students as boring, thus not useful, but as excellent content by others, 

because it "really shows that social work isn’t all direct service.*’’ 

Because of the heavy concentration of time spent in case management, (one 

of our "target" careers) on paperwork (reportedly 50%) it would seem appro¬ 

priate to continue with this dull and disillusioning — but reaJListic - 

piece of content. .Possibly the students can help us find some way of 

caking this sore palatable. 

The workshop content was seen as appropriately timec£, that is, placed 

within the semester series of 14 sessions. There were a few exceptions. 

(9 students rating 14 sessions, — including the party — yielded- 81 righr 

fiat" scores. 8 "other times" responses and 29 So Response) Students co~- 

cented frequently on the good timing of the material. They also n--ule *“lno 

revision suggestions. Two people felt that the competency instruction 

offered In the fourth session should have been introduced, or re-•,,t^• 



duced, later in the series. Although a number of students remarked on the 

appropriate timing of the career discussions and Job information in session 

eight, two felt it would have been better If offered earlier. 

Recommendations for Additions to Workshops 

Information on a wider range of career opportunities than that 

offered during the workshops was requested by a nueber of students. The 

program objectives targeted the positions of case manager in home care 

corporations and social service workers in senior cencers. However, res¬ 

ponding to student requests, the program for session 11 was to Include 

a broad overview of careers. Including positions further up the Job pyramid, 

and those requiring graduate training. Unfortunately, this material was 

cancelled, due to the presenter's illness. Attempts were made to make this 

material available to the students through other channels, such as attending 

another session held under different auspices which covered the ground. 

The results were spotty. Future semesters should continue to program for 

a broad overview of careers in aging. 

One of the students who apparently missed the "intern information 

session" held in the preceding semester urged talks with interns already 

'on the job'. This useful component should be continued. 

A workshop on resume writing was requested, in addition to the 

individual consultation offered by staff. 

A workshop session with students alone was suggested, as structure, 

can Inhibit people". 

More trips as a group tohear professional presentations off campus 

were urged. 

More talks from agency representatives as a fora of information and 

Job recruitment were suggested. 

Fewer meetings were urged, and a focus more heavily on personal 



feelings than on learning competencies was encouraged. Suggestions were 

made for breaking the group up Into smaller units for more Involved dis¬ 

cussion. 

More detailed work on competencies was requested. 

It was suggested that graduates return and talk about the "real 

work world" to Interns who would be following In their footsteps. 

More sharing of elderly program ideas was urged, and possibly visits 

to other Internship sites. Serious consideration should be given to these 

recommendations for additions to the program, viewing them In light of the 

elements currently In the program which were highly rated, as well as in 

light of the probable reduction In the time available for workshop sessions 

Possibly a mutual staff/student planning session would be appropriate, 

early in the term, utilizing the evaluation statements of this term’s 

students to help In determlng the curriculum for coming semesters. 
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Addendum - Summary or Student Evaluation of 
Internship 

General nm-stionn about INTERNSHIP 

1. What ere your career goals? What job cole do you aspire to? 

2. Has the experience of your internship changed in aoy way cither your career 
goals or the job role to vhich you aspire? 

3. Given that the goal of the Competency-based Internship plan is to provide the 
student vita the kind of experience that vill build professional skills AND the 
students confidence in the mastery of these skills, hov successful vas your 

incernship in achieving this goal? 

VERY SUCCESSFUL YttV’' • . 

SUCCESSFUL U\ 

NOT SUCCESSFUL 

COMMENTS 
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Questions on some structural aspects of internship program: 

circle one 

Hou useful did you find the monthly reports? not.at * little moderately quite v* ry 

usetul \ HI1 u*' 

Comments: 
m 

How ysefuL did you find the Journals? not at a little 
all 

useful 

moderately 

m 
quite 

1} 

Vt 

usei 

/!( 

Comments: 
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Student Evaluation of Gerontology Planning Project - 1979-80 T - . . _ 
---—___ ln<.em-.nio Ccmoxianc 

Summary of responses: 

Selections of and Supervision during Internship 

Selection of Internship 

The Gerontology Planning Project works with each student to help in 

the selection of a placement which best suits the student and the agency. 

Please describe how you saw the GPP's role in this placement process. 

Which of our efforts were the most helpful? Be specific. 

1. r counted cn.you. to find.suitable .places far people to work- : It was a real 
joy fee rae to have to choose from the irany internships and not to have to seek 
them out cyself. I also appreciate the site visits which you set up. 1 can 
see this as a convenience for the agency as well as the intern. When I went on 
th* sites, Suza: ne madi a point of having everyone speak and share our thoughts 
about .‘what we wanted from the agency. 

2. They carry the biggest amount of the responsibility of finding placements for 
everycna. Having site visits was by far the most helpful element. It gave a 
spectrum effect of personalities and agencies. 

3. V.’e got to see each agency in effect. I liked the idea that we all discussed 
all the agencies. 

4. I located the agency, GFP provided the needed encouragement and support I 

very nsch sough*- GP? did most of the arrangements in placement at the agency. 
discussion and contracting which went cn before the semester began and the work 

dcr.e by the GPP in the early weeks broke the ice and paved the way for a "successful" 
experience over the past few norths. In ny case, I made the initial contact with 
the agency and recieved all the help I required therafter from GPP. 

5. Finding an agency to fit ny needs. 

6. Acceptance of my wish to intern where I was working already. 

7. Arrangement of group interviews and transportation to and from. Help in 

formation of resume' and cover letter. 

8. The monthly supervision sessions and the coupetency guidelines. 

9. I got in very late to this process, but the GPP gave me suggestions of 
agencies to contact, and when I located a placement possibility in Belchertovn, 
the GPP staff moved quickly and effectively to set me up as an intern there. 
Since 1 didn't have a lot of choice in where I did my internship, because I w«_j so 
late - so most steps were bypassed, except that I wrote down my interests in 
the field. These were put cn file, and we had a good preliminary meeti*ig with 

the agency to set up the internship. 



How could we improve oar efforts? Be specific. 

1. I really can't think of how I would do it differently. 

2. The GP? has dene everything possible, I think. 

3. 1 cannot think of any improvements. 

4. Hiking sure that proper agency supervision is given to interns. 

5. I think it would be helpful to nake up an informational packet about 

what is involved in an internship and the different types of agencies that a student 
could be placed in. 

6. - 
7. Perhaps, if search for internship placements and actual visits to agencies 
should be done earlier in the semester, and not wait until December. 

8. The cnly thing I would add would be that the GPP supervisor spend an entire 
day with the intern at the agency so that he/she may get a more rounded picture 
of the internJs activities. 

9. Extend the knowledge of agencies outsida the Western Mass area - I know this 
will take a few years, but I think it's a worthwhile direction to rove in. 

Supervision Curing Internship 

Each student has an agency supervisor*? and a person at GPP who supervises the 
internship. 

In whaf wgys, if any, was the GPP supervision helpful? Be specific. 

1. Haney was extremely supportive througjrout ny whole stay. I r-aTieH her an 
weekends and she always had as much time as I needed. Nancy listens well and 

gives good, henest feedback. The one tune she felt she could not see the situation 
clearly, she asked Suzanne to come in and listen. When I asked Nancy to core 
in and have a triad, she certainly said yes. Even before I asked her to, she 
offered to cone in and talk to both Pat and me. . .• • • 

2. It has helped to put corpetencies into perspective. They also have been a 
support system and questions /problems can be more freely discussed here than 

anywhere else. 

3. Was always there for support or for any questions. 

4. I could privately Hi cn ■«« ny concerns to my supervisor. GPP supervision 

gave encouragement and offered explanation in depth about competencies. 

5. It kept me up to date with ny competency completion. 

6. Emphasizing the professional aspect of social services while I worked in 

a "medical model?. 

7. In helping ou^ ,jhen needed - direction as to where to get help 
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3. 

ALSO the supervisor .was enthusiastic and zav^a w V peognssing. 
reinforcement. 30(3 gave a lot support and positive - 

9. Helpful as a check and to provide -feedback ry.~• 

working out problem areas with competencies, kTO-mal H Vh'** support in 
ideological considerations. A ereat wav tn *pch ^ and 
willing to listen in the background at^ll tires.^ ld2aS' ar“ to * friend 

In what ways could the GPP supafvision be iiraroved? 

1. - 
2. They could just call each intern every new and then just as a check. 

4* I have no suggestions ; for me, I found supervision available whan needed. 

5. - 

6. none 

7. Greater availability; core prompt ( although I know you're very busy). 

8. I really don’t see where inprovments could be made. The sessions were terrific'!.! 

9. 

Did you find your supervisor from GPP supportive? Hew supportive? 

. Needless to say I find Nancy very supportive. When the going was tougb 
Nancy really understood what was going on and not only help me see the situation 
clearly, but gave me a truckload full of positive reinfarcs rent. I felt like 
she catered to ny individual needs. 

3. Yes, very supportive. She was always available and very helpful. 

3. Very supportive 

4. Extremely supportive. When the student is at the agency, he/she is responsible 
to both the GPP and the agency. GPP can act as a lie son between the intern and setting, 
offering emotional support and academic support. 

5. I felt free to talk about any problems that I has having and the evaluation 

form at the end of each meeting gave me a chance to express other feelings. 

6. Absolutely. Above and beyond the call of duty. I was confused and resistant 
and she hung in ! Help in cutting through red tape when I almost "dropped out" 
accidentally in fall due to lack of $$. 

7. Yes - gives encouragement ; makes feel good 

8. Yes - very much so I I never knew anyone c&uld be as supportive as they were.’! 

The enthusiasm and support was phenomenal 1! 
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g. Very supportive - Nancy was always vary positive and helpful - pointing ooci 
o..ustwngths, along with areas to be worked on and improved. Very ScouragLni 
and inspiring to work with. 4 5 6 7 

Has jfoe atmosphere during your meetings or.e in which you felt you could be ooan? 

1. Extremely so, and not only was I open with Nancy, she also shared dsce of 
her experience with rra. 

2. Yes, always. 

3. It was very comfortable and open. 

4. Yes, very much so! I could and did— talk about everything and anything which 
concerned me. My supervisor encouraged honesty and ooenness. 

5. Yes 

6. Absolutely yes. 

7. Yes. 

8. Yes definitely so, and I believe I truly aas. 

9. Yes, Nancy set the framework for hcnesty. I wasn't erbanassed to talk about 
mistakes, problems, ness ups, as she appeared very mean and sympathetic toward 
hearing about experiences. 

Did the supervisor help you to move toward the goals >r3u had sst for yourself in 
your interns mo’? If you can be specific, please do so. 

Yes, especially when I did not waat to finish my speaking competency Nancy more or 
less hold me I had to do it - I am glad she did. Nancy understood ray fear and 

sold things accordingly. I also appreciate that eha wanted me to do a write-up on 
how I would do tha newsletter differently and what I learned from it. This 
helped me understand ny own mistakes. 

2. Yes, she gave me feedback that she had gotten free the agency and helped me 

to figure out where I was going - how to achieve by goals in a clear cut way. 

3. My supervisor ultimately knew I wanted to get casamacagement experience in. 

So she was sure to check up frequently and see if this was occuring. 

4. Yes! As my experiences at the agency tock place so progressed the shaping of 

my goals. I needed assistance as ny goals changed, f-s vy goals became final, 
supervision from GPP allowed me to move toward and realize them. 

5. 

6. She helped rre figure out my goals. I was aloft in vague ideas and I learned 

to accept the reality of jargon and professional approaches that can make clear 
actions ofit of ideas. Clarify ideas into goals. Practical steps; grounding 

of loose philosophy. 

7. Yes - let knew what had to be done. 

3. Yes. The supervisor helped me to become mere independent and rely on 

myself more and develop ny skills in my own fashion. 



9. Vos, she haloed ms to try out r.ew rhinos * _ „ . 
x. . . 3 . tnuigs - i.e. to do grouo oresentations 

*££?££«%£ “*■»«** *?«-or 

^hat^advice do you have for a student who win 
work with this supervisor in the 

She's always willing to help. Don't feel 

1. Just be as open and honest as you possibly can - ev»n tiny little thin<~ 
you nvay think nobody else feels, share them. It helps me to Llk abouti^nd 

a person ^LSten^Z 030 things in perspective. - Talk about your 
hard tunes as well as the yoyous ones and keep on reinforcing you. ^ 

2. Seek help i-£" you need iti 

funny about asking questions. 

3. Be honest and open. 

u’ ^ee?.af'C^n? Qt^stionsI feel free to express whatever concerns you nay 
have. Althougn you may not yet knew it, your supervisor help ray far exceed your 
expectatacr^ _ as to what assistance she can afford. - Be clear, concise and 
responsible in your decisions and goals. Your supervisor will go 'naif way with 
you, but you must do your share. Don’t worry too much. 

5. Wonderful person - be open, honest and seek her advice. 

rt=csPt practical advice - it works . Ideas can remain pure but there's no action 
wit.out practical skillxul steps and Suzanne knms what the steps and words are. 
raking concrete the vagueness of social science. 

7. Be open; this supervisor wants to knew very much what you are thinking 
and feeling. 

3. 3e completely open and don’t hold any feelings bade because the supervisor is 
an empathetic listener who is willing to help in any way he cr she can’ and 
the only way they can do so is by knowing what it is that is bothering you. 

S. Take advantage of the incredible resource, support and friend Nancy can be to 
him/her. Feel free to ask any questions, advice, etc. 

Student Evaluation of Agency 

(facilitation of pursuit of major objectives) (1979-30, competencies ) 

Did the agency pro/ide experiences and access to staff and materials which 

enabled you to readily pursue your major objectives of the internship listed 

in your individiialcrntract? Please address each sub-topic under major objectives. 

If barriers existed, describe them and suggest ways in which they might have 

been circumvented. 
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1. 
1. The material was access able to cafry out rest of ry ccmpe tencies. With the 
newspaper title contest I did not get much enthusiasm about it and not such 
encouragement. 

2. With my agency representation, both Cindy and Laurie listened to my soeech 
and gave good criticism of what to do. Pat told me that she would help re by 
looking over ny outline, which she did and ghis helped. 

3. I taped a few interviews and never shewed them with pat. I think Pat 
did try to cooperate with ny helping me to try to understand the service delivery 
systas, but there ware a few conflicts that I am not really sure why they existed. 
Part of it was my fear of asking questions, or semetines difficulties in even 
thinking up what questions to ask. I don't really know why this was...yet. 

2. 
1. Agency representation - sat down with re and explained the whole center, its 
functions and staff. Could look up any materials necessary. Provided to 
do it. 

2. Program development - let me do ny cwn program ny way. Gave suggestions if I 
asked. Were very supportive. 

^" Interviewing - provided quidance as to how to gain access at Chestnut Ct. What 
questions to ask were discussed at several staff meetings. 
4. I/?, deli vary/develop ment was given help in choosing development topic. Was 
told possible places to find info. - I/R service was sort of ongoing in that 
I was allowed to just take over the office. 

5. Group skills - no supervision necessary. Reported on ay recreation group. Very 
informally reported at intern workshop. 

3. Before I was working in the agency I was issued a copy of -die "legal 
Handbook" which was useful. Every member of the staff was overly helpful 
and any questions I had were answered immediately. 

4. Yes. Staff meetings, access to files, access to information/referral info. 
I got whatever had to be dona, dene! Staff was not directly involved with my 
day-to-day work. There were no problems with regards to seeing cr discussing 
issues with any staff member. For the most part, all ware quite helpful in aiding 

ny work. 

51. Agency rep; all materials were given to me by business office personal 
2. group work - sane literature was given to me by O.T., child have use more to 

understand dynamics of a group. 
3. administrative task - purpose aid format of nr/ task was written out and carefully 

explained by ny supervisor. 
4. interview - follow-up survey by soc. service dept., followed an interview 

schedule. 

6. 1. Program dev. - access to patients to start discussion group 
2. Agency Pep , resistant and secretiveness re operation of business by cwner- 
administrator., Unbridgeable barrier, if intern does nursing home again, far 
organizational purposes a home in a company ([■‘edrio ros 20 nursing homes 6 hires 
business administrators e.g. Pioneer Valley ) would be less shy (maybe). 
3. Interviewing In another place, intern might do intake interview or if unknown 
to place, do interview. I had all kinds of informal dialogues with patients, but 

I learned formal interviewing elsewhere. 
4. Group work - invited to start discussion group. 
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7. 
7. Hot very helpful as far as staff experiences. Iters help carc from GPP. This 
agency needs kncwledgable people who would be good role rode Is. 

8. 1. Agency rep - yes the staff and the materials were readily available, 
although I must say they didn't book at this as the first priority. The feedback 
from this presentation was very positive even though. 

2. Program devel. and Adm. •. I would have to say this was the lowest priority 
of all my objectives for the agency. They did not take a great deal of interest 
in the fact that I had to do this task as it could have been pretty beneficial to 
them. I do think that the time in which I entered the agency had a lot to do 
with the fact that this objective was not a priority with them. The agency was in 
a great transition and short on staff and really.didn't have the to give 
me the supervision needed. I do feel though, cnca I complete this task it will 
be more useful than they had assured. 

3. Interviewing: This objective was greatly fulfilled and I had a great deal of 
cooperation in completing it from the agency. 

management: I must say this is definitely the first priority of the 

agency and they gave me a lot of supervision and helped re to become a proficient 
case manager. 

9. 1. Agency rep. was provided with good access to all necessary to complete this 
objective - staff and resources available for questions in prep, of speech, and 

contact people far places to speak were pointed out to re and introductions made. 
2. Group work: suggestions made @ people to invite to 2-1 (two minus one) types 
of activities to include, and speakers to invite. Lots of support provided for carry¬ 

out of group meetings. Plenty of discussion about what the group could 'accomplish 
and needs of individual members. 
3. Program dev. - was provided with materials on aff. action which Louise had - 
a model plan and the beginnings of one Louise started - rest was left to ire, 
which wes fine - was able to ask questions and for clarification of necessary inforraticn 

about the center. 
4. I SR - was provided with several suggestions about areas for ISR, and after I 
began, investigating an area, Louise hooked ire up with an excellent resource 
person at Utess Legal Services. Not quite as much time spent here as I needed, but 
that was up to ae to pursue, not the agency and my supervisors. 

rtf A the agency provide an orientation shch that you could develop both a broad 

understanding of agency policy and function as well as the relationship of . ^ir 

activities to these functions? 

1. I don’t really understand this question but I think I did develop a broad 

understanding of agency policy. 

2. Yes, in the first few weeks expecially, but it was an ongoing process. 

3. The first week I was at the agency I was assigned to a different Case Manager 

everyday. I feel this was really valuable due to the fact I got to observe six 
different styles. I also got to talk to each C.M. on a cne-to-one basis. 

4. Well... yes... but my agency did not present policy to me. They did a good job 
answering questions regardless of the 'troubles' being encountered at the center. 

When I left the center for good, I knew in geseral what the policy of the center 
was. It still needs further definition. The agency' provided me the baekgroupd 

information required for the fulfillment of ny fecals. 
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6. Not broad. Nursing supervisor: "We need something for our mentally alert 
patients." Medical model is narrow. 1 "filled a prescription" like a pharmacist! 

7. The first week was taken in just getting to know the agency - they allowed for 

8. Yes - they spent a good two weeks having .ta read material about the agency and 
ty position the res They gave me a lot of super/is ion and orientation, especially 
out in the field. 

9. Yes, the 1st weeks a lot of time spent on orientation to policy, function, 
people and procedure. Attended seceral meetings with supervisor (WMACA abd H/Chic 
Reg. Senior Services) to learn about interagency connections. Materials and files 
left open to me to browse thru at any time. 

Did the agency provide supervision as stated in the contract? Describe the 
supervision offered you: (wno, concerning wnat, whan and where) 

1. Yes, Pat did supervise me as stated in the contract. At the beginning she went 
over all the forms that I would be filling out and even a month into the internship 
she was still willing to explain things that I didn't understand or had forgotten. 
Again there was sacs type of barrier which prevented 2at and me Co work with one 
another on a somewhat professional level. I don't think she.gave me adequate 
supervision but she feels I didn't take enough responsibility to initiate 
questions and ask for her supervision. 

2. Yes - had an hour session with supervisors Nancy and Barbara \ each or 
else an hour together every other week. I had supervision any other time if 
I needed it. They were always there willing to listen and help. 

3. During the first couple of week my supervisor provided most of the 
supervision. But as time went on I feel all the case managers were ny main 
source of supervision and I usually went to ny supervisor with major questions. 

4. I operated for the most part interning in a free-lance style, setting ny 
own pace and goals. But ny supervisor did all she could do for roe. She 
introduced me to people, shared intimate pererant information relating to the 
center, and encouraged us to do well and to keep our daily work record up to date. 

5 Yes. I had con tin uo us supervision by the head of each individual dept. I 

work in as well as monthly supervision by ny agency advisor, although I spoke with 

him at least cnce a week. 

6. Joan, (activities director) helped locate discussion group candidates; discussed 
meetings with ms and took feedback during the times I wasn't there ( frera members). 

y. qpi site: very supportive ; was there when needed but let us do what we wanted. 

Overall: weekly neetings just to discuss the happenings at the agency - not 
specifically our duties. We were basically allowed to do things the way we 

wanted to. 

8 We contracted for a weekly supervision session of an hour which we did stick 
to quite religiously. In this hour we discussed any problems I encountered in ny 
work and recieved a lot of advice and positive feedback. I also had what one 
might c»n "supervision on the run", in which I could wa_k in and talk with ny 

supervisor whenever I had anything to discuss and sha was available. These 

sessions usually took place in her office or any part of the agency - to answer a 

question. 
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9. 

9. Yes, once/wk. meeting for most of internship. Also, was free at all tires 
during the week to ask questions of any staff merger. For a few tines with just 
Claire and Louise - most of the time with entire staff on Fri. mornings. 

Did the agency perform in a way so as to facilitate your carr/ing out sour 
specific responsibilities as cited in the contract? I,'as there'flexibility in 
reevaluation of goals and objectives over the tire period of ’/our internsnlp'’ 

1. There was not much flexibility. The contract was changed and pat did not 
know about it and she got very upset. Pat didn't think I fulfilled the contract 
because she did'iajch of the work, on the newslatter and the contract stated that 
I should do more of the work. 

2. Yes, but they left most of the responsibility up to re. Yes, I guess so. I 
didn't change any though. 

3. I accomplished everything I had written out in ny contract and yes, I feel 
■there was a good deal of flexibility involved in ny contract and that was 
definitely a plus. 

4. Mo problems with the agency with regards to carrying out my responsibilities. 
There was plenty of room for change in ny goal and objective structure. 

5. George want over ny contract with me at the beginning and end of ray 
internship. We discussed the various ways I might carp let e each competency. I would 
not be able to complete cy interviewing competency in the rehab, dept, without 
having knowledge cf PT and OT so George made sure that I would have sons exposure 
in the social service dept, where an interview could be arranged. 

6. Yes. Joan gave student volunteer Laurie Schqartz to discussion group to 

facilitate the meeting. With 4 key people in wheel chairs this help was 
important. She was also responsible, dependable and took initiative. 
? . Yes. Jean and I discussed importance of other key activity, exercise, and 

found it to be just as essential to "mentally alerj" as discussion. Our 5 key 
discussion group people all need and enjoy exercise in addition to discussion. 

We allowed Day Care people to join us and it worked well with regular 

at tenders and was only occasionally disruptive. 

7. They allowed us to carry out our responsibilities as we saw fit. They were 
understanding in the time commitment and did not pressure us. More experienced 
assistance was needed. 

8. Yes, to a degree they performed in a way to facilitate me, but the more I 
look at it they concentrated more an the things I was doing to facilitate them. 

Again, I believe this occured due to the fact that the agency was in a state 
w.-iich they needed ny services. They did provide me with a lot of flexibility 
and with goals and objectives as the program planning objective was changed a great 

dpal to fit ny needs and really did turn out to be quite different than it 
originally started out to be. The main reason this was changed was because the 
original task became inappropriate. I'm not quite sure if they were real flexible 

with this matter because they lacked concern. I do feel if tires were different 
they agency would have concentrated more on ny internship as a whole. 
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Yes, definitely was able to carry out ny responsibilities as provided for by 
they were very open and flexible, made many suggestions and offered constructive 

ticis.ii, and pointed out things 1 was missing. Were very flexible in reeval. 
of goals - helped me make the connections with people I needed to meet to carry 
cut goals of I£R, agency rep, and group work. ; Could have used a little more 
guidance in the I£R area - feel that was my weakest competency - didn't feel 

as men roca. for it within tha agency as other competencies and was unsure of how 
to achieve it — so this needed stronger emphasis by me and more discussion of what 
reeded to be done (mainly more effort by me, not fault of agency). 

v.'oild you rectcrand to another student that they consider placement at this 
arer.cy? /.nat stc^ngrts and areas for improvement would you point to in your 
discussions with this student? 

1. As stated earlier if someone does rot need a lot of "stroking" and has a 
clear, csncise idea of what he/ahe i£ doing I may recommend this position. There 
is a problem, though that ininitiating new ideas, they may not get much support 
fcr their ideas from the people working at the CQA. 0 - It tends to be a stifling 
atmosphere to work in and not a very'efficient' office. - So, the experience was 
good. I learned abcut social working, but there may be seme personnel problems. 

2. Yes, I would highly recommend this agency in fact I've done so with my 
roerrate who is seeking an internship for Leisure Studies. - I would suggest that 
the student decide frca the beginning exactly haw much time she needs to spend 
in each dept. (Rec. and Soc. Serv.), x days an each, needs to be determined 
fret the beginning so as not to spend too much tine cn one side or the" other. - 
I would also suggest she try to get all her competencies out of the way pronto so 
as to be able to enjoy people at her/his leisure near the end. - Be aggressive. 

3. I would state that the agency was a very friendly and warn one. It was 
a. great place to gain experience; a lot of time was spent doing things cn my 
cwn and I would reesarend this position highly to anyone interest ad in 

an internship. 

4. Yes I would reenmend another student to intern at the agency I have just left. 
Thay need help and new ideas which a student can bring to them. - The _ intern 
assi^ied to tha GFLD CCA should be creative and be made aware of the existing 
"unstructurednass" within tha agency. Also, the intern should be Dade to realize 
that there is much to do and that a wide variety of efforss need to be applied 
because of the broad opportunity to engage into many areas of agency work. - I'd 
reccctjend that tha intern to help promote good will between tha staff, seniors 
end town officials. Genes and other activities unst be implemented. Work cn 
I/R file and office files as well as proper display of senior literature among many 

things. 

5. This placement will be most beneficial to a student who is interested in 
working in rehabilitation in tha future. My interest is in occupational therapy 
and thus, I was able to use this facility as a resource in gaining knew ledge 

about rehab, and my own abilities to function as an O.T. 

6. Yes. Working with Joan and Rosemary is mind expanding. Open mind, critical 
mind, flexible attitude ( everything doesn't always run as you wish) is important 
when you have to work "against" the medical model nursing hare. Good practice an 
giving good sendee in spite of odds. Improvement: Intern might learn more about 

developing volunteer program or sustaining volunteers in the home, or getting 
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caiwiunity support. Wa talked about this but 1 never did anything, having at 
that time a prejudice regarding "voluntcerism". 

7. Only if this agency were to change first C i.e. new personnel); a new intern 
would need to be able to work in a confused envioorvrant. Specific duties of 
the intern should be developed first because this agency might feel you can do 
more than you are able to otherwise. Internal conflicts qt this agency must be 
cleared before another student can enter this agency. 

8. Yes. Strengths: The fact that I will be with the agency and «m» than willing 
to help this intern in any way that I can. And, the people at the agency are 
truly fantastic, very warm, open and caring. This is one of the things that 
really made iw internship worthwhile'. - Areas for improvement: Ifare supervision 
<=r time designated to completing internship competencies - outside of those 
just for agency purposes. 

9. Yes, definitely - strengths of agency - extreme amount of warmth and 
helpfulness of staff - they became "family" are very open and accessible at t t 
times. As always, there are personality conflicts among staff - and it is helpful 
to be aware of them and not get caught up in then. Open to student to assume 
lots of responsibility so step right in end do so and I'd also suggest being very 
flexible with scheduling tire - as the nature of the agency is to be very flexible 
to elderly people's needs, so student must be as well - and try not to get 
frustrated with this, as it can be sometimes. Also, a fairly religious environment, 
which may be objectionable to seme people - the center is located in the Ceng. Church 
Parish House, so church business is often intermingled, and luncheons do have 
a prayer to begin them - made by the Reverend of the church whose office is in 
the sorrdlbuilding and is around a lot. So be aware of the religious atoosohere - 
I could handle it usually, but at times it was a bit much for ire. - The center* is 
not professional in terms of trustifications of staff - however staff is very 
knowledgeable of resources in the area, if not of academic areas of gerontology. 
They have the practical knowledge of needs needed. So if a student would like 
a lot of streveture ( altho structure could be increased by intern him/herself 
to a cegree ), professional staff and more exposure to the theories and ideologies 
of the greats in the aging field, this isn't the place. - If student needs a warm 
and secure environment in which to experiment and goow, in practical and interpersonal 

toys, this is the place, lots of freedom to accomplish whatever an intern can- 
Exs: of what I mean: staff always eats lunhh together, expect to gain u-Ctciit}«, 

be adopted by certain staff members and seniors - etc.. * I'd thought before 
I began at the 3-town CQA that I wanted a more professional experience - but 
realized that more important to me was the warmth, flexibility, dedication and large 
degree of effect!vereas of the Center co-directors, Louise Wadsworth and Claire Oberle, 

and all the other staff. 

6. Would you have any special advice you would want to pass on to another 
intern coming into a parallel role to yours in this ager.cyT 

1.. Already stated. 

2. Answered in quest ?S. 

3/ Dcn't judge it by the first week. Be flexible. Do things on your cwn. 

4. 1) remain Jieutral; 2) advocate change 3) shout out new ideas-let staff knew = 
what you think 4) set goals and go full steam ahead 5) do allcw aelx to become 

intimidated by staff or seniors (sic) 6) be responsible - dcn't play The role of 

a helpless student and don't be on the defensive. Be brave and direct in behavior. 
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5 , Have a good idea of what you want to gain from this experience, there are verv 

few limitations as to what you can do at this agency so feel free to set up your* 
awn progress if you seme ideas. The people here are very nice and I encourage 
anyone to talk with than because you can learn more from them and their experiences 
than fren any textbook. 

®* ' to everybody; aides especially and maintenance and housekeeping, nurses, 
supervisors, kitchen, bookkeeping, secretary, Day Care. Taste it all. Listen 
a l°f • H'^t it all together and see where the patient cones out. Bot-t.au of 
the pyramid I! Tty and see what all this organization does for a patient!! Wouldn’t 
it be batter to stay home??? Figure out who a nursing hone is good for! 
Owner? Hie 112 staff for 81 patients? 

7. ca diplomatic. Knaw what pou want to do and know where you can go for help. 

8. Ea alert and self initiated - this agency isn’t going to lead you by the hand - 
you have to put your tire to good use on your cwn. This agency not create 
dependency - they have plenty of support to give but not a lot of tine to spend 
giving you guidance in your every move - Experiment - be independent - the internship 
is what you make it. 

9. Try to structure tire for competencies fairly early and stick to it as best 
you can; be observant and ask questions about unmat needs areas and be prepared 

to develop programs in these areas - Also - try to do seme work in Everett Acres 
if you want exposure to more frail, isolated elders than cone up tb-tbs center. 
Set limits with several of the older men - with your time and physically, if 
necessary - a few are a little too physical. - Be aware than B-town is a fairly 
conservative town, politically and not very aware of racial issues, etc., be 
prepared for frustration, and possible hurt feeli and or confrontations 
here - but don’t be afraid to state your beliefs when you can - if you feel a 
good rapport, it probably will do no harm to do so. 

Beyond the forrally stated objectives, what personal learning or growth goals did 

you nova toward un this experience, if any? 

1. I understand better as to what ths. word professionalism means and what actions 
are taken accordingly. - I learned about my strengths and weaknesses in the 
social working field. - I learned I need to ask for help in carrying out projects 
and to be a leader when I initiate projects, to dole out responsibilities to 

other staff members is useful and I began to see that although I had a hard time 
putting it into practice. - I gained confidence in myself about ny own capabilities, 
in speaking to a crowd of people. I learned that I do not have to like everyone, 

clients and staff alike., but behaveiprofessicnally towards the cries it’s hard 
to be around. 

2. I learned that I could be professional. I also learned a lot about dealing 
with people in a diplomatic way. Also I learned that it’s o.k. to be myself 

and to work with ny awn personality to develop nrtjcwn personal style. 

3. I learnt to feel mare comfortable in a professional position. X gained more 

confidence in ny abilities. - I met and got to know a group of people who were 

friendly, warm and very helpful. 

4. teamed to become responsible for the carrying out of ny contract agreement 

between the agency and myself. This encompasses much. I gained a great deal of 
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co^iiaaes in myself to deal with others. I set ray goals, did not tr/ to 

Wf>,C0,’Siatflt “ Sr^istence to do^a beneficial 
" * 2*“""* ^ to Piece things together as to see so«~ 

^ °f t^%ag^Cy S ^ixxxing. I found I didn't knot* 
'J “-*■ng* ‘‘•ar 411(1 1 attempt to do everything. - I learned how to utilize 

s>‘st®=s to aid % work at the agency. Without the help of the GPP this past 
S-i3:- 'iould hardly he called a success. - I learned that the GPP people ^ 
were xcr real and were earnestly helping us. Also the people at the center 

rg?.l in 'that I learned much from them. 

5* 1.£a nore confident airout ray decision to become an occupational thsraoist — I 
KT-rw :t is a role I can handle. 

5- •’’-'-h ?ocloLoSy °f aging, interviewing of council of Aging survey sample 
er~ resting ox Aging Enterprise, I learned more than I ever have before about hew 
=>* wcrld works, Lhe rationalization, as in industry, of a "business" like 
social service" is both peculiar and inappropriate. Money, power, profit, 

g0-.-2rr.-ent m a cazplex tangle, have caught seme thing in their web. It it a 
soci.ll preblea called aging? (Is aging a "problem"?) Or is it old people? 

xf~ hccB, as a microcosm of those 4 factors, was ray experiential base. I 
■thiric it is possible to separate sense from nonsense in "helping people"/ 
h'bt values are no good if not backed by concrete things like S, organization, 
Liitewise ~re $ or organization don’t improvequality of Life without human 
valtes. Experience and knowledge clarified together. 

7* ’5cre tinderstending of others need for support. Understand myself, core now 
that I’ve had to work with others. 

3. Ability to deal with phys. handicapped - or at least the beginnings of an 
x^re.ss ox the special needs of the blind and paraplegic - and beginnings of 

I'dv to be helpful, yet r.ot stifling to people with special needs - they commanded 
—/ respect and awe. - Learned that I still had stereotypes regarding the 
saarxs.li.ty cf older people - these were definitely broken down = many are still, or 
just are and always were interested in sexua) discussions and activity I - 
Learned that I an often too sensitive - get thrown emotionally by the often tragic 
lives ox son* older and/or handicapped people - and that this can be a hindarancs 
in sore ways, but also a motivator.-.- Found it easier after a few months to be 
directive in listening - i.e. not to let conversation be cne sided with me 

as the ear, but to be more active and positive in conversations - Learned that human 
services are very frustrating - which makes them doubly exciting and challenging - 
lots of bureaucracy, and often even more upsetting - families of older peeple can 
be very uncaring or neglectful - this is very serious in sane cases in town - — 
Vlas able to beome affectionate with older people, or was given a chance I’d never 
had to laam to be that way. - Learned to extend and challenge myself in new and 
strange situatiens and that they aren’t as formidable the second time. - Began 
to get the feeling for how to aid people physically but not make them feel like 
babies or helpless. - Learned a little about alcoholism, its phases, and how 

prevalent it can be in an older population. 
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”■* - -~-avs stated nost qualification^ in previous pages, but I think it id 

to have an overall sense of confidence about onesself when going into the 

2. Most be warm and a good listener; must be dedicated and follow through 
33 tmr.gs; act professionally; be honest. 

3-^^—-ELati’.-e, confidence, an ability to meet people and fit in easily, motivation. 

’■ -'-sspcrsihla, patience, ability to remain neutral, mix with seniors, see need 
—bro’aaests; dasire to learn about the agency’£ functioning; need to 
stair and^CCA chairman with ideas and policy; ability to get into the nitty- 

—-j psrtcm in somewhat of a consultive, professional manner; be honest and 
*-—-'erh "**—"-h selr and Staxf and GPP; insight as how to improve things; cust 

— fo put up with ’petty’ issues from agency; must realize that a good job 
than just ’putting’ in one’s time; have leadership ovalities; mist 

ccrrtaxr: all seniors and CCA members and not be afraid; don’t be pushed around 
sri srttle for any type of work at the agency, or don’t let people (staff) push t 
their work off cn you.; must be clear, concise, direct and assertive as to what 
yftr goals are and how they will be realized; fraa the beginning, show then that 
'S~~ mean business. Don’t be anyone’s goat. 

5. Have a prrpcse for wanting to work in rehab. 

=. Activities iotav.~t inynursir.g hone: 

?e old people: Appreciate a human feeing in ANY condition.; See through multiple 
chronic illness to humanity; expect the most decrepit person to be able to 
co v ~ething; cverccra the shock that the prevalence of disability - mental 
and phr.tical - dcas to you; bring as many as you can to EXERCISE 3x a week, 
than cc AMkiwJ. Re nursing hone staff: get to know aides enough to share 
rncwlecge ox trair particular patients. They WANT their people in program but 

are busy and need your support; talk to everybody; a positive person 
iron the cutstde is supportive to : maintenance, housekeeping, kitchen, nursing. 

add 3 

tney 
htre? 

ties dir., social worker, bookkeeping, owner admin, day care staff people, 
concerns cn particular residents ( ' patients) with other staff who might 

tiling to your info. Re organization and services to elderly: Observe the 
. ccdel. Do a critique. Basic curiosity about human beings and how 
’ganize themselves; questioning approach to valuis; who needs a nursing 
who profits most? Alternatives? Understand what the "medical model" is and 
rrt of person NEEDS medical-hospital type care. Think about rehab ilit art inn. 

ZA use it. 

7. Prior experience with working within a well developed agency. To knew 
how things should be operated; must be mature to handle responsibilities; 

oust be hor.est and be able to hold things in confidence. 

3. Dcn't be afraid to speak up - ask questions when you need to-be out 
«-vV»-i in a very tactful way.; independence and self initiative; open minded; fast 

learner; intelligent; motivated; creative; mature ... A person having these 
such qualifications would be well suited to be an intern in this agency and 
see it as a valuable experience; A person lacking such qualifications might 

shell find it a very valuable learning experience but nay have a more difficult 

tLhfi ai; ustix!g. 
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15. 

9. Patience, flexibility as I said earlier, assertiveness in setting limits, 

proposing ideas and suggestions, adaptability to needs of the moment, desire 

far a family-type enmironrasnt to work in, eith ail the joys and problems that 

involves, (personality cc'iflicts and also difficulty leaving internship}; Interest 

in a rural population - both land-wise and with people who have mainly grrwn up 

in a rural envjrenrent.. ^Ability to self-motivate, and structure your aiT ' 

tins"to achieve maximum’- its a very easy place to relax an and socialize with seniors 

all day’. 



In what way 1ms your internship experience had an influence on the following? 

Confidence in professional skills: Compared to how I felt before -ay intern¬ 
ship, as a result of my internship experience, I experience the following 
feelings of confidence regarding my professional slril.lo: 

much less less no change 
confidence confidence 

Sense of Career Direction 

dare confidence 

/ 
much do re 
confidence 

w*//. 
Compared to how I felt before ny internship, as a result of tiy internship 
1 experience the following sense of my career directionr 

much less less sense no change more 
sense of of direction sense of 
direction direction 

Commitcnenc to Gerontology as a Career "'1 

much more 
sense of 
direction 

‘HI 

Compared to how I felt before my Internship, as a result of ay internship 
1 have the following sense of committment to gerontology as a career: 

much less 
committment 

less no change 
committment / 

more 
coamittmenr 

'J| 
How would you estimate your committment to gerontology as 

much core 
committed 

"n 
career right 

not less neutral 

codtted committment 

strongly 
. c crtraicted 

moderately 
committed 
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WUllKSttUt’ tv An; A i lUi'i 

Summary statemcr.t: 

-f W three objectives o£ the workshop series, ie. provision of a 
support group environment, of backup Instruction In competencies and of a 
forum fo- outside presenters In areas such as career Issues, were rated;., 
by the students as important. Career Issues was seen as the most Important and 
competency instruction the least, although still important, as an objective. . t.. 

. . .• . -v _■,: • *r‘ >■ ; . . >. .r.:..: ii_ v. 

The workshop was seen to be an effective tool in achieving the above objectives. 
The workshops were seen as equally excellent In reaching the objectives of 
support group provlsloa and creation of forums for career and other issues. 
The workshop was seen as less effective in reaching the competency Instruction 
objective, although eight of the nine students still found workshops to 
be an excellent or adequate tool in reaching the objective. 

Recommendations for the future allocation of workshop time amcag the three 
objectives suggests some directions for change. Students suggested that about 
the same amount of tine be allocated to the support group objective, but definitely 
more tine to both career and competency Instruction. 

When asked whether. In light of their agency responsibilities, the 
students found it difficult to attend weekly workshop sessions, the answer 

was an unqualified "no". 

Most students felt that the present workshop schedule, of weekly 
meetings, constituted the ’ideal* arrangement. When asked how much workshops could 
be cut back before usefulness would be significantly jeopardized, most felt 

that bi-weekly meetings would be needed. 
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TOKKSItOP KVRXJUATXQN CUV» 1 ‘ 

The Intern Workshops are intended to serve, three purposes: 

1. Tt> provide a 'support grtxip' environment fpr intern* 

2. To provide backup instruction in the execution of the required 

competency demonstrations; 

3. TO provide a forum for outside presenters (usually agency people) Who 

vbuld talk about various career is suss, special concerns, problems etc., 

not usually treated in acadanic courses (such as Lorrie Alexander) - 

1. How would you rank in importance the three above objectives? 

VERY IMPORTANT IMPORTANT 1 LESS IMPORTANT 

Support group 6 3_J 

Competency instruction 4 . I > 

Career issues 8 i T ■ 
I 1 

2. Kcw vould you rate the effectiveness of the workshop series in achieving 

the above objectives? 

EXCELLENT 

Support group 7 

tcequaie j LESS TfffiN ADEQUATE 

Competency instruction 4 4 1 

Career issues 7 2 

ft 

3. How would you reoccinend the allocation of vnrkshop time among the three 

objectives (based on the 1930 Spring agenda)? 

Support group 

KQBa TIME ] 

... 1 

SAMS TOE 

6 

LESS TIME 

2 

Competency instruction 3 > - 
1 

career issues 5 1 * 

in light of your agency responsibilities, 

4. Did you find it difficult to attend weekly workshop sessions? YES NO 9 
A 
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5. What do you think would be an 'ideal* workshop schedule? Check one. 

Weekly (16 total) 7 

Bi-weekly (8 total) 2 

Monthly (4 total) 

Bi-monthly (2 total) 

6. Hew much could vjorVshops be cutback before usefulness would be significantly 
jeopardized? Check one. 

Weekly (16 total) 1 NR: 1 

Bi-weekly (8 total) 7 

Monthly (4 total) 

Bi-monthly (2 total) 

7. CXJ't-EerS? SUGGESTIONS? KBCBP2 ENDATICNS ? 

aee over 
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7. COMMENTS? SUGGESTIONS? RECOMMENDATIONS? 

^ *s necessary CO meet at^ lecst twice a month to get the adequate support 
and direction that Interns need. 

Bi-weekly meeting would seem to suffice. The tlma and content allocation could 

be altered, for Instance, more work on careers and Information dealing with the 

elderly In general. A great deal of the work can be done on one-to-one contact 

with the academic supervisor. 

The weekly meeting schedule has yielded me an abundance of "good things’*, 

inese Include getting to know other people In the major core closely. Cetting to 

understand something about other agencies. Also, of primary Importance is getting 

to know the workshop supervisor and letting it "all hang out". 

All la all I feel that the GPP did an extremely fine job with the intern 

program. Tee program far exceeded any prior conceptions I have had about toe handling 

of ay Internship. Yes, Improvements can and will be implemented. My only 

area of concern lies In the Issues of too many meetings and what the content 

will be. 

I would strongly urge workshops to be weekly. They were very helpful to am 

as veil as everyone else I think. 

Probably (If) we had a meeting every other week It would be sufficient, but talks 

like Jaime would probably have to be discontinued. At Che beginning of tho 

semester I found it tiring to come to the meetings, but I think that had to do 

with the newness of everything. 

1 think weekly meetings were a good idea and the timing was also good. 

The competency instruction was r.ot very clear to me. I think the idea is fine, 

but *•**» actual instructions given for each competency should be stressed. First of 

all, stressing what a competency really is would be beneficial. Second, emphasizing 

how this competency should be reached will make the actual task clearer. 1 think 

I was completing competencies for the sake of doing them, and didn't really know 

why I was doing them or what I was suppose to be learning. I realize that there 

were papers given to us at the first intern meeting explaining competencies, but 

during the first few weeks at the internship, everything is so overwhelming, 

that you tend not to remenver a lot. Vhat I'm trying to say, is that 1 think 

competencies should be explained more!! ( 
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Student Evaluation of Gerontology Planning Project -1379-80 _ interTC5hit> 

Summary 

Selection of Internship 

The students found the method used by the G?? in selection of placement 

sites to be very effective. They noted the leadership and resource-developn—nt 

r° 1a;which ti'e Played, and consented positively on the group site visits and 

supportive work offered students during the application process. A few students 

who arrived late in the process detailed tha kind of individualized help provided 

v/- 4*^ 
them in location of a site to neet^very specific and somewhat atypical needs. * 

.vyvra. r jttourtw^. 
The few suggestions far improvement which were offered included a.yinformational 

packet about the elements of an internship;, prdvision of information about 

internships outside Western Massachusetts, and encouragement to start the placement 

process earlier than tha last month of the semester. 

Supervision During Internship by GPP: 

Students were overwhelmingly positive about the individual supervision 

given by GPP. . 

(gpirants listed services which_studer.ts_valuad: : guidance on competencies, 

clarifying goals, rapping strategies, in erasing professionalism, giving honest 

feedback- Great emphasis was given to the availability of effective support. The 

supervisors were found to be extremely supportive and the session atmosphere c.> !» 

found to be an open and trusting one where issues could be discussed and feelings 

aired. Concrete help in working towards goals was also cited as a strength. 

Heccrnmendaticns far students working with these supervisors in tha future 

emphasized maintaining openneds and using the supervisors as valuable resources 

through questioning, seeking help and accepting direction. 

Recaimendaticns for improvement of supervision ware limited, but helpful, 

including calling each intern cn the job now and again, greater availability 

and promptness to sessions. 
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The evaluations of the agency’s role in facilitating the students’ pursuit 
of major objectives, ie. competence, acquisition, was quite mixed. 

In each setting, some competencies were more suitable than others. Variables 
which influenced this fit included the goals of the agency, temporary staff 
shortages due to turnover and reorganization, the degree of organizational 
development of the agency and personalities of agency staff. 

Meshing the competencies with agency policy and resources is to scse degree 
always fitting a round peg into a square hole. 

Generally,' the students found the staff fadlitative. 

The agencies' efforts in orienting the student were seen as effective. Sane 
of the factors which influenced conpetence acquisition also influenced the 

farm and effectiveness of orientation. Cn the whole, -its*.students gave thazagpncias 
positive'-ratings- v-1,. 

'in the initial &asigi‘of the internship, the supervision arrangement 
provided far a cnee a week hourly session between supervisor and student aloie 
in an office, plus ’cn-the-run" supervision as needed. The reports of the 
students indicate that although most of the internships started out with this 
desigi, some developed another style more suited to the agency "life" within a 
few weeks. Six of the nine situations reflected this change. Much of it 
constituted a shift fran routine hour-long sessions to a combination of less 
frequent hour-long supervision exclusively between supervisor and student and 
cere frequent cn-rha-rm superv’ ion, geared to answering specific questions. 
In seme situating, supervision was shifted to someone closer to the internes 
functioning, or was conducted through a group session. Only three of the nine 

followed the original design. TUo of these three involved agencies which were 
better developed and had a more highly structured program. It is interesting to 
note that there is no apparent relationship between guality of supervision 

and desigpi- As leng as there was enough fegular contact of a supervisory sort, ^ ( 
and a relationship, whare-free and open exchange was frequently possible, dsaij 
- j-* ■‘rf.- _ -~ry supervisory relationship was within 

cne of the three in which the original design was maintained. 

' ' ct_ Inplicaticns seem clear for future planning: we need to maintain hi£i 
standards in terra of regular availability of supervision, but need to remain 

flexible in terms of accepting modifications of the original design in 

situations where frisT1 seem^drre^uire it. 

i bsutP* 
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Students listed the following themes as elements of personal learning 

gained*, through this experience: understanding what it is to be a professional, 

becoming comfortable in a professional role, realizing one's own professional 

style, learning to work with otheand understand others' needs, understanding that 

you don't have to like everyone, but you do have to learn to work with them; 

acquiring greater confidence, more independence and ability to carry responsibility, 

acquiring more sensitivity to special needs1 inc stereotypes, and learning 

Buch core about hew the world really works. 
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The agencies were generally seen as effective in facilitating the stunts’ 

completion of specific tasks as cited in the contract ( the activities through 

which they were to acquire- the oompetenci.es). In one highly unstructured setting, 

however, the facilitative help from the agency came in the form of emotional 

support, while the technical assistance came wholly from the University . 

The agencies were seen as flexible in re-evaluating - goals and objectives throughput 

the internship. The one instance in which lack of flexibility was noted 

appeared in the setting where there was the least satisfactory internship. 

Most students (7 out of 9) reoanrended their agencies as placement- for 

future interns. All gave helpful descriptions of strengths and weaknesses of 

their settings free their-points of ^view. 

Regarding special advice to an intern who might enter'.essentiajly the 

same role, the students had a wide variety of suggestions, many of them very 

specific to the setting. Frequent canton themes urged: be flexible; be alert, 

talk to all staff levels; be self initiated - avoid dependence, remain neutral in 

intra-staff conflicts, be diplomatic and knew what you want and gp for it. 
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The students statements _regarding important qualifications for an intern to 
have who might be assuming his/her role were parallel to ccnments made in earlier 
sections with the following interesting additions: Re old people in a nursing honer 
topreciate a human being in_ANY_condition; see-through multiple chrinic iiinw< 
to humanity; expect the most decrepit person to be able to do something; overccre 
the shock that the prevalence of disability - mental and physical - toes to you; 
maintain a basic curiousity about human beings. 

The influence of the internship experience an career orientationsists Lrgng. 
: . t of TheiStudents indicated they felt, rrnch.-jnore confident of their 
professional skills, h=ud more to much more sense of career direction, 
felt more to much more ccoadtted to gerontology as a career, and stated that 
their degree of ocrrdttrrent to gerontology at this time was strong. 
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COMMENTS FROM ACENCY SUPERVISORS AT 
JUNE 12. 1980 EVALUATION SESSIONS 

—Ho” welj- Che Internship work from tha point of view of the agency? 

Ceneral comments were very favorable. 

One agency supervisor suggested that it would be an advantage to the agency to havm 

Che student Involved with the agency for a longer period of tine. This suggestion was 

picked up and anplifled by several other group members. The supervisors felt that both 

In terms of the usefulness Co the agency which comes with familiarilty with agency work 

and in terns of quality relationships with elderly - that most effective results are 

obtained during tha second or later cine period. They did not recommend changing tha intern 

tine scedule, but suggested that students night take advantage of various field training 

options to build continuity in agency settings, such as practicuns, work study, inde¬ 

pendent study, as well as internship. Supervisors from agencies where the intern had had 

agency experience felt Chat this had^indeed, enhanced the intern effectiveness. 

Greenfield COA supervisor stated that the interns' agency work (community elderly needs 

assessment) had served a very special agency need and warmly expressed the agency's 

appreciation for the quality and quantity of the intern work. 

2. How well do you think it worked for tha student? 

In general, very positive responses. 

Some specific comments: 

Supervisor observed that intern experience helped student gain sense of career 

direction. 

Supervisor observed that intern experience helped student learn how to IdenClfy problems 

and develop solutions. Also, student gained in ability to anticipate problems. 

Supervisor observed Chat intern had demonstrated good counseling skills from outset and 

had a concern that if intern had not possessed good skills prior to internship, it would 

have been difficult for Che agency supervisor to provide on-site training. The group 

■s a whole agreed with this observation and discussed this concern as a curriculum Issue. 

They felt Chat counseling skills should be included in tha curriculum as a pre—internship 

requirement, either as a regular sequence course or at least on a workshop basis. 

Another supervisor emphasized the daath/dying aspect of counseling particularly. This 

also was raised as a curriculum issued. The supervisors felt chat the interns should be 

trained in responding to elderly on the issue of death/dying, prior to Intership placement; 

again either regular sequence course or workshops were suggested. 

3. Whatara your feelings about the agency as a training sice, as opposed to the agency 

as a practical experience tor stuoenc^? * 

How does It feel to be In a training partnership with the unlversiCy wherein both the 

agency and the university have expectations and demands for the intern? 

All agency supervisors were very supportive of the concept of agency as traiaing sice 

and comfortable with the partnership relationship. They did not feel that the paperwork 

was burdensome or that the time demands were excessive. 
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Ou« supervisor stated that the university involvement created a sense of balance. She 

said that agency people need to have a sense that the university is equally invested 

in the students learning experience and professional growth. Too often in intern 

placements, she said, the university involvement is inadequate. 

5. What do you think about the competency contract as a uay to structure the intersnhlp? 

In general, very positive responses. 

Some specific comments: 

Competency structure provides a comfortable feeling of completion. 

Competency structure is very useful for student in planning time - making productive 

use of slow time, being able to plan ahead and organize their tasks. 

Competency structure cakes the pressure off the supervisor. 

Competency contract structure encourages responsibility for the student. 

it was not 

Competency contracts were very viseful and ^ difficult for the agency to arrange 

the required tasks. 

6. Has this competency appropriate in terms of the agency? 

7. Vlas this competency appropriate in terms of the intern's education? 

Agency Representation 

Affirmative consensus. 

Program Oeveloonent/Adninistrati on 

Affirmative consensus 

Some specific comments: f 

COA supervisors said that COA's are overwhelmed with programme responsibilities and that 

they will always have useful program development tasks for interns to address. 

Another supervisor observed that interns provide the important insight of an outsider and 

make a very useful contribution to the agency in tha<- role. 

Interviewing 

Affirmative consensus 

Specific comment: 

Supervisors emphasized the importance of course work in interviewing and counseling in 

the curriculum as regular sequence courses. 

Information and Referral 

Affirmative consensus 



251 

3 

Specific comment: 

Supervisors agreed that it is desirable that the intern be familiar with SSI, insurance, etc. 
details. However, there was some discussion as to given the amount of detail involved and 
the constant change in regs, whether the emphasis should be on acquiring information or 
on how to find information. Supervisors agreed that the how to find approach was prablably 
best. The use of a workshop to address this skill, with the participation of agency 
people, was suggested. 

Grouo Skills 

Affirmative consensus. 
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*1. 

AGENCY SUPERVISOR MEETINC: June 12. 1980 

ACENDA 

I. Agency Feedback on Internship Issues 

A. General Questions: 

1. How well did the Internship work from the point oE view 

of the agency? 

2. How well do you think It worked for the student? 

B. Questions on the Structure of the Internship: 

1. What are your feelings about the agency as a training 

* site, as opposed to the agency as a practical experience 

for students? 

2. How does it feel to be in a tralnting partnership with the 

university wherein both the agency and the university have 

expectations and demands for the Intern? 

3. What do you think about the competency contract as a 

way to structure the Internship? 

C. Questions on Each of the Competencies 

1. Was this competency appropriate in terms of the agency? 

2. Was this competency appropriate in terms of your Intern's 

education? 

II. Fall Conference on the Frail Elderly 

III. Formation of a Currlculua Subcommittee 

i 
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Date of Birth: 1/3/32 

EDUCATION: 

Svarthnore College 

Swarchmore, PA 

New York University 

School of Education 

Washington Square 

New York, New York 

3ostoa University 

School of Social Work 

Commonwealth Avenue 

3oston, Massachusetts 

University of Mass¬ 

achusetts/ Amherst 

School of Education 

Amherst, MA 01003 

EMPLOYMENT: 

October 1979 

to Present 

RESUME 

Telephone; (413) 256-8824 

9/50 - 

6/54 

9/54- 

2/56* 

9/59- 

6/60 

B.A. with Honors 

Major: Psychology 

Minor: Philosophy 

(double) Fine Arts 

M.A., Psychology & 

Educational Psychology 

*1 completed a 2 year Masters 

program in 1 1/2 years. 

Thesis: Iopllclt Verbal Chaining 

In the Mediation of Instrumental 

Behavior" 

M.S.W. Program - I terminated 

ay course of study after one 

year due to pregnancy. 

Ed.D. Candidate 

Human Services/Applied Behavioral 

Sciences; Counseling and Aging 

Dissertation focus: Development 

of a Competency-based Internship 

program In elder service agencies. 

Project Director 

Cerontology Planning Project 

Human Services and Applied Behavioral 

Sciences Division 

School of Education; Hills South 353 

University of Massachusetts 

Amherst, MA 01003 



WHITAKER - 2 

September 1978 co 
November 1979 

February 1979 Co 
May 1979 

September 1977 
Co June 1978 

February 1973 co 
June 1978 

September 1977 to 
December 1977 

Job description: 

Developed and Implemented a competency-based 
curr1culum for Human Development majors with 
concentration In Oeroncology. Primary respon¬ 
sibility for the Initiation, development and 
Implementation of an lncernshlp program Involving 
coosunity service agencies In aging network. 

Associate Director 
Gerontology Planning Project 

Counselor 
Outreach Clinic for Older Adults 
Bangs Center 
Amherst, MA 01002 

Job description: 
Uorked coward development of a clinical treatment 
program for older adults; served as organizer and 
counselor. 

Staff Development Worker 
Southwest Residential College 
University of Massachusetts 
Amherst, MA 01003 

Job description: 
Developed course for resldenc assistants (scudenc 
dorm counselors) covering topics of special concern 
to this mulcl-culcural residential college of UMass. 
Course macerial included: racial issues, homo¬ 
sexuality, altruism, group structure and leadership, 

counseling skills. 

Instructor in Psychology 
Holyoke Community College 
Continuing Education Division 
303 Homestead Avenue 
Holyoke, Mass. 

Course: Psychology and Sociology of Aging/ 

Gerontology 

Instructor In Psychology 
Holyoke Community College 
Continuing Education Division 
303 Homestead Avenue 
Holyoke, Mass. 

Course: Sociology of Aging/Cerontology 
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September 1975 

(Sept. 1975, 1976) 

September 1974 

June 1974 - 1975 

February 1970 to 
June 1971 

Assistant Professor In Psychology 
Springfield College 
Alden Street 
Springfield, Mass. 

As part-time faculty at Springfield, I carried 
a teaching load which ranged from 6 to 11 credit 
hours per term and taught the following courses: 

Human Development 
Understanding the Young Child 
Psychology of Adult Men and Women 
Social Psychology 
Introductory Psychology 
On Campus Teaching 

Class size ranged from 6 to Introductory 
lectures for 300. 

Instructor In Psychology 
Holyoke Community College 
Continuing Education Division 
303 Homestead Avenue 
Holyoke, Mass. 

Course: Human Development 

Instructor In Psychology 
Holyoke Community College, Day Division 
303 Homestead Avenue 

Holyoke, Mass. 

Course: Introductory Psychology 
Faculty Advisor to the Psychology Club. 
Ue reorganized this group, which had been Inactive 
for some years, and developed a rich program of 
activities for our weekly meetings. 
Sponsor: Northampton State Hospital Student Project 

Director, Tutorial Circle, English as a Second 
Language 

Amherst Town Comalctee for 
International Students (unpaid) 

Research Assistant 
University of Colorado Medical School 

4200 E. Ninth Avenue 
Denver, Colorado 80220 
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February 1966 to 
September 1966 

September 1956 
June 1959 

October 1955 to 
June 1956 

OTHER RELEVANT 

June 1963 

Judged protocols In a psychological study 
of che effects of varying modes of coping 
with defect-related stress on the later adjust¬ 
ment of birch defective children and their parents. 

Lobbyist for consumer Interests 
Colorado State Legislature 
Colorado Housewives Encouraging Consumer Knowledge 
964 Malley Drive 
Northglenn, Colorado 

Lobbyist In the Colorado State Legislature for 
this Colorado-based consumer group. It was this 
group which initiated the nation-wide boycott of 
supermarkets In 1966-1967, long before 'consumerism' 
became a household word. 
(unpaid) 

Program Director. Children's Unit 
Metropolitan State Hospital 
Waltham, Mass. 

Developed and directed an activities program for 
this children's mental Institution during the period 
In which It evolved from custodial institution Into 
a treatment center. Activities department Included 
four full-time and several part-clme paid staff, 
several trainees, and 200 weekly volunteers at che 
program's height. Left this post to return to 
Boston University School of Social Work co obtain a 
second Masters In order to have che technical quali¬ 
fications In Social Croup Work co permit my 
condnuad training of graduate students from that 
school. 

Group Worker. Children's Hospital of Philadelphia 
Balnbrldge Street 
Philadelphia, PA 

Organized play activities on various hosplcal 
wards, helping patients cope with the stress of 
hospitalization. 

ACTIVTIIES: 

Leader. Workshop: Mental Health and Che Business 
Community. Ellis County Mental Health Association 

Hays, Kansas (unpaid) 
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June 1975 to-... 
July 1975 

WHITAKER - 5 *• 

* 

Project Facilitator: University of 
Continuing Education 
Everyvoman's Center, 
University of Massachusetts 
Amherst, MA 01003 

Massachusetts 

Facilitated Career Explorations for Women 
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Marietta Bisson Taylor 
208 Heatherstone Road 
Amherst, MA 01002 
(413) 253-7261 

B.A. Wellesley College, 1958. Wellesley College Scholar. 

M.S. Public Health, University of Massachusetts, 1976. 

Area of specialization - Health Administration 

Master s Thesis - Development of a Model for a Department of Human 
Services for Amherst. Massachusetts 

Other publications - Who Needs What According To Whom. Needs Assessment 
Report for the Town of Amherst. 

Bilingual Education Inquiry. Special Commission on 
Unequal Educational Opportunity, Massachusetts State 
Legislature. In publication. 

Experience 

WOMEN AND CHILDREN FIRST: ALCOHOLIC TREATMENT PROGRAM 

Program Evaluator (1979-Present): Designed and Implemented program evaluation 
plan for women's alcohol treatment program. Women and Children First Is one of 
of four model programs funded by the Massachusetts Department of Public Health 
in 1979. Program includes Day Care component. Position involves evaluation 
design and development of all evaluation Instruments, staff education, record 
review and analysis, preparation of final report. 

GERONTOLOGY PLANNING PROJECT/AMHERST CAMPUS 

Program Evaluator (1979-Present): Conducted evaluation of an Administration on 
Aging fundee gerontology planning project at the University of Massachusetts. 
Developed evaluation plan which Included an extensive survey of students, faculty, 
and university administrators, as well as analysis of project records. Prepared 
evaluation report. Participated in program planning for ensuing academic year. 

SPECIAL COMMISSION CN UNEQUAL EDUCATIONAL OPPORTUNITY, MASSACHUSETTS LEGISLATURE 

Research Analyst (1977-1979): Conducted a grassroots inquiry into the status 
of bilingual education in Massachusetts. Position entailed research, training 
of student interns, development of study plan, development of questionnaires, 
school and community interviews, management and analysis of data, formulation 
of recommendations and writing of final report. Extensive involvement in state 
departments and agencies was required. 

TOWN OF AMHERST 

Health Advisory Council: Served on Health Advisory Council from its inception in 
1972 until l97(>. The Health Advisory Council had two major responsibilities during 
its lifetime: planning and development for the health center portion of the Bangs 
Community Center, and reorganization of the Amherst Public Health Department. 
Prepared Certification of Need document and with Karol Wisnieski, Chairman of Board 
of Health, negotiated with regional and state health planning agencies to obtain 
approval for construction of facility. Assumed leadership role in program develop¬ 
ment for proposed health center. 
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Needs Assessment Committee Consultant: Appointed by Amherst Town Manager, 1975. 
The Needs Assessment Committee surveyed a number of representative populations 
(providers, community leaders, subsidized housing apartment dwellers. Town Hall 
Human Services staff) in order to obtain a broadbased perspective of community 
needs. Developed community socio-economic profile. Information provided in the 
needs assessment document has been used In the planning, coordination and 
evaluation of town services and programs. 

Program Planning Sub-Committee of the Amherst Board of Health. Chairman (1977): 
This sub-coorittee continued program planning and development for the proposed 
Amherst community health center. An integral feature of the health center plan 
was that the health center would serve as a central location for area health and 
social service agencies to provide outreach services on a part-time basis. The 
sub-committee considered community health and human service needs. Identified 
potential center users, developed questionnaire for recruitment of potential 
health center users, conducted user survey, reviewed survey responses and made 
recommendations to Board of Health, and developed evaluation plan for health 
center users. 

Finance Committee (present member): In this time of economic austerity, the 
finance Comittee faces the difficult challenge of charting a fiscally sound 
course which balances the need to keep municipal spending within the guidelines 
outlined by Town Meeting and the responsibility to see that needed services are 
provided. Finance Committee members need to possess strong skills In program 
evaluation In order to determine that maximum effectiveness is obtained from 
the municipal tax dollar. 

REGIONAL COMMITTEES 

Youth Sub-Comal ttee to the Area 3oard for Mental Health and Retardation (1974-75): 
The Area Soard (of Mental Health and Retardation) is responsible to the State 
Department of Human Services for recotonendations relating to area program planning 
and for recotnrendaticns regarding the distribution of department funds to youth- 
serving programs in the region. For this latter purpose, each program in the 
region was evaluated by the youth sub-coirmittee. A major task of the committee 
was to help programs improve administrative and evaluative procedures. 

OTHER EMPLOYMENT ANO PUBLIC SERVICE EXPERIENCE 

League of Women Voters. Held many positions at state and local level, over twenty 
year period. Scata Legislative Action Chairman, 1972-74. Gained knowledge and 
familiarity with the legislative process and the organization of state departments 
and agencies. 

Migrant Education Project. Concord, Massachusetts (1966-53): Community organizer. 

Phillips Brooks House. Harvard University (1959-61): Companion prpgram. Metropolitan 
State Hospital for Emotionally Disturbed Children, Waltham, Massachusetts. 

Harvard University (1958-62): Personal Secretary and Research Assistant to 
Christopher Oawson, Chair Roman Catholic Studies, Har/ard Divinity School. 
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Harvard University (1962-65): Research Assistant, Harvard College Observatory. 
Position involved management and analysis of data relating to several astronomy 
research projects. 

REFERENCES ENCLOSED 

ADDITIONAL REFERENCES: 

James Collins, (413) 549-6336 (Boston—(517) 727-2584) 
Louis Hayward, (413) 253-9708 
Anne Grose, (413) 549-2671 
Judith Eckhouse, (413) 253-2591 
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NANCY E. MARIAN 

58 North East Street 
Amherst, MA 01002 

(413)253-2246 

AREAS OF SPECIALIZATION 

Adult education/training, education for older learners, pre-service and ln- 
servlce teacher education, program development, research and evaluation, 
administration, academic and career counseling. 

EDUCATION 

Ed.O. University of Massachusetts, Amherst. Expected date of graduation: 
September 1983. Concentration: education for older learners/ 
nonformal education 

M.Sd. University of Massachusetts, Amherst: September 1973. Concentration: 
special methods and cuzrlculum design for elementary education 

B.A. McGill University, Montreal. June 1969. Major: psychology 

WORK EXPERIENCE 

January to Instructor. University of Massachusetts, Amherst - of the 
May 1982 undergraduate/graduate course: "Psychology of Middle and Old 

Age." 

June 1930 Coordinator. Undergraduate Program, Center on Aging, University 
to June 1982 of Massachusetts, Amherst - responsibilities included: 

- continued development and evaluation of the undergraduate 
program, grant report writing; 

- liaison work and consulting to community service agencies 
serving the elderly, training and supervision of Interns 
placed In elder service agencies; 

- weekly workshops on issues In aging, a series of special 
topic seminars, support group for gerontology Interns; 

- series of workshops and support materials on Job finding 
and career development skills; 

- student counseling. 

Septatber 1979 Assistant Coordinator. Undergraduate Program, Gerontology 
to May 1980 Planning Project, University of Massachusetts, Amherst - 

responsibilities Included: supervision of Interns in elder 
service agencies, studenc counseling, co-leadership of weekly 
workshops on Issues In aging, co-leadership of support group 

for gerontology Interns. 

January 
to May 1980 

September to 
December 1979 

Co-Instructor, University of Massachusetts, Amherst - of the 
undergraduate/graduate course: "Community Services and the 

Aging." 

Director. Senior Housing Recreational Program, Amherst Council 
on Aging - developed, implemented and evaluated program, 
crained and supervised six university volunteers. 
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2 

July 1973 
co June 1979 

February 
co June 1978 

June 1974 
co Augusc 1977 

Occober 1973 
co May 1974 

July 
Co August 1973 and caughc lacenslve courses for in-service ceachers In elemen¬ 

tary mathematics, science and social sCudles. 

January Home Co-Director, Browndale Homes for Emotionally Disturbed 
Co June 1972 Children, Vancouver - responsible for care and much of the 

therapy for six children and adolescents. 

September to Teacher Aide, Montessori Day Care Centre, Montreal. 

December 1971 

September 1969 Mmlnstratlve Coordinator, Department of Speech and Communication 
to August 1971 SCudles, Emerson College, Boston - assisted in Che restructuring 

and administration of che Department; did editing for publications 

by Department faculty. 

September 1968 Program Oesigner and Teacher. Montreal Family Service Association 
to May 1969 - developed and caughc in preschool program for inner-city 

children. 

Assistant Professor. Faculty of Education, York University, 
Toronto - responsibilities Included: 
- work on extension of experimental program originated in 1974, 

exCensive liaison work with participating schools, studenc - 
teacher supervision, studenc counseling, support groups for 
students, host ceachers and trainers; 

- teaching courses in child development and psychology, adoles¬ 
cent development and psychology, philosophy of education, 
educational mechods for elementary school and for adolescents, 
elementary mathematics, inquiry method in elementary science, 
interpersonal communication and education. 

Program Designer, for Emerson College, Boston - worked with 
faculty member developing an alternative undergraduate program 
in Che humanities. 

Instructor, Faculty of Education, York University, Toronto - 
responsibilities Included: member of team that developed, 
administered and evaluated an experimental pre-service teacher 
education program; teaching education related courses (see above 
under "Assistant Professor"). 

Research Assistant, Faculty of Education, York Unlverstcy, 
Toronto - responsibilities included: 
- assisting in development of an 'independent learning module' 

component for the new teacher education program; produced 
independent learning modules for elementary education; 

- development and implementation of program providing on-going 
supervision of studenc ceachers, acted as liaison to partici¬ 
pating schools. 

Co-Instructor, University of Massachusetts, Amherst - developed 

:ELATED activities 

Consultant: proposed program on exercise and preventative health "al“'|e"*nC® 
older persons, to appear on WGBH Public Broadcasting Station, Springfield, MA 1982. 
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Co-Coordinator: Ageism Awareness Day, co-sponsored by Pioneer Valley comnunlty 
organizations and the University of Massachusetts, 1982. 

Lecturer and Workshop Facilitator: presentations on intellectual changes with 
aging and educational planning for older learners, presented to university and 
community groups, 1980-1982. 

Workshop Designer and Facilitator: counseling skills with dying persons and 
their families, for Hampshire County Hospice Movement, 1981 and 1982. 

Workshop Designer and Facilitator: series on Interpersonal Leadership Skills 
for Senior Volunteers, Amherst Council on Aging, 1980. 

Co-Chairman: Conference on Working with the Frail Elderly. University of 
Massachusetts, Amherst, for community service practitioners working with the 
elderly in Western Massachusetts, 1980. 

Workshop Designer and Facilitator: workshops on interpersonal communication and 
on dealing with ''discipline problems" with children and adolescents, presented 
to Toronto area boards of education, teacher federations and parent groups. (1978-79). 

PRESENT AXIOMS 

"A Program for Careers in Gerontology." Presented in the panel entitled Careers 
in Aging.Dr. Ira Hirschflaid, moderator. Association for Cerontology in 
Higher Education, Washington, D.C., February 1981. 

"Educational Opportunities for the Frail Elderly." Presented to Franklln/Hampshlre/ 
Hampton Association of Elder Day Center Activity Directors, Greenfield, MA, 
October 1981. 

"Education as Prevention." Workshop presented in the conference Primary Prevention 
and the Elderly, coordinated by Franklln/Hampshlre Community Mental Health 
Center, Amherst, MA, June 1980. 

"The Aging Process: Issues, Myths and Realities." Presented at the conference 
Issues of Long Term Care coordinated by Western Massachusetts Legal Services, 

August 1980. 

"The Troubled Adolescent." Presented at the EDEX (Education of the Exceptional 
Child) Lecture Series, York University, January 1979. 

COMMITTEES 

Academic Matters Committee, School of Education, University of Massachusetts (1981- ) 
Literacy Coamittea, Center for International Education, UMass (1981- ) 
Arts and Humanities Committee, Amherst Council on Aging (1981-1982) 
Gerontology Steering Committee, University of Massachusetts, Amherst (1980-1982) 
Three-Campus Gerontology Steering Committee, University of Massachusetts (1980-1981) 
Task Force: "The Continuum of Support Required for the Elderly Living at Home,” 

Gerontological Society of America (1980) 
Tork University Faculty Association, Faculty of Education Representative (1978-1979) 

PROFESSIOMAL AFFTLLATIOMS 

Cerontological Society of America (student representative to the Committee of 
the Behavioral and Social Sciences Section, 1979-1980) (1979- ) 
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National Council on cha Aging (1979- ) 
Canadian Association on Gerontology (19S0-) 
Cray ?anthars (1980- ) 
Northeastern Cerontologlcal Society (1980- ) 
Massachusetts Association of Older Americans (1981- ) 
American Association of Retired Persons (1982- ) 
The Adult Education Association (1982- ) 

LANGUAGE AND TRAVEL 

French: fluent speaking, good reading and writing ability. 

Travel and study: the Caribbean, Europe, Turkey, Syria, Jordan, Lebanon, Israel, 
Japan, Taiwan, Thailand. 

References upon Request 
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Part III - Ways Suggested by ACHE Panel to 

Ensure Desired Field Placement Characteristics 

Listed in Accordance with Degree of Congruence 

of UMA Practices with these Ways 

i 



Ways Suggested by ACHE Panel to Ensure Desired Field Placement 

Characteristics 

Hated In Accordance with Degree of Congruence of UMA Practices with 

these Ways 

Degrees of congruence: Congruent, somewhat congruent, not congruent. 

Congruent: 

Communication 

1.Install written "contract" between educational Institution and 

placement institution regarding expectations, content and supervision. 

2. Have faculty present written objectives to agency and to 

students. 

3. Require three-way agreement between student, school and 

agency, plus ongoing cornaunication. 

4. Clearly define procedures between university and agency. 

5. Arrange regular contact between agency staff and University. 

Supervision 

1. Monitor continuously 

2. Make field coordinator (llason) a full-time position. 

3. Develop criteria for supervisors at setting. 

4. Hold periodic conferences between University and supervisors. 

5. Have good people in charge - person with rdnk, pay, motivation 

and intelligence. 

6. Assess students’ progress regularly. 

Planning 

»!*• Contract placements thoughtfully. 

2. Conduct on-slte observation before assignment. 

3. Hatch student and placement carefully. 

4. Have people knowledgeable about the agency do the planning. 



Committment; 

1. Arrange performance contract between University and agency. 

2 
• Educational Institution should assist agency, give time and 

effort to build mutuality. 

3. Pay agency (dollars, consulting time, tuition breaks) for 

their cooperation. 

4. Agency must be committed to student; they should assign 

responsibility for students to their own 3taff. 
Other : 

1, Hold regular class periods to discuss topics of mutual Interest. 

2, Use students' abilities to the fullest. 

13, Require interview between student's adviser and agency. 

.4, Involve students In activities relevant to their goals. 

Somewhat congruent: 

Communication: none 

Supervision 

1. Use faculty as supervisor or as liason 

2. Put multidisciplinary program committee in charge. 

Planning: 

1. Establish accreditation procedures, criteria for placements. 

Committment: 

I. Obtain student stipends. 

Other: 

1. Develop field manuals 

2. Use stable agencies, not ones in survival struggle. 

Not congruent: 

Communication: None 

Supervision: 

1. Make randomly-timed visits 

2. Give adjunct university appointments to field work supervisors. 



Planning: 

1. Involve older persons In planning. 

Committment: 

1. Reward faculty who are good teachers of practice. 

Other: None 
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Appendix C 

Stud/ of Job Perforxar.ee 

of Graduates 
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Part II - Agency roraa for 

evaluation of Job Performance 
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EMPLOYEE PERFORMANCE EVALUATION 

INSTRUCTIONS: Reed carefully thf explanation ol points to be considered in rating each ol the qualifications listed below. Place a check 
mails in the column which in your opinion most accurately describes the employee's stand ng. 

Name of Employee__Department_ Date: 
iCumber of months employee has worked in current position 

1 UntamJactory 0 Balova A»i/m C Avaraya ■ About Awaraga A Suptrior 

1. JOB ATTITUDES 
& CdOP«Mi«M O 

ability to Jtl itoAf 
an ih flthia 

Ql» JAdfOAiKK. 
puilt IflMHI /IlNf 
(Km vnOflu v»ih o«Nm 

Qlt difficult to 
haodla. 

Mutually g«n 
alotf <Ar*th otbarg. 

QCooparaaaa 
gau 

along vain othart 
non of tha onto. 

□Cteeeywa 
wtlh .AeS i. 
Inemee M M.IU 

tL lni|iiti«t • 
ttndtncy to 90 ihMd 

Qtam a* 
Imtiaciva. hit to bo 
vnuvitid f ipwody. 

QTakaa vary UtHa 
irtitiativo. r*cw*» 
urtin*. 

GOoa* routina 
oort acceptably. 

Qlt fairly 
ratouryaful. boat 
«nU by himadf. 

Qlt ratotiffui. 
look* for things to 
laam and do. 

«- Courtavy □ Maetwm 
<f»«COU/t*OM* (O public 
and 11011. 

□ *» Aot paniaular* 
hr caurrvoua i/t actio* 
or ipwdv 

□Usually it 
poh:# but it not 
•iv/Oyl conudarata 
of othart. 

Qli contidarara 
and cavttowc 

□ It vary 
Cost ft tout tnd vary 
COnyidarata Of 
Othtrt. 

dL Attituda 
CO«ttT\aCrTv« 

criticism. 

□ Doat not profit 
by c/iodim. wott it. 

□ Doat not pay 
much aitannan to 
cndcitm 

QSatmt to 
Httarv 

□ Accaprt 
ohtiotm and tr*aa 
to do batraa. 

O hroAtt by my 
9»*liO*v changat 
poor nork hion. 

II. JOB F8rt*OAMANC* 
«. K/uWftJg* of job 

OMo not triad to 
loom. 

G Fryi linfo 
attanrton to Uarnuag 
iob. 

□ Nat Itamad 
rtaataary rounna 
but ntadt tupand 
lion. 

□iMmledi 
norh. naadt »*tTto 
mrparaition. 

OlCnonoiob ntd 
and thona doora to 
laam mat. 

b. Accuocy of MOfli Qlt aairamafy 
cvt4»t. 

Q It fraquantty in- 
acourata and car^> 
W. 

Q.Vakn anort; 
•Now* avaraya cara. 
Uioroughnatt and 
BMtlUUs 

Q Makat fava 
arron; it cartful, 
thorough and MH. 

QVary w*dom 
makftarrorg. float 
v»ork of vary good 
duality. 

c. Work accompli *hrd □ «1 vary thMr 
output r» un«a<nita» 

tonr. 

Q It ilonar than QeVorkt v«*cfc 
ordinary tpaad; 
no»k »t 9#naraUy 
•ariifactory. 

□ Works ram«y; 
output it abova 
anogt. 

Qlt fate and 
•f fsotnt: production 
it nail about 
average. 

di Work Habits □ Hahiauanv 
s<«CM »m«. hat to 
bo ■ tcnxl and 
proddid Po*$. 

QFroqu an tfy 
VMU« tima. naadt 
don tuporviuon. 

GWaatat tun# 
Occaa*onally. it 
utualfy rahabia. 

□ Sildtw wont 
bm«. it rahabfo. 

Qlt Inbmnoiv 
cone** crates vary 
v»aH. 

a. AdaprateUry □ Cannot adjust 
to ehan^ng otuiliowo. 

Qll don in gratp* 
Ing cdaat. hat diffv 
culty adapting to non 
situation*. 

G Makat nvcaa- 
i*ry adtwttmanti 
altar contidaraWf 
instruction*. 

□ Adn.ec. medUy. Q Laarrrt quickly, 
u adapt at mat any 
Changing cond«ooraL 

% 
w. ^e^so^tAL 

A#*€ARANCE 
Nm(A0( and 
paoonjl (d/i 

Qh oatramdy 
car data. 

Q Of ran rrtyKQ Qlt pattabla in 
tooaaranca, but 
mow'd maka aflo^T 
O emprova. 

Qlt vary good In 
apptaranca: fooha 
naat mott ol tha 
tima. 

Qlt cvctMam in 
appaaranca; look* 
vary mH «a of tha 
tima. 

IV. ATTENDANCE ANO 
Punctuality 

A AAMRI 

O Too trapuandy 
atotoMt lor coAHAi^ 
ampfoymant. 

□ Not ragular 
anough »n attanoanc 

QUtuaify 
stpa^dabfo. 

QPtpandtbML O Navar atmnr 
aacapt for cn urv 
avoedabft amorganoy. 

bk Ti»d» QToo fraquantty 
tardy lor contenuad 
tnpiOffnML 

Q Vary of ran tardy QhunctuaMy 
(On 1 b* wnprovad. 

Q Sridom Tardy. ONtvar tardy 
•veapt lorttvn 
awoeflabN tmi gt»*cy. 

V. SAFETY 
PHACTICE3 

QU d>*»ntr*rtrad 
and car riot*. 

Q Ganarally **a a 
of ufaty raof/a 
intAtV but oltan «t 
cara«at« m p* acnca 

GCtnarady tv.ua 
tftitty iwaNAt 

»-d uwAiiy cuahd 

QfiMlemeed 
tafcty rit»»ta«a«B 
and pracncat itltry 
poKkaa and po«a 
du/ttmouof tha 
wn* 

Qll fu*ty anvt of 
v»Ury rtuuee amnn. 
O'tctecat salary 
pof*«ia« and proca* 
durai come Man tty 
and avkdoncat an 
tchva nii'tit. 

TURN ANO COMPLETE SIOE TWO 

H CW80 (8/731 
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QUALITY CF WORR — (Do not consider cnount o£ work) To work ddne correctly and 

accurately? Does work meet the required standard of quality? Are errors corn 

frequent than normal at thlo stage of training? 

1 

Work la care— ' (Work not up to 

leaaly dose or jataodards. Has 

not done correctly.jto be checked 

Makes errors fre- ifrequently to 

quectly. jget required re- 

|salts. Work not 

[always accurate. 

I 

- J j 

Does acceptaolejPerforns work of j Work la of 

work. results Jhlr.h quality. I highest 

neet normal '.Makes feu errors I quality. 

[quality scan— 

•dards. 

■Uork can be d« 

jpended upon. 
Very accurate, 

t Does Job 

I exactly as It 

i should be 

l done. 

Specific training and supervision needed: 

QUAhlliY 0? WORK — (Do not consider quality of work) Does employee apply him¬ 

self or herself to the job? Eow does employe* compara in productivity with others - 

doing same job with same level of experience? 

' • •• 1 1 j | - ' 

Slow workar. Stall: 

cvuiiui. Lera pro- 

’.-Takes, it easy, j Works fairly [Works hard at 

Requires some « steadily. Does: Job- Does-note 
Outo tending; fo 

amount of work 

normal product!— able manner. 1 doing sane job 

vit7* Does normal 

amount of work. 

Supporting Correia: 

ABILITY TO UHDERSTMTD AIID rOLLC*7 TnSTRUCTI0MS — Docs employee understand 

instructions? Can employee remember what to do? Does employee actually do what 

he or she was told to do? 

Requires repeated 

and constant Ins¬ 

truction. 

Deeds detailed : Understands J?.nraly ho3 to J Seems to 

Instructions on •instructions -jhave. Inotructloesj anticipate 

every point. Must' reasonably vclllrepeated. Under-: instruct!: Ibe reminded of J Requires only jstands and |uith great 

original ins true- 'normal follow— jfollows ins true- jease and 

tlons. Iup. lions. jfollows 

| I lthrough- 

supporting Cocnents: 
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ATTITUDE TO'.JARD SUPERVISION — Whac is enplayee's attitude towards supervisor? Hcrw ion 

eoployee react to Instructions? Does enployee cooperate willingly? Does cnplcvt-, t-vJ” 
criticise! open-eindedly? 

negative reaction 

to suparvisiaa 
and criticise, at 
tines uncoopera¬ 

tive. 

| • 
[Hot too happy to llama ily coopera- 

ihave contact with tive in accepting 
I suparvisiaa. Re— 'instructions and 
jluctaat to . criticisms, 
[cooperate with 

I supervisor. 

Pleasant sod 

cooperative. 

Supporting Garments: 

1 
• 

'Fully coopsrativ 
[tries to be 
•helpful. 

I ' 

Fr.RSOMALXTT — Is eoployee accepted by fellow workers? Does employee get alon- with othe 

irorkars? Does ecplcyee have any objectionable characteristic which affect others? 

I 
Hot fully accepted! Tolerated by jAceepted as oce 

|>y fellow workers.[group. Hot par- [of the group. 

jtay cause friction! ticularly tactful;Cats along nomal-j Cooparatea read¬ 
er trouble. [or cooperative ily with fellow jlly. Makes 

'Well—liked, by | Functions well 
{fellow workers, [with others. 

I with fallow [workers. Cooper— ^favorable in— 

lemployees. , ates with others, jpresslon. 

Has general 

respect.froa 
others. Shows 
respect to all 

Bathers of staff. 

Supporting Coenents: 

EEALTE AMD PETSTCAX. eD'IUTTIoa — Eow does enplayee’s health and physical condition 

or her work? Supporting Comsats: ----_ 

■ —-:-A 

Hacent Absences and FmcCwality Record CL35^ 90 Days) _ 

-y- 
i 
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if 

NAME_ 

P.R. D ata ]_ 

Unschadulad E.T. Atnmcn:_ 

If unsatisfactory. pl*a»a tubnwtiM: 

THE >. *ry - HOSPITAL 

PERFORMANCE EVALUATION 

-POSITION_ 

Satisfactory _______ Unsatisfactory 

Functuality: Satisfactory ______ Unsatisfactory__ 

If unsatisfactory. plana substantiate:_ 

KEY 

Unsatisfactory _ talon 

UOKWI Iral 

Good - 41 aapac-ad Iwvl 

Vary Good - abo*. 

aapactad M 

Outstanding - eananm 

outstanding pirtommcr 

Th* rating for • aeh item it batad on obsarrsd performvxi In prasani position. 

ITT* }.ZZm ) Vv r } 

Afict^tinf Responsibility end Imbeting Action: mo amount of persond responsibility taken to complete 

work, achieve priori r< goal*. and mwt department work objective*. 

Adherence to Polio* and Procedures: the appropriate um and application* of initrucbont. procedure*, 

rule* and regulation*. 

Cnupwati MH.il/AdaptaMitTt commitmant to obiacoraa of tha institution through tanrrworic. «!>. i-ilry. 
racognibon of imardtpandanea of daoartmami: aciaponoa of ability to adapt to nr** or '‘vent 

si tuitions. willingrwa to work wim othsrs toward a common goaf; tha ability to nKknca potitiv* ca.-ia.ior 

whandiracad. 

Dependability: good attendance, punctuality; acceptance of extra rapomibility (wilfingneia to work onr* 

tim«. mthmdu rej wH* necraary. 

Judgment: obtaining the proper number of facts cornmenaurete with the problem before making a dtciaoe 

from among me options available. 

Planning and Organisation SkAc: me ability to identify and aura probUrm/oiki and their expected result; 

planning, xrrecubrg of worn ta get expected results wim in budgeted time/com: coordinaodn of own plans 

with others when mteryefeoondups exist; anticipation of problems. 

Productivity: the amount of work completed in accordance with department expectations. 

Quality at Work: ma accuracy wim which tasks art parforsnad; appropriat* attention to work dataik; 

^sacking own work for adharanca to ttandardl (quality control). 

Tachnical SkiB: tha pouuson and aoplicabon of toadfie knowtadga and skills laarnad through schooling 

or axpariana: kaamng skills and knowladga currant; accaptanca of banaficial naw knowladga or tachmejuaa 

to appropriaaa work programs and problama. 

Explanation of Ovarall Rating; 
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EMPLOYEE COMMENTS / 

EmpHyeo Mtpectaoom in job wturrxxr •mtrtoye* utwf»ctiom and dimtisfactions, employe* n^ntion^ other comments 

% 

• 

;■ - ■- _r-- 

Sgnatur* ot E/noior** Oat* Siflnitur* of Co«t Cantar Manager Oat* 

Signature of R e*»*»xr Data ParwnnaiyEmptcv** Sarvic** Oat* 

AdininittntioA Oeu 

SU.. " /. - 

To be completed for ad Mituchuotts Licemed/Certified Personnel — 
-• 

Form No. 64370 
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.employee 

EVALUATION 

name: DATE: 

JOB TITLE: 

• 

TYPE OF EVALUATION: ANNUAL 

PROBATIONARY PERIOD 

OTHER 

EVALUATION PERIOD: 

from: TO: 

• 

4 

evaluator's signature DATE 

- 

EXECUTIVE DIRECTOR DATE 
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INSTRUCTIONS 

1. EMPLOYES EVALUATIONS SHOULD BE BASED ON THE INDIVIDUAL'S 

JOB RESPONSIBILITIES. BASE YOUR JUDGMENTS ON THE REQUIRE¬ 

MENTS OP THE JOB. 

2. PLEASE READ EACH SECTION CAREFULLY. CHECK THE CIRCLE 

THAT CORRESPONDS TO THE INDIVIDUAL’S PERFORMANCE. REFER 

TO DEFINITIONS OF PERFORMANCE PATING #1 - #7 (next page). 

3. BE SPECIFIC WHEN MAKING COMMENTS IN SPACE PROVIDED. 

GIVEN PROPER ATTENTION AND THOUGHT, THIS SECTION SHOULD BE 

THE MOST VALUABLE PART OF THE EVALUATION. 

4. ALL EVALUATIONS MUST BE DISCUSSED WITH THE EMPLOYEE BEING 

EVALUATED. 

5. ALL EVALUATIONS MUST BE SIGNED BY THE EMPLOYEE BEING EVALU¬ 

ATED. 

6. ALL EVALUATIONS MUST BE SIGNED BY EVALUATOR AND THE EXECUTIVE 

DIRECTOR. 

-2 
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DEFINITIONS OP PERFORMANCE RATINGS 

UNSATISFACTORY LEVEL OF PERFORMANCE, CLEARLY 

BELOW WHAT IS REASONABLY EXPECTED AND IS TOTALLY 

UNACCEPTABLE. 

POOR LEVEL OF PERFORMANCE, BELOW WHAT IS 

REASONABLY EXPECTED BUT SOME PROGRESS IS 

EVIDENT. 

3. THE EMPLOYEE IS PERFORMING AT AN ACCEPTABLE 

LEVEL. 

"L2 
> THE EMPLOYEE IS PERFORMING AT AN ACCEPTABLE 

LEVEL AND IS MAKING GOOD PROGRESS. 

5. THE EMPLOYEE IS PERFORMING AT AN ACCEPTABLE 

LEVEL AND IS MAKING EXCELLENT PROGRESS. 

THE EMPLOYEE PERFORMS AT A CONSISTENTLY HIGH 

LEVEL. 

THE EMPLOYEE'S PERFORMANCE IS SO SUPERIOR THAT 

HE/SEE STANDS OUT AS ONE OF A FEW EXCEPTIONAL 

WORKERS. 

(VERY POOR) 

(POOR) 

(AVERAGE) 

(GOOD) 

(VERY GOOD) 

(EXCELLENT) 

(OUTSTANDING) 

3- 
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JOB KNOWLEDGE: 
THE EMPLOYEE'S KNOWLEDGE OP HIS OR HER PROFESSION*! 
FIELD AND AGENCY POLICIES AND PROCEDURES. ^ 

o © © o © © 

QUALITY OP WORK: THE ACCURACY INVOLVED WITH DUTIES PERFORMED. THE 

APPROPRIATENESS OP DECISIONS MADE AND THE DEGREE OF 
PROFESSIONALISM DISPLAYED. 

O 0 0 Q 0 O Q 

QUANTITY OF WORK: THE AMOUNT OP WORK. PERFORMED IN A WORK DAY. THE 
EMPLOYEE'S LEVEL OF ACCOMPLISHMENT IN CARRYING 
SHARE OF THE WORKLOAD. • 

© ; © © o © ©: .0, 

DEPENDABILITY: THE ABILITY TO DO REQUIRED WORK COMPLETELY. 
ACCURATELY AND ON TIME WITH A MINIMUM OF 
SUPERVISION. 

0 O 
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ORGANIZATION: . THE EFFICIENCY WITH WHICH AN EMPLOYEE MANAGES 
. HIS/HER WORKLOAD. 

© ,0 Q 'o; :'o.-.©. © 

ATTENDANCE: FAITHFULNESS IN COMING TO WORK DAILY AND CONFORMING 
TO WORK HOURS. 

■ ■ JO';; • 0: 0 0.0 ’ O 

INCENTIVE: THE DESIRE TO ACHIEVE, TO ATTAIN GOALS AND TO IMPROVE 
JOB PERFORMANCE. 

CREATIVITY/ 
ADAPTABILITY 

THE ABILITY TO COME UP WITH NEW IDEAS; FIND NEW AND 
BETTER WAYS OF DOING THINGS; TO BE ABLE TO- MEET CHANG¬ 
ING CONDITIONS AND TO SOLVE NOVEL OR PROBLEM SITUATIONS. 

O O .0! O . 



INTERPERSONAL SKILLS: THE ABILITY TO RELATE WELL TO OTHER PEOPLE- 
TACT, COURTEOUSNESS AND SENSITIVITY. 

- «. 

Q G ©. ;0 , - Q 

• . •• • * ■ 

OVERALL PERFORMANCE RATING 

G : 0 '• O ( 3 ;i- 

REPER TO PAGE 3 POR DEFINITIONS OP RATINGS. II - 12 ARE AREAS OP UNACCEPT¬ 
ABLE PERFORMANCE. 13-15 ARE AREAS OP ACCEPTABLE PERFORMANCE. 16 REPRE¬ 
SENTS EXCELLENT PERFORMANCE. 17 REPRESENTS PERFORMANCE SO OUTSTANDING THAT- ' 

■ THE EMPLOYEE IS NOW SEARCHING OUT NEW CHALLENGES AND RESPONSIBILITIES. 

EMPLOYEE’S COMMENTS: 

A COPY OP THIS EVALUATION HAS BEEN GIVEN TO ME AND DISCUSSED WITH ME. 

i 

EMPLOYEE’S SIGNATURE DATE 

ECM/mcm 

3/4/81 -6- 
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Employee's Nano 

PROBATIONARY EMPLOYEE PERFORMANCE EVALUATION 

Date lAnkl 

Position Title _Agency_ 

This evaluation was made at tha end of cho ^ **onth of Hcrvtcc. 

Relate your evaluation to tha employee's length of servico. A threo-monch employ™ 
Ls not expecccd to have conplutaly one ter ed the j./u. After five months, purformaoeu 
should bo at or near agency standards for tha employee’s classification. 

At tha beginning of each evaluation period, tha employee should review this fora 
and L? informed of tha factors and standards on which P '•« or her performance will bu 
rated. 

FACTORS TO SR EVALUATED: Evaluatedperformancc on tha applicable portions of cho listed 
factors. Below each factor, note related elements (pertinent duties, any special 
agency requirements, related desirable traits or abilities). 

'EXPLANATION OF (TRADING CODES: U-Unsatlsfaccory: Employee falls to meet nr.cney 8candorJn; 
CMhmd i C iona 1: Below standard, but improving a.J potentially acceptable; S-Satisfactory: 
Employes masts performance standards. 

FACTORS CRAULNC CODES COMMENTS 

ijUALITf OF WORK: Accuracy, thoroughness, 
dependability and (where applicable) 
initiative and care of equipment and 
supplies. 

c-,/ 
•r Cons ,i.r<r>*y V ^3^ " 

H, e.cS< 
A<S ui> 

aHc-ftM ro 
pcrfe"**$ t»a 

Ptcvou,«.«*4d ' * 
dvttuf ; exl~**j J rr>llo>ul ti 
• it niJijncJ 

PRODUCTIVITY: Amount of work performed, 
schedule adhareaca and (whara applicable) 
organlxatlon of own and/or other's 
work, and versatility. 

-s y 

cracmttl Self utell — K^i 
dts.Kj S^Knt •y 

roe»f*’oj yAoea Jab rttpvitl 

/J.LIt +° f 'O-Ju.i h'Wta 
-nmc <004 

apnfof a /nu.«.U Mt-'t <**"')■»/ 
(jiik .OWfA’Aik, fluti o - 

- L/e, d^cS.J clieotj 
. -aodc''H 1 l »o»»Ara. 

4» <h«e*» rtl_cJj 

JOB KNOWLEDGE; Vocational competence 

and (where applicable) familiarity with 
lawu ur rules, uuu of uquipiautiC, and 

problem solving in Job area. 

/ 
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-2- 

:ntal Health Center 

/robationary Employee 

I'erCormance Evaluation 

FACTORS CQAOINC COOES COMMENTS 

WORK HASITS: Cooperativeness, interest, 

attcndanca, adaptability, tact and 

(where applicable) personal appearance 

and dealings with the public. 

U 

c-5y 

C_W-«/uL«vtU_- ; 

r 
pnitnti *<-lh 
' /i - tjdod 

r’eprrlCAtan* C- 

Co 
b r# 

AEMTNISTRATION: (Where applicable) 

Leadership, cost control, employee 

relations, staff development, and 

use of management principles. 

D 

C 

Mlft — 

cm LEU FACTORS: 

-f 

fd.*nht'>i' <yA-<hv«W 

Cl <i ( /rW"'.! 

he/trrt_, • IL *m/*rCSjjrJ 

ci.-'// CC>*f>n//y ! 

cine1- /'• aV.'/Zf.c 7 
C o-sn **» it n't On 

' . I 
Attach additional sheet* for core factors. 
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Part XII 

Correspondence with 

participating graduates 

and agencies 
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(Letter to agency soliciting cooperation) 

The Gerontology Planning Project of the University of Massachusetts at Amherst 
is in the process of evaluating the Job performance of the graduates (spring,’SO) 
from its Human Development/concentration Gerontology Major and associated Interns. 

The worker in your agency who was associated -with the program is 
We have discussed the project with her and are happy to say we have her cooperation 
and permission to have access to her work evaluations. 

In order to learn about the effectiveness of our program in preparing 
workers for actual practice in the field, we need to compare work performance 
of our program graduate with that of a matched, or 'control' graduate from 
another program. We ask that the agency rake available to us a copy of 
work evaluations of our former student and that of an anonymous 'control'. The 
standard in-house instrument employed for routine, periodic evaluations is 
appropriate. Many agencies have a regular three-or four-month "probationary" 
period evaluation which is complete and on file. This material provides most of 
what we need. There are two additional kinds of information which we request. 
Each quality should be rated on a five-point scale, in addition to essay-type responses 
to the item. Many agencies have a five-point scale built into the rating sheet. 
If your agency does not include this-kind of measure, we ask that you look 
at the enclosed sample, and simply add such a rating. We request also a rating 
on an additional quality, often not a part of agency evaluation systems, called: 
’Job knowledge ar.d skills'. Mote the enclosed rating sheets for this item. 

The matching of the experimental and control subjects is important in allowing 
us to isolate factors pertaining to our program input. We ask that the workers 
be matched in the following way: 

1. Supervisor. The experimental and control workers should be supervised 

and rated by the same person. 

2. Sex. The gender of the graduates should be the same. 

3. Period of time at the agency. The work evaluations should pertain to 
a ima period of similar duration at the agency. The routine "probationary" 
period evaluations, or annual evaluations are appropriate. 

4. Age. The workers should be approximately the same age. For someone In 
their 20's, another worker in their 20's would be appropriate, etc. 

5. Years of education. The workers should have experienced approximately the 
same number of years of post-highschool college or college-level education. 

Three items need to be prepared: A Background Information sheet and a 
job knowledge and skills rating,(see enclosed) and a copy of the standard agency 

evaluation (with five-point scale). These threeitens are needed for EACH of the 
two workers, experimental (UM/A graduate) and control (other program graduate). 

We very much appreciate your helpfulness, and anticipate that we will be able 
to use these data to direct modification of the program such that we can improve our 

ability to prepare students for effective functionirg in the field. 

Sincerely, 
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IHi/A Project Graduate 
Check one: 

Control graduate 
Additional Sating 

The UX/A Project would like additional material beyond that provided by your 

agency’s evaluation form. Please rate each -worker on the following dimension: 

Job knowledge and skills - Comments Rating .(circle one) 
Consider basic skills and . ? - , _ 

abilities and knowledge 
possessed in relation to 
those necessarty to perform 
the job. 

Date of rating_ 

Note' 
4 ' The rating dates on the standard agency fora and the ’job knowledge ar.d skills* 
dinersicr.s ray differ. Thi3 difference will be taken into consideration in data analysis. 

j 
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A Sample Rating with Five Point Scale 

Item 

Attitude towards constructive criticism 

Cooments 

circle one 

1 2 3 4 5 
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Background Information 

Agency 

The supervisor who Issued the Experimental subject 
evaluations should be the 
same for both workers. 

Please Indicate: same supervisor 
as control subject 

yea-_ 

no_ 

If no, comment. 
In space provided below 

Sex of worker 

Data worker evaluation 
fora was completed 

How cany months had worker 
been at agency at time 
of evaluation? 

How many years of education 
had worker experienced 
after hlghscbool in 
college or college-level 
specialty training? 

What kind of college- or 

coliege-level progra* 
did the worker take? 
(B.A., S.S.fJ., Assoc, 
degree, certificate 
program, other) 

What was the worker's 
major field of study? 
(eg, counseling, nursing, 
hi man development, 

gerontology, english, etc.) 

control subject 

MO !!AME. 

same supervisor as 
experimental subject 

yes _ 

r.o _ 

If no, comment; 
In space provided below 

Space for comment re supervisor: 
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SUBJECT PERMISSION FORM 

Dear 

The Gerontology Planning Project of the University of Massachusetts at Aoherst-1- 
Is in tha process of evaluating the Job performance of the graduates (spring '80) from 
Its Hunan Development/concentration Gerontology Major and associated Interns. 

In order to learn about the effectlvenesa of our program In preparing workers for 
actual practice In the field, we need to compare work performance of our program 
graduate with that of a matched, or 'control' graduate from another program, tie ask 
tha: the agency oaks available to us a copy of work evaluations of our former student 
and that of an anonymous control graduate. The standard In-house Instrument employed 
for routine, periodic evaluations Is appropriate. 

The Information gathered from these sources will be kept In the strictest confidence, 
and vill be expressed 1a statistical form and ocher forms which protect the Identity 
of the participant. 

We ask for your permission to utilize Che abovemen cloned evaluation materials 
as they concern you. 

We would very much appreciate your cooperation, learning about on-the-job 
performance Is critical to understanding how to prepare students for the world of 
work, and we wish to be able to modify our program materials to better prepare 
futnre students for this challenge. We hope you will enjoy knowing that you have made 
a contribution to others through this effort. Benefit may accrue to you directly, 
as well. In that an analysis of project results forthcoming on completion of this 
study may help you to see what qualities are deemed of value In work success, and 
how your background relates to these qualities. 

Tou are free to withdraw consent and to discontinue participation In the research 
procedures at any tine without prejudice to you. 

Suzanne Whitaker 
Gerontology Planning Project 
Hills South 
University of Massachusetts 
Amherst, Mass., 01003 

I hereby grant permission for evaluation materials concerning my Job performance to 

be utilized as stated above. 

( Signature of project graduate ) 

Date of signing 
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