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Guidance Through Counseling In The Inner-City High School:
The Development Of A Structural Counseling Program

(May, 1974)

Margaret Batchelor White, B.S., Savannah State College
M.Ed., Springfield College
CAGS, Springfield College

Directed by: Dr. Cleo Abraham

ABSTRACT

This thesis studied the effects of teaching through a training

program systematic counseling skills to Black students in the inner-

city.

The purpose of this study was to determine whether or not short-

term training (five days, four and one-half hours each day) could pro-

duce effective, high level, facilitative persons, competent in beginning

counselor skills, who would work effectively in school, in their homes,

and in the community.

The Black students (N-16) were selected and recruited from one

of the four high schools in the city. The program emphasized self-

actualization, instruction in counseling techniques and recognition of

effective dimensions in skills such as speech, listening, communicating

responses, and problem-solving.
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Two groups were tested, a control group and the demonstration

group. The results were compared to a "control group" (N-8) from the

s^me inner-city setting, selected from the original (N-16)

.

Assessment procedures used to determine the effectiveness of

the counselor training program were examined through the counseling

process measures of Carkhuff, Osgood, Jones, and Ivey. Unobtrusive

measures were used also.

Further assessments of the effects of the program were made by

the students* taped comments, and a three-month follow-up survey of the

students and parents of these students who participated in the program.

The results indicate:

1* ... that "demonstrable behavior" (Carkhuff and Berenson, 1967),

due to tapes and observations, are reliable yet limited. The

positive responses from students, peers, parents, and teachers

help to support the fact that the students made significant

gains in interpersonal skills and relationships;

2. that all students made minimal gains in intra-personal skills;

3. a significant difference for mean scores was found in Ivey's

Attentive Behavior Test;

4. ... when looking at the individual components of each test,

the following showed significant differences to exist between

the two groups: Ivey's Eye Contact, Ivey's Physical Attentive-

ness, and Carkhuff 's Immediacy.

The implications for the future are: the challenge of providing

productive structured programs that will enable youth to become aware of

self and the responsibilities of each individual.
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CHAPTER I

INTRODUCTION

For a long time this researcher has attempted to analyze the

necessary ingredients needed to help make the individual child, stu-

dent and adult the "fully functioning person," the person able to cope

on a day-to-day basis with everyday problems and eventually progress-

ing to a high level of self-actualization.

The kind of person that is able to give of self to others,

establishing a life style that is beneficial and self-satisfying, re-

assessing values, living by truths and with truths, being involved

with self, community and country, stressing independence, keeping

abreast with current happenings and being capable of continuous learn-

ing.

This researcher has been reflecting and remembering, using fa-

miliar models, people that appear like case studies in my mind. I of-

ten ask myself the question: How is she or he able to live, not just

exist today with a balance of love, understanding, self-reliance, cour-

age, and a deep desire to achieve and Improve?

My reflections, experiences on the job, in the community, and

the many questions for which I had very few answers, motivated me as

an educator/ counselor to begin probing in depth into how others were

coping with problems similar to my own. Letters were written to educa-

tors; and discussions were held with others that I trusted, about meth-

ods and the kinds of research on this topic taking place today. That
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is, research that was action-oriented and helpful to minorities, with

special emphasis on Black youth—Black youth with special problems

and life styles.

My readings, correspondence and discussions lead me to believe

that "peer counseling for Black youth in the inner-city, if conducted

positively, should provide some positive results."

Guidance through counseling in the inner-city school is one of

the many ways to begin to make inroads toward dealing with the inhibit-

ing problems of poor concept, sense of self-worth, the understanding of

interpersonal interaction, reassessing values, developing goals, helping

to develop programs, helping to adjust education to the abilities, needs

and interest of individual students, and becoming involved with the par-

ents and community agencies. For the same kinds of problems exist for

students in Atlanta, St. Louis, and Savannah, as in other cities like

Tampa, Sacramento, Chicago, and Springfield, Massachusetts.

Dr. Benjamin E. Mays (1930) suggest that we "search" each stu-

dent. He advocates a searching investigation and study of the whole

personality to discover his assets, his liabilities, his dislikes, his

determining circumstance and the means of awakening him to his own pos-

sibilities and the happiness that life may hold for him as a result of

his development.

The lack of understanding of interpersonal interaction motivated

Sechrist and Wallace (1967) to state:

Lacking the necessary skills for seeking and processing information

about themselves, it is any wonder that few of us can construct rel-

atively clear and unambiguous accounts of our goals, aspirations,

values, traits, and abilities. And in the absence of learned skills

necessary to the understanding of interpersonal interactions, it is

any wonder that many individuals are confused about their relations

with others.
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Recommendations for counteracting some of the existing prob-

lems are:

Dr. H. B. Canady (1937) of West Virginia State College proposes

a purposeful action-oriented learning program.

Adjusting education to the abilities, needs and interest of indi-
vidual students involves two coordinated programs: (1) the study
and guidance of students, which should begin at least early in
the secondary school period; (2) the organization of college cur-
riculum, Instruction and administration with the primary purpose
of serving the needs of the Individual.

Frank Riessman's (1965) interest is centered around certain ac-

tivities that could be put into effect to help students through the cru-

cial transitional period.

Most of the catching up should be done in intensive after school
programs—afternoons, weekends, summers, vacations—can all be
utilized. Homework helpers, tutors, teaching machines, educa-
tional TV, especially trained (counselors and teachers) should
be utilized.

Dr. A. H. Griffin, Jr. (1972), of American International Colleges

in Springfield, advocates peer counseling for all, especially for Blacks

in the inner-city, due to his research in that area where positive re-

sults were obtained after teaching systematic counseling skills.

Dr. S. Sheppard's (1972) approach in the Banneker District of

St. Louis was the involvement of parents.

These various methods suggested and research performed demon-

strate ways of helping Individuals help themselves. The researcher s

primary interest for this study is: (1) peer counseling, and (2) peer

counseling in Black inner-city schools.

Peer counseling is a relatively new area within the field of

guidance and counseling. This fact was reported in the spring of 1970
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in Capsule . And so, while the area has attracted researchers, there

continues to be clear cut needs that should be analyzed, evaluated and

publicized in order to attract more research.

This Writer believes that the following are of prime importance:

1. The development of training programs that accomplish desired

objectives (cited by Dwight Allen, 1972);

2. The development of Instruments and instructions which are suf-

ficiently sensitive to detect changes in trainee behavior

(cited by Ivey, 1972);

3. The initiation of research to ascertain the impact of the ap-

proach upon people over time (cited by Carkhuff, 1969).

Hency, this pilot study addresses the first two of the three

needs mentioned above:

1. The development of a training program that will hopefully ac-

complish desired objectives; and

2. The development of Instruments which are sufficiently sensitive

to detect changes in trainee behavior.

This researcher has developed a peer counseling program geared

to Black high school students. The program has been undertaken with a

small group of inner-city youth who are on the lower rung of the socio-

economic ladder, and who are believed to possess low self-concepts. A

number of recently developed research instruments, geared to a peer

counseling program, have been administered to the students in the study

Ivey's Attentive Behavior

Carkhuff 's Counseling Scales

Osgood's Semantic Differential Scales

Jones ' Helping Relationship Inventory
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Need for the Study

Five Key Aspects of an Effective
Peer Counseling Program

The rationale for the five key aspects of an effective peer

counseling program Is to explore the possibilities for creating a

regular course of study for high school pupils, with primary emphasis

on the personal and psychological development.

The writer Intends to address herself to the following areas

!

1. The group process,

2. The students' self-concept and awareness,

3. Training programs,

4. The Importance of the trainer, and

5. The characteristics of an effective trainer.

The overall need for the above was brought about through (1) per-

sonal experiences; (2) the writings and field work of G. Banks (197 ),

W. Banks and Martens (1973) concerning the counselor as a change agent,

Carkhuff's (1969) Intensified work with paraprofesslonals , and Griffin's

structured teaching of counseling skills to students; (3) a conglomerate

of readings In journals, newspapers, and books, stressing the Importance

of peers counseling peers; (4) visual accounts from television emphasiz-

ing the need for more and varied programs of helping through modeling;

(5) listening to reports vie the radio of the desperate cries for atten-

tion and guidance; (6) the apparent non-supportlve (negative) forces for

Blacks and other minorities In the school, the community and sometimes

the home. Works by K. Clark (1970), Cline (1972), Cottle (1971), Glasser

(1969), Lesslnger (1970), and Mead (1934), gives credence to the hopelessness
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amonK our youth and the necessary steps needed to give aid and assis-

tance for survival strategies and hope for a promising future; and

\J) the apparent lack of self-awareness, self-direction and control of

one's environment as reported by Rogers (1961), Rouseve (1966), B. B.

Washington (1970), and Vontress (1967).

The problem of Black inner-city youth are mammoth in scope,

and the mantles worn by these youth give little or no evidence as to

the specific reason(s) for the courses or effects. This writer be-

lieves that help in conceptualizing these problems, examining alterna-

tive solutions, and taking some necessary steps for realizing a more

effective adjustment is a must if these Black youth in the inner-city

are to survive.

The list of problems are complex and interrelated, and their

range are far-reaching and varied. Researchers have identified these

problems and probing continues in areas such as:

1. The environment in the home (Cottle, 1971);

2. The school and academic problems (Mays, 1930 and Cline, 1972);

3. Exposure to racism in the schools and the community (Amerman,

1957);

A. Peer groups (Griffin, 1972 and Jackson, 1972);

5. Intelligence, motivation and achievement (Green, 1971 and Wilson,

1971);

6. Attitudes, personality and emotional characteristics (Mead, 1934

and Green, 1971);

7. Cultural disadvantages (Green, 1971 and Glasser, 1969),

8. Lack of self-awareness (Adkins, 1970 and Combs & Snygg, 1959),
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9.

Racial Identification (Banks & Carkhuff, 1967 and Griffin, 1972);

10. Nutrition (Christ, 1967);

11. Housing (Clark, 1970);

12. Programs and resources offered by the home, school and the com-

munity (Banks & Martens, 1973 and Bernstein & Herzberg, 1970);

13. Poor models (Brown, 1965 and Carkhuff, 1961);

14. The psychological consequences of being Black in America (Wilcor,

1971)

.

The Group Process

The small group process encouraged (1) the group to focus atten-

tion directly with each other in a more positive way (Kelly, 1952 and

Driver, 1952); (2) the use of facilities were more available; (3) there

was a shorter span of time for the process of "getting to know one an-

other;" (4) a more personal approach to individual and group problems

were apparent; and (5) the readiness of feedback due to a lack of ten-

sion, stress and unfamiliarity was experienced. The writer believes

that the small group process is an important aspect relating to the de-

veloping of a positive peer counseling program.

Readings by researchers Adkins (1970) ,
Driver (1952) ,

Kelly

(1952) , and Griffin (1972) ,
encouraged the writer to develop a highly

structured program in order to try to meet the needs of the students.

The needs being (1) the teaching skills and meanings to be implemented,

(2) developing a positive-cohesive program, and (3) the ability to dis-

cipline the mind and the body for positive results. Due to the findings

and results of researchers like Driver (1952) and Kelly (1952) ,
the

small group process for the peer counselor training program was used.
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The development and implementation of the group process was

pioneered by researchers such as Janet A. Kelly and Helen Irene Driver

i-. the early fifties. These researchers wanted to establish basic fac-

tors that help determine one’s personality.

Kelly (1952) observed individual groups and obtained data to

determine these findings: (1) In these groups, the chief concern of

its members in the group are with each other; (2) That the group is

basically a security symbol for children and youth, a cultural entity

and a basic determinant of personality roles; and (3) the youth's life

in his peer groups is one of the basic factors in determining adult

personality.

Small group discussion was implemented and evaluated by Driver

(1952) with the following conclusions: (1) small group discussions

carried on in a permissive atmosphere is an excellent learning medium

for personality growth of high school, college and adult students;

(2) these discussions provide an enjoyable and satisfying activity in

which the student can air his grievances and talk out his personal

feelings and viewpoints; (3) it gives him support and reassurance in

surfacing and expressing his personal problems; and (4) it facilitates

rapport and counseling efficiency through the co-participation of

counselor and counselee in a pleasant group activity on individual

needs in understanding and solving self and social problems. Counsel-

ing in small groups has proven successful, according to reports by

Kelly (1952) and Driver (1952).

This research project will attempt to find out whether peers,

with adequate instruction by an actualizing person, can create positive
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self images and concepts within a group and influence other students

also. Professor Andrew Griffin (1972), at American International Col-

lege, pioneered such a peer counseling model in the greater Springfield

area; his work serves as a prelude for this study.

Self Concept

The individual s conception of self is an all encompassing um-

brella. We must begin with the self no matter what we undertake to do

or be; that is, if we are to be effective human beings. And so, this

is where this writer began when working with these high school students.

It must be remembered that these students were selected to participate

in the program due to (1) poor self images, (2) having difficulties at

school and home, with teachers, administrators, students, and parents,

(3) fair to poor grades, (4) broken homes, (5) having no jobs, and

(6) experiencing constant failures with their peer groups. Realizing

the above, helping to build the positive self concept was a necessary

first step in this developmental process.

A student's self concept and awareness must not be assumed.

Since the writer believes that specific steps in learning must take

place, if there is to be a positive awareness of self and one's respon-

sibilities. And so, the links of love of self, self-worth, personal

pride, and self-actualization can be painful and yet gainful to all

persons willing to participate.

Self-Image — Love of self—without this ingredient we are not go-

ing to make any noteworthy inroads toward the good life. The

enormous challenge is how can love of self be realized by the
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individual? Rogers (1961) states: "On the other hand, the

will to be that self which one truly is, is indeed the oppo-

site of dispair, and this choice is the deepest responsibility

of man." And so, love of self was the main focus at the begin-

ning of this program.

Self-Worth — The ways and means needed to produce this type of an

on-going person is Important, for less and leas does he look

for approval or disapproval, for standards to line by, for de-

cisions and choices. He or she is beginning to recognize that

it rests within that the only question which mat-

ters is, "Am I living in a way which is deeply satisfying to

me, and which truly expresses me?" (Rogers, 1961)

Personal Pride — It appears that the goal the individual most

wishes to achieve, the end to which he knowingly and unknowing-

ly pursues, is to become himself (Frankl, 1959). When he begins

to be justly proud of himself and tasks, he likes himself better.

The challenge is: How can this be performed? What steps

can be taken to insure this process? Where do we begin and how

can this get started? This is the responsibility of the train-

er, to be available, to listen, to sense how one feels, to

achieve his form of reference, and aid him in identifying the

problem(s)

.

Self-Actualization — Once the client begins to realize his worth

as an individual, the on-going process of becoming takes on new

horizons. Involved in this process of becoming himself is a

profound experience of personal choice. He realizes that he
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can choose to continue to hide behind a facade, or that he can

take the risks involved in being himself— that he is a free

agent who has it within his power to destroy another, or him-

self, and also the power to enhance himself and others. Rogers

(1961) says, "Faced with this naked reality of decision, he

chooses to move in the direction of being himself."

"A human being is not one thing among others—things deter-

mine each other, but man is ultimately self-determining. What

he becomes within the limits of endowment and environment he

has made out of himself." (Frankl, 1959)

Training Programs

The writer believes that "anyone can be taught a skill," there-

fore, a training program for peer counselors is one of the ways to teach

skills to a group. There are various ways of conducting programs and

various kinds of programs. This program's format was based on Carkhuff's

and Ivey's mode of training and evaluation.

Positive self-images and concepts are needed within the group

in order for the training process to be effective. This researcher re-

viewed programs by Carkhuff, Ivey, Jackson, Griffin, and Cline. The de-

cision to develop a structured, action-oriented program seemed to be the

most positive approach, using the small group method to maintain high

levels of performance over a period of months (ten months)

.

The evaluation of the program would be tested through the use of

four tests administered to the trainees before and after the training

period. Professor Kenneth Wall at Springfield College and associates
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will evaluate the results of all tests. A follow-up on the progress

of each trainee would be through unobtrusive measurements.

The Importance of the Trainer and the
Characteristics of an Effective Trainer

Mouthing words, telling someone else what to do, and giving di-

rections and instructions is relatively easy. Being an example and

"practicing what you preach" can be a difficult task, for there lies

one's commitment to self and mankind. Due to the complexity of the job,

peer counselors need a special kind of person—one that they can relate

to and pattern after.

The importance of the trainer is most vital and necessary for

modeling purposes—the trainee needs to have faith and trust in the per-

son trying to help him develop a positive life style.

Only the person who is alive and growing can enable the struggling
person to choose life at the life and death crisis point. He
knows that when he makes it possible for another person to choose
life, he increases his own probabilities of continuing to choose
life. (Carkhuff, 1969)

Dr. Clines (1972) believes that the actualizing counselor can

help the client, through a systemic experience, find himself. The ques-

tion asked by the client of "who am I," can be attempted by ". . . not-

ing how various contents and contexts affect the Individual's style and

behavior, starting with the most minute and proceeding to the broadest

level" (Cline, 1972).

Rogers (1969) believed that the counselor could help the client

toward ". . . the directional trend which is evident in all organic and

human life—the urge to expand, extend, develop, mature; the tendency

and activate all the capacities of the organism, or the self.
to express
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And, an effective trainer needs the following characteristics

in order to be effective:

1. understanding,

2. empathy,

3. congruence, and

4. positive regard.

The dimensions of these variables might vacillate according to

the sex, race, socioeconomic status or age. The trainer's approach,

however, should be electic so that the approach suits the situation.

Purpose of the Study

The overarching purpose of this pilot study is to evaluate the

impact of a peer counseling program upon selected Black inner-city high

school students. Specific aspects of the program which will be studied

include

:

1. The degree to which trainees are able to internalize and con-

tinue peer counseling techniques;

2. Aspects of the program that modify trainee's behavior;

3. The visual growth of the trainees as it is seen by others,

such as members of the family, peers, trainer, etc.;

4. The actual worth of such a program from the trainee's point of

view; and

5. The actual demonstration of benefits derived from the program

—

the benefits being shared with others through involvement and

practice by responding to the needs of others.
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Limitations of the Study

Several limitations of this pilot study of a peer counseling

program for Black high school students must be recognized. First, the

sample used is not random; it is a representative sample of Black stu-

dents who live in a low socioeconomic inner-city area. Only those

students who participated in the pre-testing, training, post-testing,

and active peer counseling are considered. Thus, dropouts, at any of

these points in the development of the study, are placed in a special

category.

Second, with the exception of Carkhuff and Berenson's Scales

(1967) and Osgood’s Semantic Differential Scale (1969), the evaluation

instruments used do not have established reliability and validity scores.

However, the researcher is also talking about "demonstrable be-

havior." Therefore, tapes, observations and participation are measur-

able, plus unobtrusive measurements.

Hypothesis

Since this study is a pilot undertaking, it is suggested that

"demonstrable behavior" be sufficient evidence to permit subsequent em-

pirical testing of specified hypothesis. The trainer believes it is

not unreasonable to suggest that the proposed peer counseling program

can have a recognizable, positive influence upon young people; since

the trainer has counseling skills and positive characteristics that the

students can emulate. The trainer planned to become an integral part

of their everyday living and provide them with skills through training

that they will utilize to effect change.
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It is hoped this pilot study will provide specific information

which can be used to generate hypothesis to be tested in subsequent

studies

.

Definition of Terms

Attending Behavior is defined as a general construct term for eye

contact, physical attentiveness and verbal attention, developed

by Ivey, Normington, Miller, Morrill, and Haase.

Micro-counseling is a systematic video method of teaching counsel-

ing skills to beginning counselors, developed by Ivey and

Friends at Colorado State University.

Empathy is the ability to view, understand and communicate the feel-

ings of the client through the client's frame of reference.

(Carkhuff and Berenson, 1967)

Respect is the ability of the helper to communicate to the client

that he respects or cares for the feelings and experiences of

that client. (Carkhuff and Berenson, 1967)

Concreteness is the ability of the helper to enable the client to

become concrete (specific) about his problems. The helper zer-

os in on his definiteness so that he is more specific in under-

standing what the client is actually saying. (Carkhuff and

Berenson, 1969)

Genuineness is the dimension where client and helper are sharing

honest experiences, conscious and unconsciously through feel-

ings of sincerity. (Carkhuff and Berenson, 1967)



16

Confrontation is the ability to tell the client the difference be-

tween what he is saying and the way the therapist is perceiving

him. (Carkhuff, 1969)

Immediacy is the ability to communicate to the client the real and

unpretentious feelings of the client and the therapist at the

moment. (Carkhuff, 1969)

Scales of Measuring is the levels of functioning. These scales as-

sess the person's level of interpersonal functioning. (Carkhuff

and Berenson, 1967)

Summary

In summary, the goals of the project were to train high school

students as peer counselors who might give aid and assistance to each

other. The procedures used to help bring about the behavior modifica-

tion were self-concept and awareness, the group process, an effective

trainer, and a training program. The training goals, evaluation and

assessment goals of the project, and unobtrusive behavior, have impli-

cations for positive inroads in helping to solve some of the social,

academic and psychological problems of our youth.



CHAPTER II

REVIEW OF THE LITERATURE

Chapter II concerns itself with a review of the literature in

areas related to the present study. These areas, in order of their

presentation, are:

1. Self-concept and to ramifications for Black inner-city youth;

2* Training programs, including the use of scales and a programmed

style;

3. The importance of the trainer and his influence; and

4. The characteristics of an effective helper.

All of the areas reviewed are related to Issues that were posed in the

more broad questions of this study, and thus have been presented in

terms of their relationship to the specific problems at hand.

The articles included in this review were selected with several

points in mind: (1) the ability to provide support for the present

study, (2) their ability to demonstrate the short-comings of past re-

search and to underline the attempts of this study to overcome these

problems, and (3) studies that contradict this proposed methodology.

Black Student’s Self-Concept

The critical need for a positive self-concept for the Black

youth of today is being realized and the actualization of projecting

one’s worth can be dealt with in various ways, through many channels.
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as research and studies have proven. Researchers Adkins (1970), Combs

(1959) , Griffin (1972) , Rogers (1961) , and Rouseve (1966) , their re-

sults support the belief that self-concept and awareness la the primary

ingredient needed for individuals to lead effective lives.

The observance of socially unacceptable behavior displayed by

some of the youth in the inner-city by this writer and researchers

Griffin (1972), Green (1969), Combs and Snyggs (1959), gives credence

to the knowledge reviewed, that "without a positive self-concept, one

is not able or capable of coping with life's many problems and chal-

lenges in a meaningful way" (Carkhuff, 1969).

Due to the primary need of an individual to be aware of himself,

this researcher decided to tackle this problem through communication,

where the examining of attitudes toward social, emotional and education-

al variables could be discussed, evaluated and possibly changed. For

only then do we have a chance to help the student become aware of his

weaknesses and his strengths.

Harris (1967) states: "any hypothesis must depend for its veri-

fication on observable evidence."

Robert L. Green (1966) cites among the many psychological needs

of the Negro student, the paramount need of acceptance. Results from a

junior high school group counseling program by Blodgett and Green (1966)

revealed that the Negro high school students felt basically rejected by

both their school and home environment. Their feelings of rejection

were complicated by a high rate of broken homes and material depriva-

tion.

Although these researchers have given important consideration

to the psychological needs of the Black student, they have failed to



19

present a sound philosophical, theoretical and methological investiga-

tion of a counselor training program.

Dan C. Dlnkmeyer (1972) sets forth the theory and specific ap-

plications of the encouragement process in counseling to enhance self-

identity. From action research in the Cupertino Union Elementary School

District, Cupertino, California, the results revealed that, "despite the

wide range of symptomatic behaviors our children exhibit, the major un-

derlying factor that results in underachievement, lack of motivation,

and unproductive conduct, is law self-esteem (Randolph and Howe, 1966).

The guidelines for understanding the significance of encouragement from

the socio-teleologlcal point of view are: (1) behavior is best under-

stood in terms of its unity or pattern, (2) behavior is goal directed

and purposive, (3) behavior determines the way in which the person strives

to be significant, (4) behavior has social meaning, and (5) that each

person interprets life in terms of his unique perceptions. To be an

effective encourager, the counselor must understand encouragement's

counterforce: discouragement. A group of practical procedures for en-

couragement are provided: (1) the relationship, (2) diagnosis, (3) in-

sights, and (4) reorientation. The actions of the counselor is para-

mount; he must demonstrate that he will not be discouraged.

Although unobtrusive behavior would be used by the counselor

for determining the success of such a program, there are no scales or

measurements mentioned to help the counselees evaluate the counselor,

nor is there a scale or inventory for the counselors to evaluate them-

selves, nor are there defined goals established by the counselor and

the student.
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Glasser's (1969) work with students lead him to believe that

self-concept is based first, on the student's wholistic perception of

now significant others perceive and respond to him and second, that

the individual derives conceptions of himself from his socio-cultural

environment

.

Research provided by Griffin (1972) describes the Black stu-

dent's self-image and position as unique, due to the playing of so many

roles—he states, "... they are confused and angry at the while struc-

ture; therefore, they are in desperate need of discovering their roots.

Individual and group feelings, and establishing coping skills."

Adkins' (1970) research revealed that one needs the exposure

and some experience in understanding in explaining his desires, needs,

responses, and motivation to himself.

At this point, it is apparent from the review that the major

focus of research has been directed toward a definite group pattern and

positive behavior for the individual. By intergrating the small group

process, the positive self-image and the developed training program,

we would assume that all trainees, having completed the program, would

operate at a level of proficiency.

Training Programs

The development and implementation of training programs in coun-

selor education is a widely discussed area. This section of the litera-

ture review considers the resource of various training programs.

Banks and Carkhuff (1970) reported their study of relations be-

tween white teachers and Black parents, an area of intense conflict in
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urban areas around the country. The difficulties were compounded by

difficulties in communication between generations. Fourteen teachers

enrolled in a program in interpersonal skills and ten Black parent vol-

unteers were Involved. The teachers and parents met every morning for

a total of twenty hours over a three-week period. The primary purpose

was to effect positive changes in relations between races. A second-

ary purpose was to effect positive changes in relations between gener-

ations. The training program was based upon the research concerning

the process and outcome of effective helping relationships with the

following behavioral sequence of learning experiences: (1) communica-

tion between adults within racial groups; (2) communication between

adults of different races; (3) communication between generations within

races; (4) communication between generations and between races; and (5)

communication between generations both within and between races. Test-

ing was given before and after the first phase of training and following

completion of the program. The findings: (1) pre-training data suggest

that difficulties in racial relations may be part of larger human rela-

tions problem; (2) both Blacks and whites gained significantly over the

course of training with each tending to do slightly better with members

of their own group; and (3) systematic training in interpersonal skills,

was effective in shaping higher and more effective levels of communica-

tion and discrimination between races and with the younger generation.

Ivey et al . (1968) discussed the use of micro-counseling behav-

ior and its benefits when teaching a skill. MacLennan (1966) discussed

the training of poverty stricken young people to work in programs which

largely serve other young people from similar backgrounds. Gordon (1965)
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believes the solution to problem-solving lies in sub-professional train-

ing. He advocates the implementation of a team concept which may pro-

,/ide services more appropriately to the population needing them and can

compensate for the shortage of fully qualified professionals. "Addi-

tional manpower can be recruited from segments of the population not

yet adequately exploited," says Rloch (1966). These include students,

dropouts, mature and married women, and various kinds of Indigenous

helpers, such as the poor, the hospitalized, and the incarcerated of-

fenders. . . . More important than the saving of traditional profes-

sional time, these new workers have a double advantage— (1) they bring

fresh points of view, flexible attitudes and sometimes new methods to

the field; (2) they also solve their own problems in helping to solve

problems of others.

Karsive (1965) reports about the success of a carefully selected

volunteer working with the disadvantaged child, especially when that

child gives signs of being mentally, emotionally or socially handicapped.

Berenson, Carkhuff and Myrus (1966) suggest from their findings that a

systematically implemented program integrating both didactic and exper-

iential approaches and making heavy use of previously validated research

scales and group therapy is superior to the usually more loosely con-

ceived and implemented program. Carkhuff and Berenson (1967) reports

that lay counselors enjoy several distinctive advantages over his coun-

terpart; (1) he appears to have a greater ability to enter the milieu

of the distressed; (2) to establish peer-like relations with persons

needing help; (3) to take an active part in the client's total life sit-

uation; (4) to empathize more effectively with the client's style of
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life; (5) to teach the client, within the client's own frame of refer-

ence; (6) more successful actions; and (7) to provide the client with

an effective transition to higher levels of functioning within the so-

cial system. In short, the lay counselor, when appropriately employed,

can be the human link between society and the person in need of help

—

a necessary link that professionals are not now adequately fulfilling.

Guidepost , November 9, 1973, reports:

1. On-the-job mental health counseling by peers is being tried by
members of the AFL-CIO.

2. The program's focus is on helping workers solve personal prob-
lems that can lead to: (a) anxiety and depression, (b) inabil-
ity to perform on the job, (c) trouble at home, (d) absenteeism,
and (e) possible excessive use of alcohol or drugs.

3. The project is sponsored by the Labor Rehabilitation Council
of the New York City Labor Council, AFL-CIO.

A. Participants will attend six-week classes being given at Columbia
University's Industrial Social Welfare Center's School of Social
Work.

A peer-facilitator program is currently being implemented with

ten and eleven-year-old children in an elementary school in Alachua

County, Florida. The population of the school is 680 fifth and sixth

graders , with an approximate enrollment of sixty percent white and for-

ty percent Black. This school is located in a Black community. Gumalr

(1973), the counselor and eight peer-facilitators (boys and girls, blacks

and whites) met for twelve training sessions over a three-week period.

The students were selected from each of three classes, after the coun-

selor and teachers reviewed records, gathered additional information of

students, and interviewed children to further assess their potential as

peer facilitators.
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The peer facilitators were prepared by the counselor teaching

them through discussions and lectures facilitating responses. Next,

ne introduced human relations and social adjustment topics to them

for practice and discussion. The peer-facilitators presented these

same topics in the respective classrooms, serving as assistants to the

counselor and teachers in role-playing and demonstrations. Finally,

the peer-facilitators organized small classroom discussion groups which

were led by them. The supervisor/counselor and the peer-facilitators

met after the discussion groups to express individual concerns and

feelings, due to experiences, possible changes in procedures, fellow

peer-facilitators' reactions, and individuals in the classroom groups'

actions. Recommendations for future class presentations such as impro-

vising situations with parents, teachers and administrators were sug-

gested. Additional meetings were scheduled by the counselor for those

who wanted or needed individual help.

A pre- and post-questionnaire using a Likert-type scale was

completed by the teachers. Data suggested that the children became

"more attentive" and "more active" in class discussions and in some

cases, "more thoughtful and sensitive to others."

The peer-facilitator training and classroom programs encouraged

identification among group members and the development of positive self-

concepts. The classroom groups provided an opportunity to Improve in-

terpersonal relationships, also.

A recent survey of Australian universities indicated that apart

from a hotline that existed at the University of Melbourne, organized

"student-help-student" services did not exist. The results of this
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finding resulted in the students’ Representative Council at Flinders

University of South Australia to request the training of students as

peer-counselors

.

As a result of this request, a selection and training program

was initiated.

Twenty senior students volunteered——nine women and eleven men.

All volunteers were given forms A and B of Cattail's 16P.F. test of

personality. Results from the test exposed similar positive personal-

ity characteristics of the volunteers. The results showed these volun-

teers were ideally suited for the roles they were likely to play.

A commitment of one year was made, with volunteer students

attending weekly training sessions. Approximately three hours a week

would be required to fulfill their responsibilities.

The training programs consisted of weekly one to two hour lunch-

eon sessions in which the peer counselors were taught to feel comfort-

able with silence and in which they practiced non-verbal behaviors that

were both empathic and supportive. Tape recordings of scheduled inter-

views with a "client," which had been made before training started, were

used to teach verbal communication. These recordings were analyzed

using Amidon’s adaption of Flanders' system of Interaction Analysis

(Adams, 1965).

As a result of their training, the peer counselors were soon

able to demonstrate substantial improvements in their attending skills

and an increased verbal fluency. Using the ideas of others in the train-

ing group, reflecting and clarifying feelings, and better tolerating

silences became part of their verbal and non-verbal repertoires.
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The training group also came to realize that, unlike their

previous academic experiences, appropriate behavior in a counseling

relationship did not Involve competitiveness. They were able to un-

derstand for themselves that reflecting, clarifying and emphathlzing

replaced exhorting, cojoling and criticizing.

Carkhuff and Griffin (1970) developed a program to meet the

needs of young black students in integrated junior high schools. Black

adult human relations specialists were systematically selected, trained

and assigned within the school system. Assessments of their effective-

ness Indicated that the specialists were functioning in the helping role

above levels determined to be minimally effective and were generally

highly rated by students, principals and administrative staff, teachers

and counselors. Carkhuff and Pierce (1967) reports a Latin-square de-

sign incorporating white and Negroes and upper and lower social classes

was replicated across four groups of four hospitalized mental patients

by four trained lay counselors. Randomly selected excepts from the six-

ty-four recorded clinical interviews were rated on the depth of patient

self-exploration. Race and social class of both patient and therapist

were significant sources of effect, and the interaction between patient

and therapist was significant.

Carkhuff (1966) suggests there are no well designed, controlled

and implemented studies assessing the efficacy of training programs:

"And yet, a plea went out to the practicing members of the profession

to help others become more open, flexible and facilitative.

"

Carkhuff (1966), Griffin (1972) and Banks (1970) believe that:

", , . trainees can accomplish in counseling and therapy anything that

their supervisors can accomplish."
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This training program was developed and structured to initiate

the self-help process of the student. To help build a foundation and/or

beginning point to help each individual help himself as well as others,

through facilitative communications, and to use language to Inform, in-

terpret, explain, analyze, and evaluate his feelings, thinking and be-

havior. With autonomous problem-solving being our primary aim and ob-

jective for persons involved.

Due to findings and results of researchers Carkhuff and Banks

(1970) , Griffin (1972) , a systematic training program appears to accom-

plish a number of functions with regard to helping and human relations

building

:

(1) it contributes to the success of learning through progressive
reinforcement experiences; (2) it is goal directed and action ori-
ented toward the implementation of prerational goals; (3) it may
provide a work-oriented structure within which the more tradition-

ally experiential and therapeutic processes can take place; (4) it

emphasizes practice in the behavior which we wish to effect; (5)

it leaves the trainee with tangible and usable skills; (6) it may

promote the longer retention of learned skills (although this in-

volves periodic follow-up contacts) ; (7) it offers a built-in means

for assessing its own effectiveness. (Carkhuff and Banks, 1970)

The Importance of the Trainer/Helper

Varied programs of training in counseling and psychotherapy by

Christmas (1965), Carkhuff and Truax (1965), Carkhuff (1966), Griffin

(1972), Carkhuff and Berenson (1965), and Berenson, Carkhuff and Myrus

(1966) emphasized through their extensive methods of research, relating

the importance of the counselor / therapist 's offered conditions of em-

pathy, positive regard, genuineness, concreteness, specificity of ex-

pression, and client depth of self-explhration to client outcome in

counseling and psychotherapy. Carkhuff (1966) states: ". . . due to
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role playing, the main finding being that trainee change their response

patterns in the direction of their recorded supervisors."

Truax, Carkhuff and Douds (1964) have focussed upon three es-

sential principle sources of counseling or psychotherapy: (1) the di-

dactic or direct shaping of behavior, (2) the experiential base of

learning, and (3) the role model for effective counseling which the

trainer establishes.

Carkhuff (1966) reveals: "It is Interesting to note that one

area where researchers have vigorously and rigorously sought to assess

the translation of their training efforts in terms of client benefits

is the area of lay counselor training. Many of the programs of which

have been built in large part around a central core of facilitative

conditions of empathy, positive regard and congruence and all of which

have striven primarily to enable the trainees to become their most fa-

cilitative selves — Griffin (1972), Carkhuff and Banks (1970), Carkhuff

and Pierce (1967) , and Carkhuff (1970) . The evidence is extensive that

the lay trainees demonstrate counseling outcomes at least as construc-

tive as the training supervisors or professional practitioners in gen-

eral.

The critical importance of the trainer cannot be stressed

enough, due to the success of the program relying solely on this indi-

vidual. Griffin (1972), Rogers (1961), Carkhuff (1971), Aspy (1969),

Cook (1972), Grant (1954), Grigg (1959), Dworkln and Dworkin (1971),

Ivey (1968), Michelson and Stevie (1967), Mozee (1972), Mills and

Mencke (1967), and Miles and Abeles (1965). Griffin (1972) states:

"I always ask the trainees if their trainer is a positive, action



29

oriented person; from the answer received from the clients, I can de-

termine if the program will be a positive one."

We find increasing validity in the research published as to the

worth of the trainer and the role modeling needed to produce an effec-

tive on-going program.

The Characteristics of An Effective Helper

The therapist's personal characteristics, such as age, sex and
socioeconomic status, as well as specialized techniques and other
specific influences upon his role concept, are relevant. The
therapist variables, in turn, may be meaningful Insofar as they
interact with client characteristics, including especially popu-
lation types in addition to other personal characteristics. Sit-
uation variables, such as the environmental setting and "atmos-
phere" in which therapy takes place as well as the "set" which
the client has or has been given. . . might also become extremely
potent considerations. (Carkhuff, 1963)

While visualizing the effective helper, it is meaningful to

conjure in our minds a clear and workable model—one that is capable

and alive. Carkhuff and Berenson (1969) describe such a model:

Recent research portrays the counselor as not only tender, gentle,
loving, and passive-receptive in a Farsonian sense, but also active
and assertive, and able to confront the interpret immediacy when
appropriate. Functional definitions of masculinity and femininity
would suggest that the counselor initiates communication and is

action-oriented as well as responsive and facilitative. Those

counselors who offer the highest levels of facilitative dimensions

also offer the highest levels of action-oriented dimensions.

Carl Roger (1961) and Charles Truax (1962) saw an effective helper as

one who possessed empathic understanding, congruence and unconditional

positive regard.

Krasner (1962) says:
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The effectiveness of the Interpersonal influencing process is re-nted directly to the personal characteristics of the "influence "
These characteristics include: sex, age, personality, personal

‘

appearance, voice quality, prestige, and socioeconomic status.
These are all characteristics that can be varied, and can be in-
terrelated with variables of the situation and of the "Influence"
to determine the most effective reinforcement combinations.

The Impact of the helper is carefully explained and stressed

for results of any program clearly defines the helper's input through

these characteristics rather the results be positive and/or negative.

As Carkhuff and Berenson (1967) state:

Those facilitators offering the highest levels of facilltative
conditions tend to Involve the persons to whom they are relating
in a process leading to constructive behavior change or gain,
both affective and cognitive, or Intellective.

Summary

And so, we can assume from research previously stated that the

most effective leaders/helpers appear to be those persons who can create

a work atmosphere within the group, encourage varied expressions of

opinions, and to appreciate the different styles of work, cultures and

skills of others. There is a definite need to describe in detail the

characteristics of an effective leader/helper , and the processes neces-

sary when operating a training program due to the many challenges pre-

sented to the trainer by the black inner-city youth. The two (training

program and black youth) represents a "double whammy." The double wham-

my will not be overcome, nor will the challenges be met for these youth

or by these youth unless the trainer/leader is sensitive, aggressive,

positive and structured, with an actualizing personality. In order to

achieve probable positions through the self—concept ,
this writer dealt
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with the mode of training, the type of program to be utilized, and

finally, the analization of the kind of person needed to Implement

this program.



CHAPTER III

TRAINING PROGRAMS

The development and implementation of training programs in coun-

selor education is prolific. This researcher*s specific need, however,

is research of training programs dealing with black peer counselors in

a high school inner-city setting. The literature is limited in this

area as reported by Capsule , Bibliography Peer Counseling (1970)

,

Carkhuff and Banks (1970), Griffin (1972), Banks (1967), Jackson (1972),

Vriend (1970).

Pallone, Hurley and Rickard (1973) suggest from their research

that: "... black and white youth hold virtually identical expecta-

tions of their school counselors." However, Carkhuff and Banks (1970)

differed, due to data collected in a study of inner-city youth. They

stated: "The pre-training data suggest that difficulties in racial

relations may be part of a larger human relations problem. Both blacks

and whites tend to communicate at law levels with other whites and blacks.

It was further noted that: "Both blacks and whites gained sig-

nificantly over the course of training with each tending to do slightly

better with members of their own groups."

The above finding was consistent with previous evidence by

Carkhuff and Pierce (1967). They noted that: "Race and social class

of both patient and therapist were significant sources of effect, and

the interaction between patient and therapist variables was significant.
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Banks, Berenson and Carkhuff (1967) stated from data collected

in a study where there were Negro and white counselors: "... even

the most facilitative white counselor was rejected by three counselees

(out of twenty-four in the group), thus suggesting a possible 'hard-core'

of Negroes who would reject all white counselors."

Researchers Griffin (1972), Vriend (1970), Jackson (1972), Banks,

Berenson and Carkhuff (1967) encouraged the writer (through readings) to

pursue her efforts of an effective training program. The credibility

and credence of their findings caused this writer to re-evaluate the

program and to strive for the assessment of treatment, training and

teaching effectiveness.

Vriend 's (1970) demonstration program was based on a plan to:

(1) make use of achieving disadvantaged students as peer counselors to

serve as models for fellow students, and (2) to help the fellow students

develop improved attitudes and behavior patterns. Four major areas of

concentrated counseling was developed in the group counseling sessions

:

(1) the idea of success, (2) problems which all members of the group

held in common, (3) education and jobs, and (4) academic skills. The

program was composed of high school juniors; in the demonstration group,

twelve peer leaders and thirty-six student participants. These juniors

were programmed on a daily basis, in study groups, guidance activities,

and counseling groups. The conclusions were: (1) the demonstration

group with all of its activities and helpful relationships did not re-

place the need for individual counseling for students with special prob-

lems, and (2) peer leadership and the group experience did help many

students seek individual assistance from teachers and counselors.
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Danish (1971) believes that film-simulated counselor training

would cause a significant advancement in training practices. He advo-

cates the integration of the presentation of the methods as well as the

methods themselves. This technique would enable a trainee to be more

sensitive to his own feelings while allowing him to practice any new

behaviors with clients. It would seem advantageous to simulate several

client behaviors initially until such time that the trainee is suffi-

ciently secure and competent to try out his new feelings and behaviors

with real clients.

Ivey (1968) described a study by the research team at Colorado

State University performed by Ivey, Normington, Miller, Morrill, and

Haase (1968) in 1966 to identify specific, concrete behaviors of coun-

selors so that counselor education could become a less mysterious pro-

cess. The team wanted to determine the counseling skills needed to en-

able a person to become warmer and more empathlc. The team used video-

taped interviews to reinforce the following three points with their

trainees; (1) eye contact, (2) physical attentiveness, and (3) verbal

attention. This process became identified as a general construct termed

"attending behavior." Ivey describes twelve specific skills of counsel-

ing in his book on micro-counseling, including written and programmed

manuals discussing each one. Counseling is divided into four skill

clusters: (1) skills of the beginning counselor (attending behavior,

open-ended questions, minimal encouragement); (2) listening skills (re-

flection of feeling, paraphrasing, summarizing); (3) sharing skills (ex-

pression of feeling, interpretation of tests scores, direct mutual com-

munication); and (4) interpretation skills. A variety of trainee
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populations have been tested using the micro-counseling framework.

Based on the results, micro-counseling is one method by which coun-

seling skills and therapy can be learned in a relatively short span

of time. Ivey advocates the teaching of micro-counseling as a skill

rather than a therapy
, in order to encourage multiple approaches to

the counseling process. He also states! "Those who work in guidance,

counseling and human development seem to be agreeing increasingly that

competent models of man are just that—models."

Jackson's (1972) article deals with three germane cases from

different work settings. The illustrated cases describes the benefits

and possible pitfalls of peer counseling when he served as counselor

at a female job corps center, and as a member of a compensatory educa-

tional program.

He described in detail the experiences of Harriet, a member of

the Job Corps. Out of his frustration, due to a lack of sufficient time

to meet the needs of all the students with problems, Harriet's role as

a peer counselor was developed. She diagnosed the problems of her peers

and adding her interpretations, expressed the moods, concerns and sug-

gestions of those students to him. She also disseminated vocational,

occupational and administrative Information, "^e role of counselor

caused Harriet to have personal anxieties and fears and due to her heavy

work load, she became more disturbed and was unable to resolve her per-

sonal problems due to the lack of time and emotional energy. She re-

signed her position as student representative, cursed a residential ad-

visor, and cultivated an attitude of aloofness. Eventually, she re-

turned as a counselor for her peers and friends continued to ask her

for advice.
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Jackson believed he was short-sightedly practical in utilizing

Harriet s services. However, he failed to realize that the major ob-

jectives of using a student as a peer counselor should be determined by

the benefits this approach would have first for the student and his

peers and only then perhaps for the counselor.

Harold's desire to aid his peers into affirmative action in a

public high school was initiated from a compensatory educational program

he attended one summer. His belief that his school counselors' were in-

terested in only the self-motivated student caused him to want to organ-

ize a group at his high school. Due to the diligence of this student,

support personnel from his community were utilized as speakers, compre-

hensive materials concerning junior colleges were distributed and dis-

cussed, businessmen gave talks and the advantages for the group Improved

in scope and understanding.

Maureen, an aggressive high school student, had taken her idea

of a student committee (ten hard-working students) as paraprofessionals

to the guidance department, "in hope of further assistance from the ad-

ministration, and to make the committee legal and have a strong backbone."

This committee had developed due to criticisms, practices of the coun-

selors, and suggestions from the student body.

The organization began to enlarge and a head counselor was as-

signed; she was sixty-five, with white hair, and very conservative.

Maureen became frustrated and the organization began to die. The strong

desire, however, for the group to succeed enabled this student to write

a standard constitution of the duties of the committee and to keep it

moving, plus maintain a 3.3 average.
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The following recommendations by Jackson, due to his experiences

for counselors who are considering the use of peer counselors, are im-

portant to remember;

1. All peer counselors receive some prior training;

2. Decide on your rationale for using peer counselors;

3. Remember the student is not a "real paraprofessional ,
" but still

a student;

4. Come to grips with how you perceive the role of the student;

5. Establish a system for evaluating the performance of the stu-
dent, both as a counselor and as a student.

Jackson's report is intended to show: (1) the critical need

for pre-planning to ensure the overall success of the approach, (2)

levels of successful use, and (3) ways the approach can be abused.

Research performed by Griffin (1972) examined the general ques-

tion of mental health services, their availability, focus and concepts.

He considered the extent to which mental health services have provided

primary Intervention programs and personnel as well as some of the cur-

rent controverses which surround recent attempts to reformulate these

programs. Griffin explored the findings of the research regarding prob-

lems that exist within black schools. He concluded that: "Blacks al-

ready understand clearly what others (educators) refuse to admit an

exclusion of black children from the competitive world of American ed-

ucation." The questioning of black students concerning their relation-

ships with black and white counselors, and the training of counselors

gave substance to the developing of a program to teach counselor educa-

tion to black students via the Carkhuff model.
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Twenty black youths from the inner-city were chosen to parti-

cipate in a short, intensive course— the psychology of helping. The

program focussed on systematic instruction in counseling techniques

skills, communication of responses, recognition of affec-

tive dimensions in speech, self-exploration, and problem-solving)

.

The effectiveness of the training program was examined using

an array of assessment procedures. Direct tests of counseling skills

were assessed through the counseling process measures of Rogers and

Carkhuff. The results indicated that the students made significant

gains in interpersonal skills.

Carkhuff ’s (1969) Effective Training Methods are designed spe-

cifically for the helper therapy principal. This method describes in

detail the process by which persons in need of help may be selected and

trained to offer help to others. There is evidence that indigenous per-

sons giving help demonstrates constructive change themselves as a conse-

quence of being cast in the helping role. First, the helper is capable

of functioning at high levels on all of the dimensions involved and is

flexible in his employment of the dimensions. Secondly, the helper

will find that he is most effective when he views and implements the

dimensions in stages (empathy, respect, concreteness, genuineness, con-

frontation, and immediacy). Thirdly, through the use of the didactic,

experimental and modeling sources of learning ,
high levels of empathic

understanding in the helper serve to develop in the helpee high levels

of understanding of himself and others. Fourthly, the point at which

we initiate the helping process is contingent upon the helpee 's prior

development

.
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Carkhuff (1969) believes that programs that train professionals

should be more broadly based in all aspects of training people to help

people. He states;

It is our firm conviction that the core of training in the helping
professionals should involve training in helping. For this train-
ing would prepare individuals for a number of professionally mean-
ingful roles that might best be summarized in the role of mental
health consultant. Hopefully, due to effective training, he will
be prepared to Institute, administer, teach training programs for
both professional and non-professional helpers and assess their
effectiveness. (Carkhuff, 1969)

The results of programs such as Carkhuff ’s (1971), Griffin (1972)

and Jackson (1972) helped to strengthen this researcher’s belief and

convictions previously stated. These studies enabled the writer to

continue efforts in a positive way, realizing that the need is great

and the results were promising for the student, if performed through

a progression of steps with an actualizing trainer.

Due to new ideas, goals and techniques in the field of guidance,

trained personnel is expected and should be dedicated to the premise of

working himself out of a job through the developing of programs, involve-

ment in the community, and continuous acquiring of knowledge that would

keep one abreast of "what’s happening." (Banks and Martens, 1973)

Recognizing the facts presented by researchers Griffin, Carkhuff,

Jackson, and others for the need of more peer counselors for black youth,

a training program was developed utilizing Ivey’s "attentive behavior

and Carkhuff-Berenson electic model to implement the skills and methods

needed for training. The author considered three variables that were

of prime Importance to the program in order that the program would be

effective: (1) the trainer’s Influence, (2) the trainer’s accountability,

and (3) the trainee’s accountability.
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Training Program

Phase one describes in detail the procedures used, setting, at-

mosphere, aims, objections, selection of participants, the format, and

informal counseling procedures used since October, 1972. The length

of time, sessions, activities, challenges, and commitment of the stu-

dents to themselves, the program and the very young in the community.

The second phase begins with Intensive training by the author

to eight participants from one of the local high schools in Springfield,

Massachusetts during their spring vacation. We worked, ate and played

together for five days. Pre-tests were administered, counseling tech-

nlques displayed and discussed, and constriictive criticism were given

and accepted. At the end of the training, we all made a commitment to

the program for serving and being of service to others.

The third phase explains the meeting of the coordinator and two

participants with the Family Center’s director and staff to explain the

objectives of the program and to ask for their input of ideas, sugges-

tions and cooperation. The procedure for referrals were explained and

discussed. Feedback to the director and the staff would be given on a

regular basis (some counselors work at the Center as part-time help)

so that the flow of information and supportive measures needed by the

individual would be positive and without a lag in time.

The fourth phase explains the day-to-day operation, our use of

the tape recorder and videotape as a source of continuous operating on

a high facultative level. The coordinator listening mostly to the

counselors discuss their clients, resources needed for supportive ser-

vices and the different methods and ways best suited to Involve the
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parents of some of these younger children. Post-tests were administered

and discussed with most persons verbalizing and/or displaying more know-

ledge and a keener awareness of themselves, other people, the community,

and the knot and bolt situations-—the situations that exist in everyday

living

.

The author hopes to validate that self-awareness is more likely

to change at a significant level when training and practice are contin-

uous (Carkhuff, 1969), where an atmosphere of sharing and responding to

the needs of others is encouraged and where the person(s) (students in-

volved) performing the service is treated with respect and maturity.

Phase I

This researcher decided to write a proposal for the training of

peer counselors in a high school for inner-city students during the

summer of 1972. The objectives were: (1) to become more aware and in-

volved with some of my clients, and (2) to help a limited amount of

black students become more aware of self through peer counseling.

During the month of September, 1972, students were being se-

lected by the researcher to participate in this study, using the fol-

lowing criteria: (1) Black youths from a low socioeconomic background

with the apparent desire and need for counseling, (2) was sensitive to

a degree of the needs of others, (3) was active in some way with other

individuals, and (4) had a negative self-image. The students would be

tenth, eleventh and twelfth graders.

The group met for the first time in mid—October, 1972, after

school in the waiting room of the Counselor's Office. The objectives
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were explained and input from the group was asked for. A social gath-

ering at my home was decided upon and the girls assumed the responsi-

bility of planning the affair, consulting me at different intervals.

(I am not a stranger to most of these students due to my involvement,

i'^berest and concern in the community with social agencies, summer work

programs, church affiliation, social clubs, volunteer programs, and

other functions.)

From the first social function in October, 1972, friendships

were established and the group, with my guidance, decided on a tenta-

tive format; a meeting place, activities, some challenges, and a com-

mitment to the program. Twenty-two girls attended the first social

affair; by the end of May, we had approximately sixteen active parti-

cipants .

I

This researcher decided some meaningful contribution could be

made by exposing them to other life styles. (It was established from

the beginning that the social life of every girl left much to be de-

sired.) Through social contacts like art shows, trips to the country,

visits to my home, exposure to some of the actualizing community people,

discussion groups—large and small, visiting other places of interest

in the city, home visits, inviting parents to visit me at my home, an

occasional trip to see a play in New York, constant communication via

the telephone, office visits, and regular counseling sessions (rap ses-

sions) after school, we began to jell—to become a functioning group.

In these sessions, we discussed any and everything drugs, girl/

hoy relationships, family problems, work habits, jobs, study habits, per

sonal hygiene, strategies for living, college and relating problems like
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grades, financial aid, work study, living on campus, skills and train-

ing for those oriented to the work world after high school, sex and

baby-care procedures. Nothing was sacred. Trust was being developed.

Changes began to take place, more time and effort was spent on

improving grades and personal habits. Positive vocal expressions of

continuing in school until graduation was heard, and noticeable changes

toward college for continued learning were being discussed and encouraged.

In these sessions after school, the researcher was a visible, vo-

cal counselor (the writer is not always very vocal in my office) expressing

joy, anger, agreement, disapproval, disagreement, approval, personal points

of view, and many times being the devil’s advocate— it works; mainly be-

cause the writer has invested interest in each individual participating.

The writer trusts them, they trust the writer. The writer always trys to

help where and if she can—they know this from past experiences. The

counselor/writer tells them truths—they tell me truths and we deal with

real life city problems and possible solutions.

My reasoning for developing the peer counselor training program is

that the researcher has seen it work. This was done under my supervision

without special or Intensive training. There was a small nucleus of girls

nine—from the original twenty-two, that decided to help each other, using

me as a base to discuss and give aid when they deemed it necessary. They

criticized and praised, gave aid financially if needed, and were suppor-

tive forces for each other. At times, they appeared cruel (counselor's

view), but they continued to obtain positive results. They constantly

"jacked each other up" (their term), expressing disapproval vocally, pat-

ting each other in support if deserving, all the while being faithful to

the individual. Grummon (1965) argues "with" the method, for he states:
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Fortunately, most clients are not as delicate as we sometimes think.
Even when the counselor supplies Information which proves threaten-
ing to the client's self-concept, little damage Is done If the con-
ditions for the therapeutic relationship have been established and
are being generally maintained and If the Information Is communi-
cated with warmth, understanding and a readiness to receive fully
the responses of the client.

The general purpose Is to help students relate to themselves

and others as human beings. To help them find personal relevance In

everyday living, realizing that they have a personal stake In the tasks

they perform and that they can make changes which will Improve their

lives. Having these Individuals realize that commitment Is a very real

part of responsibility. (Glasser, 1972)

If these young people (without specific training) can produce

positive results, then young people with a vested Interest In his or

her fellow peers should be able. If trained, provide more positive re-

sults for themselves and for a greater number of their peers.

Phase II

The second phase begins with Intensive training by the author to

eight counselors from one of the local high schools In Springfield,

Massachusetts during the spring vacation. We worked, ate and played

games together for five days.

After a general discussion of our alms, purposes and future

challenges, training booklets were given to each Individual. (We had

discussed the benefits and needs of trained peer counselors many times

during the past months.) The group appeared highly motivated and began

this hopefully meaningful experience.
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Pre-tests were explained and administered in a relaxed atmos-

phere at the Girls' Club, Family Centers' library (a centrally located

gathering place for many boys and girls in the area—ages three to fif-

teen years)

.

Counseling techniques were displayed through role playing, in-

tensified verbal exchanges of ideas, suggestions, and constructive

criticism was given and accepted. Notes were taken concerning the in-

struments used, methods of counseling were discussed, and terms that

were foreign to some became familiar symbols to all. They were intro-

duced to the names of researchers whose specific thoughts we were using,

names like Ivey, Griffin, Carkhuff, Jones, and Osgood.

A booklet consisting of the following was given each counselor:

(see Appendix)

Specific functions of counselors

Implementation procedures

Application for admission

Job application practice sheet

Sample letters

Schedule for peer counselors

Summary sheet

Each was explained and discussed by the group.

The main purpose for training the peer counselor is to have an

effective, facilitative, and action-oriented individual who would be

aware of and display: empathy, respect, genuineness, and concreteness.

(Carkhuff, 1969)

Instruments Used

Micro counseling was developed by a research team at Colorado

State University in 1966 to communicate to others those skills and
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behaviors needed for counselors to be effective and empathic. The term

attending behavior is used to identify the principle components needed

by beginning counselors. These attending skills help them give direction

to natural empathy (Ivey, 1966). Ivey’s attending behavior: (1) eye

contact, (2) physical attentiveness, and (3) verbal attention.

Osgood and Snider’s Semantic Differential Scale (feeling, reac-

tion to word lists) causes one to think in terms of feelings that express

specifics concerning a person, place or thing (Osgood, 1969).

Jones’ "helping relations inventory" produces a profile based

upon odd-numbered items, one based upon even-numbered items, and a total

profile. The order of the score is UPISE—Understanding, Probing, Inter-

pretive, Supportive, and Evaluative. Scores are reported on a profile

sheet which allows comparison with other groups. There are no bad or

good scores, and that low scores represent preferred ways of responding

in helping relationships (Jones, 1973).

Carkhuff’s (1969) self-exploration in Interpersonal processes

measurement scale" has five levels of actualization.

Phase III

An informal meeting was held with the new director of the Girls

Club to ask his cooperation and assistance with this program. (At the

monthly meeting held March, 1973, the new director gave his monthly re-

port to the Board of Directors, stating he needed aid and assistance to

help with the overflowing numbers of children from 2:00 to 5:30 p.m. daily.

He asked for suggestions from the group. Prior to his appointment, the

researcher had discussed with the other director her project. She was

willing and pleased about the idea.) When the researcher approaches him
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at a later date, he was pleased and very cooperative. A place and time

was set for the initial training and it was decided that the two of us

would work on a schedule and a definite place for the counselors to

counsel at a later date.

At the second meeting, the director and researcher decided the

following. (1) the time schedule, (2) the number of days per week,

(3) the names of the persons participating in the program, (4) allotted

space for conferences, (5) the display area, (6) publicity for the pro-

ject, (7) the training area, (8) the length of time needed for training,

including cooking facilities, (9) a meeting with the staff to explain

the purposes and aims, (10) referrals and feedback to the staff, (11)

the Initiation of the program, (12) release time for counselors working

part-time at the Girls' Club, and (13) where supplies. Important mater-

ials and personal information (being gathered during sessions) would be

kept. (Some of the students work at the Girls' Club after school and on

Saturdays. The researcher encouraged them to seek employment early in

September of 1972. Interviews were arranged and talks with the director

at Board Meetings helped to lay the ground work for their employment.

Others are employed by the Neighborhood Youth Corp but work at the Club

also.

)

Two part-time members of the staff and myself briefed the staff

concerning our aims and objectives; we also explained the reasons we

needed their full cooperation. We explained the needs of referrals from

the staff and the desire to have frequent conferences with them. The

staff gave their approval of the program and promised to cooperate with

us. At a later date, we would Introduce the other counselors to them.
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Phase IV

The researcher was cautious in scheduling the counselors at

first, and very positive in stressing the importance of daily confer-

ences with her, concerning the counselees . During the first week,

each counselor had one client; this was the get—acquainted session

(some information was asked for and written down in front of the cli-

ent) ; after the session was over, the counselor wrote his impression

of the session stating apparent problems (if there were any) , and

other information given to him during the session; if the person had

been referred by the staff, that information was also written.

The weekly meetings continued and during this time, we discussed

the different cases and the group members gave individual suggestions

and stated methods by which favorable results might be realized. Most

of the counselors became very serious about their involvement and acted

very professional in their approaches to their clients. Their actions

and reactions were mature and forthright. They were calm and appeared

reassuring, to their clients. (The reactions described were observed

by the trainer/counselor from a vantage point in the library.)

In a given day, all of the persons involved in the program

would have contacts with me—asking questions, making inquiries, asking

for advice, giving advice, etc. During these weekly sessions and in my

office, the tape recorder was always available for individual conferences

and for weekly meetings. The recorder was always visible on the desk

and many times my counselors would ask for re-runs of conversations con-

cerning problem areas we had discussed. Reasoning and an evaluation of

often discussed after re-runs (this might be the next
the problem was
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day or two or three weeks after a crisis had taken place in one's life).

The recorder was also used in our role playing sessions, played back

and assessed by the group, stressing strengths and weaknesses of partic-

ular roles. Round table discussions were taped and individuals were free

to listen Individually or in groups later to these recordings.

Specific lectures given by the researcher were placed on tape

and filed for individual and group discussion; afterwards the researcher

would hear from another tape the reactions given from the tape. Each in-

dividual became proficient in the use of the tape recorder.

The videotape was used but due to the limited availability of the

videotape and cost, we were unable to use it as extensively as we would

have liked to. The counselors suggested the Involvement of the parents

to a limited degree (for specific cases) stating, "Without the coopera-

tion of some of the parents, very little would be accomplished, due to

the reenforcement variables, especially with the younger children."

At the end of the school year, the post-tests were administered

and discussed. Their feelings were verbalized as "positive, regardless

to the measurements or instruments used to depict or predict their capa-

bilities .

"

The Trainer

In order to replicate this program, the researcher would advise

one to first, take Cohen's (1971) Counselor Self-Evaluation Scale, and

second, read this material and evaluate yourself with the kind of indi-

vidual the researcher is. The reason for stating the kind of person the

researcher is is to give credence to Dr. Griffin's statement: I always
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ask my students what level of functioning is the trainer. For if you

tell me the level of functioning of the trainer, I can then tell you

the level of growth the students will have."

My description of myself is being used to conjure in one's mind

the kind of individual needed to perform this kind of program. Not any-

one can be apart for their (students) lives; it must be a certain type

of person. The researcher has facilitative types of skills, techniques

and a firm commitment to others. The researcher is physically fit with

a high energy level. Emotionally and psychologically, the researcher has

given warmth and understanding—she knows and understands herself and is

able to evaluate and regroup her actions, thoughts and ideas constantly.

The researcher is intellectually and socially aware and involved in all

phases of the community. It has been very beneficial to me to be able

to observe the most minute changes of the peer counselors in all types

of settings and circumstances. The researcher is loving yet firm when

the situation arises; she is capable of facing facts, living with truths,

speaking truths, being trustful, and trusting others. Failures do not

destroy her or cause her to lose her cite or her goal. She is strong and

vulnerable.

The researcher truly believes herself to be a sensitive, facili-

tative, action-oriented, dedicated, skillful, responsive, and actualizing

individual. She wants to help others—she does help others. She believes

that "I am what I do" (Buber, 1957).

Researchers such as Carkhuff (1969), Banks (1971), Cline (1972),

Griffin (1972), and Rogers (1961) stress the importance of the counselor

(trainer) having specific positive characteristics, therefore: the rea-

son for including the characteristics of this trainer is to focus attention
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to someone interested in performing a similar study. One needs to be

aware of the type of person(s) needed in order to work with others in

this type of undertaking. If one is willing to give of herself or him-

self, become totally involved and aware of the individuals, give of his

time limitlessly, spend his money, and dedicate himself to this cause,

then the program will be a positive one.

Anderson (1966) found that high-level therapists confront their

clients more frequently and more constructively than low-level therapists.

Her findings have been replicated (Carkhuff, 1969; Carkhuff and Berenson,

1969; Berenson, Mitchell and Laney
, 1968) had have established that con-

frontation and immediacy are Important Ingredients in the counseling pro-

cesses .

Researchers Anderson (1966) , Griffin (1972) , Vontress (1968) in-

dicates the effectiveness of an effective helper with specific kinds of

positive behavior patterns. This training program is based on the pre-

mise that the effective helper (trainer) is a self-actualizing, action-

oriented individual. The value of such a person can not be stressed

strongly enough. For that person will be the deciding factor, he or

she will determine the success or the failure of the program. From the

characteristics given, we can imagine the type of individual needed so

that the person in need of aid and assistance can share in depth his

feelings, desires and wants of today, his problems of yesterday, and his

dreams of tomorrow.

The Characteristics of an Effective Helper

The researcher realizes that with every recipe, there are in-

gredients and directions, with any pattern there are specific guides
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and so, if one wants an effective helper, there must be certain charac-

teristics. The helper is not the extra pinch of salt or pepper, but on

all encompassing human being that will make the difference. Krasner

(1962) sees the therapist as the "reinforcement machine" manipulating

the variables in order to help his client. And yet, we are still search-

ing for the effective helper. Researchers have provided many of these

variables. Anderson's (1966) research revealed that high level thera-

pists confront their patients more frequently and more constructively

than low level therapist. Why was this conclusion stated? Was this or

that therapist more sensitive? Rogers (1961) states, "that (1) real re-

lationships have a way of being vital and meaningful (so be yourself)

,

(2) we need to exhibit feelings of warmth, (3) to be Interested, (4) per-

missive, (5) to be kind, (6) to have understanding, and (7) to communi-

cate these feelings. Harvey and his colleagues (1964) attempted to se-

lect persons for their program who exhibited (1) a sincere regard for

others, (2) tolerance and the ability to accept people with values dif-

ferent from one's own, (3) a healthy regard for the self, (4) a warmth

and sensitivity in dealing with others, and (5) a capacity for empathy.

Truax's (1962) findings substantiated Rogers' theory that a "good thera-

pist possessed; (1) empathlc understanding, (2) congruence, and (3)

unconditional positive regard.

Whitehorn and Betz (1962) found that the effective therapist

was measurably more: (1) democratic, (2) non-authoritarian, (3) per-

sonal in approach, and (4) non-interpretive.

And so, it is reasonable to assume, due to research, that an

effective helper pocesses a conglomerate of the above characteristics,

80 that he or she can be effective and serve as an actualizing model.
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The following is a self-evaluating scale for professional coun-

selors. Cohen s Counselor Self-Evaluation Scale is an instrument that

is very useful to the trainer, for it gives the trainer an opportunity

to assess his strengths and weaknesses.

Every counselor should review annually his relationship with his
profession in some systematic way. This self-evaluation scale
is designed to help you with this process.

Thirty-one areas of possible counselor functioning are listed.
Rate your level of competence in each area, and then rate how
interested you are in employing that specialized skill or per-
forming that particular task.

The spaces in the left-hand margin are for rank ordering those
counseling and guidance functions that are most important to you.
(Rank at least five, more if you wish.)

Lastly, and most importantly, synthesize your thinking into a co-

hesive statement that truly reflects your present place in the pro-

fession of counseling.

Level of Competence Level of Interest

RANK FUNCTION OF TASK LOW
BLW
AVRG AVRG HIGH

VERY
HIGH LOW

BLW
AVRG AVRG HIGH

VERY
HIGH

A. Counseling low
ability students

B. College committee
assignments

C. Interpreting
standardized test

D. Liaison with in-

structional divi-
sions

E. Conducting in-

service education

F. Personal problem
counseling

G. Community relat

tions

s
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RANK FUNCTION OF TASK

Level of Competence
BLW T

ILOWIAVRG AVRG HIGH
VERY
HIGH! LOW

Level of Interes

BLW
AVRG AVRG HIGH

H. Orienting fresh-
men

I. Conducting re-
search studies

J. Career planning
(vocational
counseling)

K. Counseling eth-
nic minority
students

L. Making referrals
and follow-ups

M. Teaching regular
classes

N. Using counseling
techniques

1. Analytic or
dep th

2 . Behavioral
modification

3. Client-cen-
tered

4. Directive
(Ellis, Glasser,
etc.

)

5. Humanistic/ex-
tential

6. Your eclectic
brand

O. Evaluating trans-

cripts

P. Individual testing

(TAT, WAIS, etc.)

Q. Group counseling

R. Using statistics
and computers

S. Program planning

T. Counseling poor

people

t

VERY
HIGH
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RANK FUNCTION OF TASK

Level of Conipetence Level of Interest

LOW
BLW
AVRG AVRG HIGH

VERY
HIGH LOW

BLW
AVRG AVRG HIGH

VERY
HIGH

U. Liaison with
four-year col-
leges

V. Professional
association
work

W . Training and
supervising
aides

X. Writing recom-
mendatlons

Y. Group guidance

Z. Liaison with lo-
cal high schools

Summarizing Statement

The summarizing statement called for at the end of the scale per-

mits a written synthesis of the analyzed material, which can often be

more revealing and rewarding than consideration of the scale Items Indi-

vidually .

After the counselor has completed the scale, he should ask him-

self three questions: Am I competently performing those tasks I believe

to be most Important? Am I actually doing what I am most Interested In

doing most of the time? Is my work milieu a supportive one?

Reference

Cohen, A. M. and others. A cons

Jossey-Bass, 1971.

tant variable. San Francisco:



CHAPTER IV

RESULTS

Introduction:

A brief description of the study’s evaluation scheme is

presented in this section initially. This is followed by a

description of the results and a discussion of the findings.

SUBJECTS

Sixteen students volunteerd to participate in the training

program, 2 boys and 14 girls, ranging in ages 14 - 17. The students

were divided into two groups, 8 in the demonstration group and

8 in the control group. There were 3 seniors, 3 juniors and 2

freshmen in the demonstration group; and 3 seniors, 4 juniors and 1

freshman in the control group.

EVALUATION

All data was evaluated by Ken Wall and Associates , an

instructor at Springfield College; and the writter
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cites

were

secluded

and

quiet

with

good

lighting

facilities.

Testing

was

performed

in

a

relaxed

atmosphere

and

the

students

appeared

to

be

very

Interested

and

concerned.

There

were

periodic

breaks

for

refreshments

for

the

demonstration

group

and

a

lunch

was

prepared

and

served

family

style

each

of

the

five

days

at

the

cite

of

the

training.

Thereby,

forcing

the

group

to

remain

together

for

eight

hours

per

day.
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EVALUATION METHOD ;

To measure possible counseling growth which occured during

the brief course outlined herein, pre and post tests of Ivey * s

Attentive Behavior Skills , Carkhuff - Berenson Scale . Osgood’s

Semantic Differential Scale , and Jones’ Helping Relationship Inventory

were given. Ivey’s Attentive Behavior Skills ;

...for beginning counselors were administered before

and after the brief training program. The entire

procedure is supported by a warm, empathlc supervisor-trainer.

This procedure takes approximately 45 minutes to an hour.

This multifaceted approach helps the beginning counselor

give direction to natural empathy. A counselor behavior scale

was designed for this study by the writter to allow the

trainer and the trainee to rate specific behavior which

would be taught as part of the counseling process. The

scale was a five point scale identifying verbal and non-

verbal behavior.

Eye Contact

(1) Counselor has little or no eye contact with client

(2) Counselor has eye contact with client 50% of the time

(3) Counselor has eye contact with client 75% of the time

(4) Counselor looks at client constantly

(5) Counselor looks at client all of the time

Physical Attentiveness

(1) Counselor does not face client

(2) Counselor faces client but chairs are more than arms

length apart

(3) Counselor faces client and 'looks directly at client

(4) Counselor faces client and sits at arms length or

distance has squared shoulder with client
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(5) Counselor faces client, looks directly at client, has

squared shoulders, body leans toward client and is

within hand reaching distance.

Verbal Attention

(1) Counselor talks about something that Is different from

what client is expressing

(2) Counselor talks about what client is expressing, however,

he Introduced a different subject

(3) Counselor talks about what client is expressing

(A) Counselor talks about what the client is expressing and

helps to further the client into discussion concerning

self

(5) Counselor talks with the client about what he is expressing,

supports the client's thinking and tries to teach him a

skill

Carkhuff Scale

...for counseling effectiveness were administered before and

after the brief training course, measuring the skills of:

Empathy, Respect, Concreteness, Genuiness, Confrontation
and Immediacy. These scales measured the skills and the

effectiveness of the entire course. A general description
of each level is presented below:

Level 1

describes not only the retarding therapist, but also the

severly distrubed client who is essentially immune to con-

structive human encounter.

Level 2

describes the more moderately retarding therapist or dis-

tressed client who, unlike the Level 1 person, lives in a

world of distortion, but does live in the world and is not

oblivious to his world.
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Level 3

describes the minimally facllitatlve therapist or the situat-
lonally distressed client who, for all other purposes,
is functioning at a minimally effective level.

Level 4

describes thei. person who makes things happen, whatever his
area of endeavor, but including in particular the facilitation
of other persons.

Level 5

describes the kind of person that is involved in a life
long search for actualization for others as well as him-
self, andlis readily amenable to the sharing of his search
with others.

The responsive dimensions are made up of the following conditions:

Empathy

The ability to view, understand, and communicate the feelings

and world of the client through the client’s eyes or frame

of reference.

Respect

The ability of the helper to communicate to the client that

he respects and cares for the feelings and experiences that

the client has.

Genuiness

The ability of the helper to share with the client his con-

scious and unconscious self, so that the client can be real

and honest in his sharing of feelings and experiences.

Concreteness

The ability of the helper to get the client to become concrete

or specific about his problems and at the same time, the

helper becomes more specific as to what he actually is hearing.
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Initiative dimensions are made up of the following conditions:

Confrontation

The ability of the helper to tell the client the difference
between what he is saying and the way the therapist perceived
him.

Immediacy

The ability to communicate to the client what is going on

between the client and the therapist within the moment.
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Jones* Helping Relationship Inventory

••.was used In the study to obtain a measure of counselor's
response style. The HRI consists of 25 items, each having
a stem depicting client verbal dialogue. The counselor, in
responding to this stem. Is required to rank-order five
possible counselor responses. The five response modes and
a general description of each is presented below;

Understanding

A response tendency which indicates that the counselor's
intent is to so respond as In effect to ask the client
whether the counselor understands what the client is "saying,"
how the client "feels" about it, how it "strikes" the client,
how the client "sees" it. This is the Rogerian reflectlon-
of-feellng approach.

Probing

A response tendency which indicates that the counselor’s
intent is to gather further, information, provoke further

discussion along a certain line, to query. He in some way

implies that the client ought to or might profitably develop

or discuss a point further.

Interpretive

A response tendency which indicates that the counselor's

intent is to teach, ti impart meaning to the client, to

show him. He in some way implies what the client might or

ought to think, however
,
grossly or subtly.

Supportive

A response tendency which indicates that the counselor s

intent is to reassure, to reduce the client's intensity of

feeling, to pacify. He in some way implies that the client

need not feel the way he does.

Evaluative

A response tendency which indicates that the counselor has

made a judgement of relative goodness, appropriateness,

effectlvenss, rightness. He in some way implies what the

client might or ought to do, however grossly or subtly.

(Jones, 1965)
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A clear statement of the important properties of Ipsatlve scores has

been offered by Bauernfelnd (1962), as follows:

Inter correlations are low and tend to be slightly nega-
tive; every tested student will have the same mean Interest
score computed across all categories, so that he will
necessarily be below average in some areas and above average
in others (or at average in all areas); differences in scores
from one area to another within a student reflect only
relative strengths of interests for that student; and dif-
ferences in scores from one stxident to another for a particular
interest categories cannot be Interpreted normatively, since

each score may be related to a different mean (P. 212).

Bauernfelnd summarized the popular arguments for and against

the use of ipsatlve or forced choice Instruments. Some of these argu-

ments are paraphrased below;

Arguments pro forced choice:

1. Forced choice technique approximates more closely real

life situations - where one cannot do all things.

2. More resistant to faking and tends to control "response

set" — differences In enthusiams between subjects.

3. Usually provide higher reliabilities than free response

measures

.

4. Past reserach has Indicated useful validities of Instru-

ments (e.g. Kuder-Vocatlonal) , In terms of discriminating

among various vocational groups.

Arguments against forced choice;

1. Forced choice does not allow for enthusiasm or strength

of response.

2. Forced choice does not represent real life situations,

and thus scores are 'contrived.

3. Free response not only has potential for discriminating

among various groups, but In addition has potential for

discriminating enthusiasm within groups.

4. Forced choice cannot be Interpreted In a straight-forward way.
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A Conment:

It should be noted that Jones' Scale was not taught as a

skill. Carkhuff (1971) and Ivey (1973) both note that the testing

must fit the treatment and my treatment was to Carkhuff and Ivey, not

Jones, therefore, the results should be expected.
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Osgood’s Semantic Differential Scale was used to measure the attitudes

of the trainees toward the trainer/counselor

.

Osgood's Semantic Differential Scale Is an objective method

of measuring meaning. This scale was developed to receive Implicit

response processes which produce self-stimulation. The concept of

meaning has the virture of making it a matter of individual learning

and experience. The meaning which the Individual attaches at any given

mement to the sign "counselor" is the sum total of the processes

which at that time represent his experiences with "counselors" - their

stimulus patterns and all their associative values to him. And since

what an individual will say about "counselors" can be assumed to

depend upon the medlatlonal processes occuring at the moment of

utterance, our predictions of his utterances can reasonably be based

upon whatever Indices of the "meaning" of "counselors" we can obtain

from him. This statement on the measurement of meaning has been

offered by Carrol (1969)
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DEMONSTRATION GROUP DATA

The data being presented in this section concerns the

"demonstration group", discussing scales, and scores of pre and post

tests

.

Jones Helping Relationship Inventory

Tables I and II show the scales and scores of the pre/post

tests and the mean of the pre-post tests of the demonstration group .

The difference between the pre/post tests is (+.1) from a

possible score of 5.0. This indicates some growth of the students.

It should be stressed that there are no good or bad scores , and that

low scores represent preferred ways of responsing in helping relation-

ships.

An Inspection of individual scores Indicated that 4 students

moved downward in Understanding , 1 remained the same, and 3 made gains.

Probing , 1 student moved downward, 2 remained the same, and 5 made

gains, 4 students moved downward in Interpretive , 0 remained the same,

and 4 made gains. 1 student moved downward, 2 remained the same, and

5 made gains in Supporting the individual. 4 students moved downward

and 4 made gains and 0 remained the same when Evaluating the individual

situations.

To summarize,, then, the pre/post tests scores on the Jones*

Helping Relationship Inventory indicated an upward gain in the areas

of Probing (2.4, 2.7) and iupportlve (2.9, 3.1), from a possible score

of 5.0, and yet, we must continue to be aware that a low score represents

a preferred way of responding Ini helping an Individual. Table III

gives a clear view of the ratings of the students and their scores.
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TABLE I

JONES' RESULTS - DEMONSTATION GROUP

PRE TEST

(Scoring Scale Levels I through V)

Mean
Student Understanding Probing Interpretive Supportive Evaluative Score

1 3.

A

2.7 2.9 3.

A

2.8 3.0

2 3.9 .2.6 2.5 2.8 3.0 2.9

3. 2.7 2.5 3.1 2.8 3.0 2.8

A 3.7 2.

A

3.5 2.7 2.6 2.9

5 A.O 2.9 2.3 2.

A

2.0 2.7

6 3.1 1.9 3.1 3.1 3.6 2.9

7 3.2 2.2 3.2 2.9 3.2 2.9

8 3.8 2.6 2.8 3.6 2.3 3.0

3.

A

2.

A

2.9 2.9 2.8 2.8

N - 8 X - 2.8 Mean Score
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TABLE II

JONES' RESULTS - DEMCNSTRATION

POST TEST

GROUP

Mean
Student Understanding Probing Interpretive Supportive Eva luative Score

1 3.2 2.8 2.8 2.6 3.1 2.9

2 3.9 2.6 2.4 3.1 2.6 2.9

3 3.2 £.3 2.8 3.2 3.2 2.9

4 2.8 3.4 2.4 3.4 2.8 2.9

5 4.2 3.2 2.4 2.4 1.9 2.8

6 2.4 1.9 3.2 4.3 3.0 2.9

7 2.6 2.6 3.8 2.9 2.9

8 4.0 3.0 3.0 3.0 1.8 2.9

N - 8

3.3

X - 2.9

2.7 2.8 3.1 2.6 2.9



TABLE III

JONES' HELPING RELATIONSHIP INVENTORY

DEMONSTRATION GROUP

Pre-test Post-test

Level

5

4

3

1

Students #1 #2 #3 //4 //5

Pre-test Mean Score 2.8

Post-test Mean Score 2.9

N - 8
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Osgood's Semantic Differential Scale

Table IV and V shows the scales and scores of the pre/

post tests of the demonstration Rroup. the mean of the pre/post tests.

The difference between the pre /post tests is (-.7) meaning

(1 « high, 5 - low). This is a "reverse scale". There was a signi-

ficant change in the attitude tcward the counselor-trainer of the students.

This interpersonal style of rating the counselor depended upon the

individual's learning and experiences, therefore, this was a sum total

of the processes which at that time represented his experiences with

this counselor.

An inspection of individual scores indicated that 1 student

moved upward, 1 remained the same and 6 moved downward when scoring

the word Just . Fggt , 3 students moved upward, 3 remained the same and,

2 moved downward. The response for Peaceful , 2 moved upward, 5 remained

the same and, 1 moved downward. Active 1 moved upward, 3 remained the

same and, 4 moved downward. Good , 1 moved upward, 5 remained the

same, 4 moved downward. Black , 3 moved downward, 4 remained the same

and, 1 moved upward. Nice , 3 moved downward, 4 remained the same and,

1 moved upward. Kind, 1 moved upward, 3 remained the same and, 4

moved do wnward. Valuable , 1 moved upward, 2 remained the same and,

5 moved downward. Clean , 1 moved upward, 6 remained the same and, 1

moved downward. Soft , 3 moved upward, 2 remained the same, and 3

moved downward. Honest , 1 moved upward, 4 remained the same and, 3

moved downward. F air 0 moved upward, 3 remained the same and, 5 moved

downward. Delicate , 4 moved upward, 1 remained the same and, 3 moved

downward. Beautiful, 2 moved upward, 1 remained the same and, 5 moved

downward. Brave, 1 moved upward, 3 remained the same and, 4 moved
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downward. Strong « 1 moved upward, 2 remained the same and, 5 moved down-

ward .

To summarire, then, the pre/post tests scores on the Osgood* s

Semantic Differential Scale Indicated a downward trend, remembering

the reverse scale, this was a positive gain of (-.7) (using the reverse

scale) showing confidence, trust and belief In the many variable

represented by the trainer /counselor. The lower the score the better

the discrimination of the student. Table VI Indicates the ratings of

each student on the graph
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TABLE VI

OSGOOD'S SEMANTIC DIFFERENTIAL SCALE

DEMONSTRATION GROUP

Reverse Scale

Pre-test Mean Score 2.4

Post-test Mean Score 1.7

N - 8
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Carkhuff - Berenson Scale

The scales and scores of the pre/post tests and the mean of these

tests of the demonstration group are shown In Tables VII and VIII. A

significant (.05 level) mean score gain of +.5 was obtained between the

pre/post test administrations.

ftie of the primary objectives of the peer counseling training

course was to teach specific skills of listening and responding. An

assessment was made of the student’s communicative competence through the

use of tapes, observations of on the Job counseling (at a specific cite),

Individual conferences and group sessions. Discrimination ratings were

based on a given scale (l«very poor, 2**poor, 3“average, A-good, 5-very good).

Each response was rated' Independently by Wall and Associates and this

wlrter. The scoring In discrimination was developed by the students,

being fully aware of Carkhuffs’ expalnatlons concerning these ratings.

An Inspection of Individual scores Indicated that 3 students moved

downward, 3 remained the same and 2 moved upward In Empathy . Respect ,

2 moved downward, A remained the same, and 2, moved upward. Concreteness .

1 moved downward, 5 remained the same and, 2 moved upward. Genuleness ,

1 moved downward, 3 remained the same and, A moved upward. Confrontation ,

1 moved downward, 2 remained the same and, 5 moved upward. Immediacy , 0

moved downward, 3 remained the same and, 5 moved upward.

To summarlxe, then, the pre/post tests -scores on the Carkhuff Scaj.e

Indicated an upward gain of (+.5) from a possible score of 5.0. Table

IX gives a clear picture of the two tests.
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TABLE VII

CARKHUFF - BERENSON RESULTS

DEMONSTRATION GROUP

PRE-TEST

(Scoring Scale Levels I through V)

Student Empathy Respect Concreteness Genuleness Confrontation Timnedlacy Score

1

2

3

4

5

6

7

8

2

3

5

3

3

4

3

5

3.5

1

4

4

2

3

4

5

4

3.3

3

3

3

3

4

3

3

3

3.1

2

3

4

3

3

4

3

5

3.3

1

3

4

4

2

4

4

2

3.0

1

4

3

3

3

3

3

3

2.8

1.6

3.3

3.8

3.0

3.0

3.6

3.5

3.6

3.1

N - 8 X = 3.1
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TABLE VIII

CARKHUFF - BERENSON RESULTS

DEMONSTRATION GROUP

POST-TEST

(Scoring Scale Levels I through V)

Student Empathy Respect Concreteness Genuleness Confrontation Immediacy Score

1

2

3

A

5

6

7

8

3

3

A

A

3

3

A

5

A

A

A

A

3

3

A

A

5

3

3

3

3

3

A

3

3

A

A

A

3

A

A

A

A

A

A

5

3

3

A

A

5

A

A

A

3

A

A

3

A.O

3.5

3.8

A.O

3.0

3.3

A.O

3.8

3.6 3.7 3.3 3.7 3.8 3.8 3.6

N - 8 X » 3.6



TABLE IX

CARKHUFF - BERENSON SCALE

DEMONSTRATION GROUP

Pre-test Mean Score 3.1

Post-test Mean Score 3.6

N - 8
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Ivey’a Attentive Behavlor Sca le

Ihe results of Ivey’s Attentive Behavior Scale are shown in

Tables X and XI of the demonstration group . Thest tables indicate signifi-

cant Improvement in attentive behavior with a gain of (+1.5)

from a possible score of 5.0.

A primary objective of the course was to teach these skills to

beginning counselors » so that they could communicate empathy and warmth

to another person in a short span of time.

An inspection of the i individual scores indicated that for Eye

Contact , 1 student moved downward, o remained the same and, 7 moved upwards.

Physical Attentiveness , showed 0 students moved downward, 1 remained the

same, and 7 moved upwards. 1 student moved downward, o remained the same

and, 7 moved upward in Verbal Attention .

To summarise, then, the pre/post tests scores on Ivey's Attentive

Behavior Indicated a significant gain of (+1.5) from a possible score, of 5.0

Table XII shows the scale and scope of their 1 improvement

.
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TABLE X

IVEY'S ATTENTIVE BEHAVIOR

DEMONSTRATION GROUP

PRE-TEST

(Scoring Scale Levels I through V)

Student

1

2

3

4

5

6

7

8

Eye Contact

1

2

3

2

4

3

2

2

Physical Attentiveness

2

2

2

3

3

3

3

3

Verbal Attention

1

3

2

2

4

2

1

1

2.3 2.6 2.0

Score

1.3

2.3

2.3

2.3

3.6

2.6

2.0

2.0

2.3

N - 8 X - 2.3
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TABLE XI

IVEY'S ATTENTIVE BEHAVIOR

Demonstration Group

POST-TEST

(Scoring Scale Levels I through V)

Stxident

1

2

3

4

5

6

7

8

Eye Contact

4

4

4

4

3

4

4

4

Physical Attentiveness

4

4

4

5

3

4

4

5

Verbal Attention

5

4

3

5

3

5

4

5

3.8 4.1 4.2

N - 8 X » 3.8

Score

4.3

4.0

3.6

4.6

3.0

4.3

4.0

4.6

3.8



TABLE XII

IVEY'S ATTENTIVE BEHAVIOR SCALE

DEMONSTRATION GROUP

Pre-Test Mean Score 2.3

Post-Test Mean Score 3.8

N - 8
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CONTROL GROUP DATA

The dat* being presented in this section concerns the "control

group", discussing scales, and scores of pre and post tests.

Jones* Helping Relationship Inventory Scale

Tables XIII and XIV shows the scales and scores of the pre/

post-tests and the mean of these tests of the control group .

The difference between the pre/post-tests is (+.1). This indi-

cates some growth of the students. We continue to stress there are no good

or bad scores, just a representation of a preferred way of that particular

student's responding to another individual in a helping relationship.

An Inspection of individual scores indicated that 2 students moved

downward, 0 remained the same and, 3 moved upwards in Understanding .

Probing , 4 moved downward, 0 remained the same and, 1 moved upwards.

Int erpretive , 3 moved downward, 0 remained the same and, 2 moved upward.

Supportive , 1 moved downward, 0 remained the same and, 4 moved upward.

Evaluative , 3 moved downward, 1 remained the same and, 1 moved upward.

To summarize, then, the test scores indicate an upward gain of

(+.1). Table XV gives the scope of those tested. Scores for 8 students

are given on pre-test scores, however, 3 students were not able to com-

plete the program, therefore, no test scores for those students.



TABLE XIII

JONES' HELPING RELATIONSHIP

CONTROL GROUP

PRE-TEST

(Scoring Scale Levels I through V)

Student Understanding Probing Interpretive Supportive Evaluative Score

I 2.8 2.7 3.2 2.8 3.3 2.9

2 3.7 2.2 2.9 2.2 2.5 2.8

3 2.6 3.0 3.1 2.8 3.3 3.0

A 2.8 2.8 3.0 3.3 3.2 2.7

5 3.5 2.6 3.1 2.6 3.0 3.0

N - 5

3.0

X » 2.8

2.6 3.0 2.7 3.0 2.8
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TABLE XIV

JONES' HELPING RELATIONSHIP

CONTROL GROUP

POST-TEST

(Scoring Scale Levels I through V)

Student Understanding Probing Interpretive Supportive Evaluative Score

1 2.7 2.5 2.5 3.7 3.1 2.9

2 3.2 2.1 3.

A

3.

A

2.7 2.9

3 2.8 2.8 3.0 3.2 3.0 2.9

A 2.9 3.3 2.9 2.7 3.0 2.9

5 3.6 1.6 3.3 3.7 3.0 3.0

3.0 2.2 3.1 3.3 2.9 2.9

N - 5 X - 2.9
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TABLE XV

JONES' HELPING RELATIONSHIP INVENTORY

CONTROL GROUP

Pre-Test Post-Test

Level

5

4

3

2

1

Students n n #3 H #5 #6 #7

Pre-Test Mean Scores 2.8

Post-Test Mean Scores 2.9

N - 5
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Osgood’s Semantic Differential Scale

Tables XVI and XVII shows the scales and scores of the pre/post

tests and the mean of these tests of the control group .

The difference between the pre/post-tests is (+.5). This indi-

cates a downward (negative) movement in the student's feelings toward the

trainer /counselor; remembering that this is a reverse scale, where in, the

lower the score the more positive the feelings.

An inspection of individual scores indicate that 1 student moved

upward, 2 remained the same and, 2 moved downward cocerning the word Just .

Fast Indicated, 0 moved upward, 2 remained the same and, 3 moved downward.

Peaceful , 3 moved downward, 1 remained the same and, 1 moved upward. Active ,

1 moved downward, 1 remained the ssme, and 3 moved upward. Good , 4 moved

downward , 1 remained the same and 0 moved upward . Black , 1 moved down-

ward, 3 remained the same and 1 moved upward. Nice , 2 moved downward,

1 remained the same and, 2 moved upward. Kind, 2 moved downward, 2

remained the same and, 1 moved upward. Valuable , 1 moved downward, and

3 remained the same and 1 moved upward. Clean , o moved downward, 4

remained the same and, 1 moved upward. Soft , 2 moved downward, 1 remained

the same and, 2 moved upward. Honest , 0 moved downward, 4 remained the same

and 1 moved upward. Fair , 3 moved downward, 1 remained the same and,

1 moved upward. Delicate , 1 moved downward, 1 remained the same and, 3

moved upward. Beautiful, 0 moved downward, 4 remained the same and, 1 ..

moved upwards. Brave , 2 moved downward, 1 remained the same and, 2 moved

upward. Strong , 2 moved downward, 2 remained the same and, 1 moved upward.
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To summarize, then,the test scores Indicate downward (negative)

trend of (+.5). Table XVIII gives the scope of these scores. Scores

for 8 students are given on pre-test scores, however, 3 students were not

able to complete the program, therefore, no post-test scores for these

students

.
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TABLE XVIII

OSGOOD'S SEMANTIC DIFFERENTIAL SCALE

CONTROL GROUP

Pre-Test Post-Test

Level

5

4

3 A
2

1

Student #1 n #3 H #5 #6 #7 #8

Reverse Scale

Pre-Test Mean Score 2.4

Post-Test Mean Score 2.3

N - 5
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Carkhuff - Berenson Scale

Tables XXX and XX shows the scales and scores of the pre/post

tests and the mean of these tests of the control group

The difference between the pre/post test is (-.3). This indi-

cates a downward movement of the students.

An inspection of individual scores indicated for Empathy , 3 students

moved downward, 2 remained the same and, 0 moved upward. Respect , 1 moved

downward, 4 remained the same and, 0 moved upward. Concreteness, 0 moved

downward, 4 remained the same and, 1 moved upward. Genuieness , 3^moved

downward , 1 remained the same and , 1 moved upward . Confront at Ion , 2 moved

downward, 2 remained the same and, 1 moved upward. Immediacy , 2 moved

downward, 2 remained the same and, 1 moved upward.

To sxjmmarize ,» then, the test scores indicate a negative, down-

ward trend pattern of (-.3). Table XXI gives the scope of those tested.

Scores for 8 students are given on pre-test scores, however, 3 students

were unable to complete the program, therefore, no post-test scores

for those students.
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TABLE XIX

CARKHUFF - BERENSON RESULTS

CONTROL GROUP

POST-TEST

(Scoring Scale Levels I through V)

Student Bnpathy Respect Concreteness Genuleness Confrontation Immediacy Score

11

22

33

AA

55

3

2

3

A

3

A

2

3

5

3

5

3

A

A

3

A

2

3

5

3

A

2

A

A

3

5

3

3

A

A

A.l

2.3

3.3

A.

3

3.1

3.0 3.

A

3.8 3.

A

3.4 3.8 3.

A

N 3.

A
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TABLE XX

CARKHUFF - BERENSON RESULTS

CONTROL GROUP

PRE-TEST

(Scoring Scale Levels I through V)

Student Empathy Respect Concreteness Genuleness Confrontation Inmedlacy Score

11

22

33

44

55

4

4

3

4

4

3.8

4

5

3

5

3

4.0

3

3

4

4

3

3.4

4

4

4

4

4

4.0

4

3

4

3

5

3.8

4

4

4

4

4

4.0

3.8

3.8

3.6

4.0

3.3

3.7

IV = 5 3.7



TABLE XXI

CAKKHUFF - BERENSON SCALE

CONTROL GROUP

Pre-Test Post-Test

Pre-Test Mean Score 3.7

Post-Test Mean Score 3.4

N - 5
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Ivey’s Attentive Behavior Scale

Tables XXII and XXIII shows the scales and scores of the pre/post

tests and the mean of these tests of the control group .

The difference between the pre/post tests is (+.2). This indi-

cates some growth of the student.

An Inspection of Individual scores Indicated that 2 students moved

downward, 2 remained the same and, 1 moved upward in Eye Contact . For

Physical Attentiveness , 2 moved downward , 1 remained the same and, 2 moved

upward. 0 students moved downward, 1 remained the same and, 4 moved

upward for Verbal Attention .

To summarize, then, the test scores indicate an upward gain of

(+.2). Table XXIV gives the scope oftthose tests. Scores for 8 students

are given on pre-test scores, however, 3 students were unable to complete

the program, therefore, no post-test scores for those students.
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TABLE XXII

IVEY *8 RESULTS

CONTROL GROUP

PRE-TEST

(Scoring

Student

Scale Levels I

Eye Contact

through V)

Physical Attentiveness Verbal Attention

11 3 2 2

22 A 3 2.

33 A 3 2

A4 A A 3

55 3 A 3

N - 5

3.6

X “ 3.1

3.2 2.

A

Score

2.7

3.0

3.0

3.6

3.3

3.1
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TABLE XXIII

IVEY'S RESULTS

CONTROL GROUP

POST-TEST

(Scoring Scale Levels I through V)

Student Eye Contact Physical Attentiveness Verbal Attention

11 4 4 4

22 4 3 3

33 4 4 3

44 3 3 3

55 2 3 4

N - 5

3.4

X - 3.3

3.4 3.4

Score

4.0

3.3

3.6

3.0

3.0

3.4



TABLE XXIV

IVEY'S ATTENTIVE BEHAVIOR SCALE

CONTROL GROUP

Pre-Test Post-Test

—

Level

5

4

1

Student #1 //2 H #5 #6 #7 #8

Pre-Test Mean Score<^ 3.1

Post-Test Mean Score 3.4

N - 5
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Dcrnon Ht r at 1 oii /

C

otit rol Group AnalyslB

In analyzing the restuls of this study, a nonparemetrie test for

independent groups was used. This test was the Mann-Whitnev U-Te«t

(Runyon & Hubor 1971). In order to use all the data that had been

collected, a different score for each subject (D
2

- D^) was found and

then, the difference for the 13 subjects were ranked. Null hypothesis

were tested in all areas; that is, there are no significant differences

between the experimental and control groups on variables being tested.

The base formula for the Mann-Whitnev U-Test is;

ni (N -1)

U “ xiin2+ 2 -Rj^

n^ *= number of subjects in smaller samples

VI2 - number of subjects in larger samples

= Slim of the ranks of the smaller sample

Using the above formula, the 4 means scores of the 4 tests were

compared as was each individual component of each of the 4 tests.

A significant difference for mean scores was found in Ivey * s

Attentive Behavior Test .

When looking at the individual components of each test, the

following showed significant difference (.05) to exist between the two

groups (demonstration and control):

1) Ivey's Eye Contact

2) Ivey's Physical Attentiveness

3) Carkhuff's Immediacy
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TABLE XXV

OSGOOD'S SEMANTIC DIFFERENTIAL SCALE

USING MANN-WHITNEY U-TEST

Demonstration Group

0
l

O2 02_0 i
Rank

1.1 1.0 -.1 8
1.4 1.4 - 0 9

3.0 1 .0 - 2 1

3.4 1.5 -1.9 2

2.3 3.0 +.7 13
1.9 2.3 +.4 11

3.1 1.8 -1.3 3

2.4 2.0 -.4 5

274 ITT
—

- 52

Control Group

0
l

O2 O2-O1 Rank
2.7 2.4 -.3 6.5
2.2 2.3 +.1 10
3.5 3.2 -.3 6.5
2.5 1.9 -.6 4

1.4 1.9 -.5 12

TT4 23
—

-3?

.

-^ 1 ..

u “ n]^n2~l* 2 ^
-R

u= 5(8) + 2

u- 40+15 - 39

u“ 16

Whi'le both groups showed a decrease in mean scores on the post-

tests , the decrease was not significantly different from each other when

using the Mann-Whlteny U-Test . With an alpha test of .05, one tailed test,

and nj^*5, n2
" 8 , the control values from Table XXV were found to be 8 + 32.

Since our obtained U was 16, it fell within these control limits. Thus, I

retain the null hypothesis that the two groups are not significantly different.
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TABLE XXVIg

JONES' HELPING RELATIONSHIP INVENTORY SCALE

Demonstration Group

0l O2 O 2-I 1 Rank

3.0 2.9 -.1 2

2.9 2.9 0 6.5

2.8 2.9 +1 11

2.9 2.8 0 6.5

2.7 2.8 +1 11

2.9 2.9 0 6.5

2.9 2.9 0 6.5

3.0 2.9 -.1 _2

2.8 2.9 - 52

Control Group

0l 0l O
2-O 1

Rank

2.9 2.9 0 6.5

2.8 2.9 + . 1 11

3.0 2.9 -.1 2

2.7 2.9 +.2 13

3.0 3.0 0 6.5

2.8 2.9 - 39

ni (ni+1)
u njn2 + 2 -Ri

5 (6)

u ® 5 (8) + 2 =39

u = AO + 15 - 39

u * 16

In comparing the mean score of all the items on the Jones' Scale,

the Mann-Whitney U-Test was used. The difference between the post/pre

tests for each of the 13 subjects were ranked. With an alpha level of .05,
m

one tailed test, for nj^* 5 and n2“ 8, we find (Table XXVI^) that aU of ^8

is required to reject the null phythoesis. With the obtained u of 16 being

greater than 8 and less than 32, we accept the null hypothesis that the

mean of the two groups is not significantly different.

A U was also computed for each of the 5 components. The results

are as follows:
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TABLE XXVI^

UNDERSTANDING

Demonstration Group Control Group

0i 02 O 2-O 1 Rank
0l O2 O2-O 1 Rank

3.4 3.2 -.2 5 2.8 2.7 -.1 6

3.9 3.9 0 7 3.7 3.2 -.5 4

2.7 3.2 -.5 13 2.6 2.8 + .2 11

3.7 2.8 -.9 1 2.8 2.9 + . 1 8.5

4.0 4.2 + .2 11 3.5 3.6 + .1 8.5

3.1 2.4 -.7 2
— — — —

3.2 2.6 -.6 3

X - 3.0 3.0 - 38

3.8 4.0 + .2 il

3.4 3.3 * 53

U = nin2+ 2

u * 40 + 15 -38

1

u « 17 U » 23

In examining the component of understanding, the obtained U of

17 fell within the critical table value of 8 + 32, with nj = 5 and n2 = 8

using the .05 alpha level, one tailed test. The null hypothesis; the mean

of the two groups are not significantly different, this was accepted.
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TABLE XXVI
c

PROBING

Demonstration Group
Control Group

®1 °2 ®2“®1 Rank
0l 02 o1CMo Rank

2.7 2.8 +.1 8 2.7 2.5 -.2 3

2.6 2.6 0 6.5 2.2 2.1 -.1 5

2.5 2.3 -.2 3 3.0 2.8 -.2 3

2.4 3.4 _1.0 13 2.8 3.3 +.5 12

2.9 3.2 + .3 9 2.6 1.6 -1.0 1

1.9 1.9 0 6.5 X 2.6 2.2 * 24

2.2 2.6 + .4 10.5

2.6 3.0 + .4 10.5

2.4 2.7 • 67

nj (nj+l)
u = njn2+ —

-Ri
1

U =9

u = 40 + 15 -24

u = 31

While the demonstration group Improved from 2.4 to 2.7 and the

control group showed a decrease from 2.6 to 2.2, the differences between

the two groups was found to be non-signficant when tested with the Mann-Whitney

U-Test . The obtained U of 31 fell within the table values of 8+32, for

ni “ 5 and n2 “= 8 with an alpha level of .05, one tailed test. The null

hypothesis that the two groups are not significantly different was there-

fore accepted.



108

TABLE XXVI

,

a

INTERPRETIVE

Demonstration Group Control Group

0l O2 02"0l Rank
0l O

2 ®2“ ^1 kai^k

2.9 2.8 -.1 5.5 3.2 2.5 -.7 2

2.5 2.4 -.1 5.5 2.9 3.4 + .5 12

3.1 2.8 -.3 3 3.1 3.0 -.1 5.5

3.5 2.4 •-1.1 1 3.0 2.9 -.1 5.5

2.3 2.4 + .1 8.5 3.1 3.3 +.2 10.5

3.1 3.2 + .1 8.5 X - 3.0 3.0 - 35.5

3.2 3.8 + .6 13

2.8 3.0 + .2 10.5

2.9 2.8 55.5

u = n^n2+
30

(ni+l)

2 -Ri

u = 5 (8) + 2 - 35.5

u = 40 + 15 - 35.5

u = 19.5

« 20.5

When analyzing the two groups with the Mann-Whitney U-Test , a U

of 19.5 was1 obtained. This value was greater than the table value of 8

for ni« 5, n2 “ 8, alpha level .05, one tailed test . The null hypothesis

that the mean for the two groups were not significantly different was

therefore accepted.
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TABLE XXV
I

g

SUPPORTIVE

Demons trat

1

on Group Control Group

0l 02 O2-O1 Rank
0l O 2 01CM0 Rank

3.4 2.6 -.8 1 2.8 3.7 +.9 10

2.8 3.1 + .3 6 2.2 3.4 +1.2 12.5

2.8 3.2 + .4 7.5 2.8 3.2 + .4 7.5

2.7 3.4 + .7 9 3.3 2.7 -.6 2.5

2.4 2.4 0 4.5 2.6 3.7 +1.1 11

3.1 4.3 +1.2 12.5 X 2.7 3.3 - 43.5

2.9 2.9 0 4.5

3.6 3.0 -.6 2.5

2.9 3.1 - 47.5

m.(m+1)
u = nj^n2+ 2 -Rl

u = 40 + 15 - 43.5

u - 55 - 43.5

u = 11.5 = 28.;

Both groups did show improvement. However, when analyzing the

scores with the Mann-Whitney U-Test , an obtained U of 11.5 was greater

than the table value (Table XXVIg) of 8 with nj^ * 5, n2 = 8, 2 = .05,

one tailed test, the null hypothesis was retained.
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TABLE XXVIj

EVALUATIVE

Demonstration Group Control Group

0l O2 01CN0 Rank Oj O2 02“0j^ Rank

2.8 3.

1

+ .3 13 3.3 3.1 -.2 6.5

3.0 2.6 -.4 3 2.5 2.7 -.2 11

3.0 3.2 + .2 11 3.3 3.0 -.3 4.5

2.6 2.8 + .2 11 3.2 3.0 -.2 6.5

2.0 1.9 -.1 8 3.0 3.0 0 9

3.6 3.0 -.6
* 3.0 2.9

1 X
^ 37.5

3.2 2.9 -.3 4.5

2.3 1.8 -.5 2

2.8 2.6 ' 53.5

u = n^n2+
ni (ni+l)

2 -Ri

u - 40 + 15 -37.5

u - 17.5
1

U - 22.5

As can Be seen, both groups scored lower on the post-test than on

the pre-test. However, in the Mann-Whitney U-Test, a U of 17.5 was obtained

When comparing the obtained U of 17.5 to the table value for nj = 5 ^ n2 = 8,

alpha level .05, one tailed test, it was found to be larger. Thus, the

null hypothesis was retained, that the mean for the two groups were comparable.
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TABLE XXVII
a

IVEY’S ATTENTIVE RKHAVTnP

X -

Demonstration Group Control Group

0l O 2 O2-O 1
Rank

0l O
2 0 10 Rank

1.3 4.3 +3.0 13 2.7 4.0 +1.3 6.5

2.3 4.0 +1.7 8.5 3.0 3.3 + .3 4

2.3 3.6 _l-3 6.5 3.0 3.6 + . 6 5

2.3 4.6 +2.3 11 3.6 3.0 -.6 1.5

3.6 3.0 -.6 1.5 3.3 3.0 -.3 3

2.6 4.3 +1.7 8.5 X - 3.1 3.4 » 20

2.0 4.0 +2.0 10

_2.0 4.6 +2.6 12

2.3 3.8 m 71

Hi (nrH )

u = njn2+ 2 -R

u = 40 + 15 - 20

u = 35

Both groups showed improvement, and the difference between the

two groups was significant when analyzed with the Mann-Whitney U-Test . The

obtained U of 35 fell outside the critical values of 8+32, for = 5

,

^2 8, one tailed test at alpha level of .05. Thus, the null hypothesis

that the mean for the two groups are equal was rejected. By observing the

tabled values, we can easily see that the demonstration group showed more

improvement than did the fcontrol group.
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TABLE XXV I

L

D

EYE CONTACT

Demonstrati on Group Control Group

0 1
O2 O2-O1

Rank
0l O2 O2-O 1

Rank

1.0 4.0 + .3 13 3.0 4.0 +1 7

2.0 4.0 + .2 10.5 4.0 4.0 0 4.5

3.0 4.0 + . 1 7 4.0 4.0 0 4.5

2.0 4.0 + .2 10.5 4.0 3.0 -1 2

4.0 3.0 -.1 2 3.0 2.0 -1 2

3.0 4.0 + . 1 •/7 X - 3.6 3.4 m 20

2.0 4.0 + .2 10.5

2.0 4.0 til 10.5

2.3 3.8 - 71.0

u = niU2+

n^ (ni+l)

2 -Ri

u = 40 + 15 -20

u 35

When analyzing the difference between these two groups

,

an obtained

U of 35 was found to fall outside of the critical values of 8 + 32, for

^1 “ 5, H2 8, 2 .05, using the one tailed test, thus the null hypothesis

that the mean of the two groups are equal was rejected, as a significant

difference was found to exist.
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TABLE XXVII
c

PHYSICAL ATTENTIVENESS

Dgignstratlon Group Control Croup

® 1 02 o1CM
O Rank Oj Oj o1

CM
O Rank

2.0 4.0 + .2 10.5 2.0 4.0 + .2 10.5

2.0 4.0 + .2 10.5 3.0 3.0 0 3.5

2.0 5.0 +.2 10.5 3.0 4.0 + . 1 6

3.0 5.0 + .2 10.5 4.0 3.0 -.1 1.5

3.0 3.0 0 3.5 4.0 3.0 -.1 1.5

3.0 4.0 + . 1 6 X = 3.2 3.4 = 23

3.0 4.0 +.1 6

3.0 5.0 + .2 10.5

2.6 4.1 68

u " njU2+ 2 -Ri

u 40 + 15 - 23

u = 55 - 23

u = 32

Because the obtained U of 32 is equal to the critical table values

of 32 for nj^ = 5, n2 - 8, 2 « . 05, one tailed test. the null hypothesis is

rejected. The mean of the two groups are considered significantly different

from each other. Upon examination of the data, one sees that the demonstration

group is clearly superior in terms of physical attentiveness.
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TABLE XXVII ,

d

VERBAL ATTENTION

X -

Demonstration Group Control Group

0
l

O2 02"0l Rank 0
l 02 0CM0 Rank

1.0 5.0 +.4 12.5 2.0 4.0 + .2 8

3.0 4.0 + . 1 5 2.0 3.0 + . 1 5

2.0 3.0 +. 1 5 2.0 3.0 + .1 5

2.0 5.0 + .3 10 3.0 3.0 0 2

4.0 3.0 -1 1 3.0 4.0 + . 1 5

2.0 5.0 + .3 10 X = 2.4 3.5 8 25

1.0 4.0 + . 3 10

1.0 5.0 +.4 12.5

2.0 4.2 - 66

U “ nj
^
n2 2 -:

u = 40 + 15 - 25

u = 55 - 25

u = 30

Both groups showed improvement from the pre-test to the post-test.

The groups did nPt differ significantly from each other when analyzed with

the Mann-Whltney U-Test . The obtained U of 30 fell within the critical limits

of 8 + 32, for « 5, n 2 8 , 2 “ .05, one tailed test. Thus, for verbal

attention, the two groups were found to have equal means. Therefore, the null

hypothesis was retained.



115

TABLE XXVIII
â

CARKHUFF'S SCALE

Demonstration Group

“l «2 O
2
-O

1
Rank

1.6 4.0 +2.4 13

3.3 3.5 + .2 7.5

3.8 3.8 0 5.5

3.0 4.0 +1.0 12

3.0 3.0 0 5.5

3.6 3.3 -.3 2.5

3.5 4.0 + .5 11

3.6 3.8 + .2 7.5

3.1 3.6 64.5

Control Group

°i °2
«2-'>l

Rank

3.8 4.1 + .3 9.5

3.8 2.3 -1.5 1

3.6 3.3 -.3 2.5

4.0 4.3 + .3 9.5

3.3 3.1 -.2 4

3.7 3.4 + 26.5

n^(n,+l )

u - Hj^n
2
+ 2 -R,

u - 40 + 15 - 26.5

u = 55 - 26.5

u = 28.5

In this test, the demonstration group improved sli^tly, while the

performance of the control group deterioriated. Hcwevey, this difference

when analyzed with the Mann-Whitney U-Test was found to be non-significant.

Thus, the fiull hypothesis that the mean of the two groups are equal was

retained. The obtained U of 28.5, fell within the table values of 8 + 32

for ni - 5, n 2 8, 2 “ .05, one tailed test.



TABLE XXVIII^

EMPATHY

Demonstration Group

0l 02 02~0i Rank

2.0 3.0 +1. 12

3.0 3.0 0 8

5.0 4.0 -1. 3.5

3.0 4.0 +1. 12

3.0 3.0 0 8

4.0 3.0 -1. 3.5

3.0 4.0 +1. 12

5.0 5.0 0 8

3.5 3.6 67

Control Group

^2 02-0^^ Rank

4.0 3.0 -1. 3.5

4.0 2.0 -2. 1

3.0 3.0 0 8

4.0 4.0 0 8

4.0 3.0 -1
. 3.5

X 3.8 3.0 - 24

ni(nj^+l)
u = nin2

+ 2

u * 40 + 15 - 24

u “ 55 - 24

u “ 31

In observing the empathy scores, the two groups did not differ

significantly from each other. This is evidenced by an obtained U of 31,

which fell within the limits of 8 + 32, for = 5, n2 = 8 , 2 = .05, one

tailed test. Therefore, the null hypothesis was retained.
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TABLE XXVI lie

RESPECT

Demonstration Groun /k)ntrol Groun1

01 °2 I
—i

01
CM

O Rank
°i iH

O1
CM

OCM
O Rank

1.0 4.0 +3. 13 4.0 4.0 0 7.5

4.0 4.0 0 7.5 5.0 2.0 -3. 1

4.0 4.0 0 7.5 3.0 3.0 0 7.5

2.0 4.0 +2. 12 5.0 5.0 0 7.5

3.0 3.0 0 7.5 3.0 3.0 0 7.5

4.0 3.0 -1. ^2'. 5

5.0 4.0 -1. 2.5
X 4.0 3.4 - 31

4.0 4.0 0 7.5

3.3 3.7 60.
u

.= n ]^n2+
(nj^+l)

2

u = 40 + 15 - 31

u -55-31

u - 24

While the groups differed from pretest to posttest, this difference

was found to be non-significant. The obtained U of 24 fell within the

critical valaes of 8 + 32, for n^^ * 5, n
2

= 8, 2 = .05, one tailed test.

The null hypothesis that the means for the two groups are equal was retained.
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TABLE XXVIII^
a

CONCRETENESS

Demonstration Group

0l O 2 O2-O 1 Rank

3.0 5.0 +2. 12.5

3.0 3.0 0 6

3.0 3.0 0 6

3.0 3.0 0 6

4.0 3.0 -1. 1

3.0 3.0 0 6

3.0 4.0 +1. 11

3.0 3.0 0 6

3.1 3.3 54.5

Control Group

0
i O2 O2-O1

3.0 5.0 +2.

3.0 3.0

A.O 4.0

4.0 4.0

3.0 3.0

Rank

12.5

6

6

6

6

3.4 3.8 36.5

ni(ni+l) .
u nj^n2+ 2 ^

u « 40 + 15 - 36.5

u - 55 - 36.5

u - 18.5

While both groups did Improve on the pretest, the two groups

did not significantly differ from each other when analyzed with the

Mann - Whitney U - Test. The obtained U of 18.5 fell within the critical

values of 8 + 32, for = 5, n^ * 8 , 2 = .05, one tailed test. Therefore,

the null hypothesis was retained.
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TABLE XXVIII^

CONFRONTATION

Demonstration Groux) Control Group

Oi 02 02“ ^1 Rank
0l 02 02“ 0i Rank

].o 4.0 + .3 ]3 4.0 4.0 0 5.5

3.0 4.0 + .] 9.5 3.0 2.0 -1. 2.5

U . 0 4 .

0

0 5.5 4.0 4.0 0 5.5

h.O 5.0 + ]. 9.5 3.0 4 .

0

+ ]. 9.5

2.0 3.0 + ]. 9.5 5 .

0

3.0 -2.
]

U.O 3.0 -]. 2.5 X - 3.8 3.4 r = 24

k . 0 4 .

0

0 5.5

2.0 4 .

0

+ 2.

3.0 3.8 [=67

u = nin2 + 2 -R1

u = UO + ]5 - 2l|

u = 55 - 2l+

u = 3i

In comparing the two groups on confrontation, no

significant difference was found to exist. The obtained

U of 3i fell within the critical limits of 8 + 32, for

n = 5, n = 8, 2 = .05, one tailed test. Therefore, the

null hypothesis was retained.
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TABLE XXVIII
g

IMMEDIACY

Demonstration Group

0l 02 I—

1

o1CNO Rank

1.0 5.0 +4. 13

4.0 4.0 0 5

3.0 4.0 +1. 10

3.0 4.0 +1. 10

3.0 3.0 0 5

3.0 4.0 +1 . 10

3.0 4.0 +1. 10

3.0 3.0 0 5

2.8 3.8 68

Control Group

0l 02 02~0i Rank

4.0 5.0 +1. 10

4.0 3.0 -1. 1.5

4.0 3.0 -1. 1.5

4.0 4.0 0 5

4.0 4.0 0 5

4.0 3.8 - 23

n^ (n^+1)

u « nj^n2+ 2 -Rj^

u = 40 + 15 - 23

u = 55 - 23

u + 32

In analyzing the two groups on immediacy, a significant difference

was found to exist. The obtained U of 32 was equal to the critical value of

32 in the table 1^, for nj^ 5, n 2 8, .05, one tailed test. The null

hypothesis that the mean for the two groups are equal was therefore rejected.



123

TABLE XXIX

GROUP TRAINEES

Post-Test

Demonstration

Jones* Helping Relationship Inventory

t udent Understandinc Probing Interpretive Supportive . Evaluative
XXX 3.2 2.8 2.8 2.6 3.1

XXX 3.9 2.6 2 . 1+ 3.1 2.6

XX 3.2 2.3 2.8 3.2 3.2

XXX 2.8 3.1+ 2.1+ 3.1+ 2.8

X U . 2 3.2 2.1+ 2.1+ 1.9

XX 2 . k 1.9 3.2 1+.3 3.0

X 2.6 2.6 oocn 2.9 2.9

XX U . 0 3.0 3.0 3.0 1.8

N = 8 X 3.3 2.7 2.8 3.1 2.6

Control

Jones' Helping Relationship Inventory

:udent Understanding Probing Interpret ive

2.5

Supportive

3.7

Evaluative

XX 2.7 2.5 3.1

XXX 3.2 2.1 3.1+ 3.1+ 2.7

XX 2.8 2.8 3.0 3.2 3.0

XXX 2.9 3.3 2.9 2.7 3.0

X 3.6 1 .

6

3.3 3.7 3.0

N = 5 X 3.0 2.2 3.1 3.3 2.9

CODE

GREEN X FRESHMAN
BLUE XX JUNIOR
RED XXX SENIOR
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OSGOOD'S SEMANTIC DIFFERENTIAL SCALE

(a reverse scale - 1 =

Student

1 XXX

2 XXX

3 XX

U XXX

5 X

6 XX

7 X

8 XXX

N = 8 X

high, 5 = low)

Attitudes Toward Counselor

1.0

l.U

1 .

0

1.5

3.0

2.3

1.8

2.0

l.T

OSGOOD'S SEMANTIC DIFFERENTIAL SCALE

(a reverse scale - 1 = high, 5 = low)

Student

1 XX

2 XXX

3 XX

k XXX

5 X

Attitudes Toward Counselor

2.k

2.3

3.2

1.9

1.9

2.3

CODE

GREEN X FRESHMAN
BLUE XX JUNIOR
RED XXX SENIOR



XX 4 .

0

3 .

0

4 .

0

4 . U 3.0 4 .

0

X U. 0 h . 0 k . 0 h . 0 3.0 4.0

XX U . 0 k . 0 h . 0 5.0 3.0 4 .

0

3.0 3.0 3.0 3.0 3.0 3.0

X 3.0 3.0 h . 0 3.0 3.0 4 .

0

h .0 U . 0 h . 0 U . 0 4 .

0

4.0

( U . 0 h . 0 U . 0 k . 0 3.0 3.0

= 8 X 3.7 3.6 3.7 CO
•CO 3.3 3.e

CARKFUFF'S SCALE

lent Respect Empathy Genuineness Confrontation Concreteness Immed]

C k .0 3.0 h . 0 4 .

0

5.0 5.(

CX 2 .

0

2 .

0

2.0 2.0 3.0 3.(

[ 3.0 3.0 3.0 4 .

0

4 .

0

3.(

:x 5.0 k . 0 5.0 4.0 4 .

0

4.(

3.0 3.0 3.0 3.0 3.0 4.

5

1

1

X 3.h 3.0 3.4 3.4 3.4 3.

1

1

i CODE

GREEN x FRESHMAN

1

BLUE XX JUNIOR
RED xxx SENIOR
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IVEY’S ATTENTIVE BEHAVIOR

Student Eye Contact Physical Attentiveness Va’t'KoI

1 XXX U . 0 h . 0

vci utxx /iLueiiulon

5.0
2 XXX U .0 h . 0 U .0

3 XX U.o h . 0 3.0

h XXX U . 0 5.0 5.0

5 X 3.0 3.0 3.0

6 XX h . 0 k . 0 5.0

7 X U . 0 k . 0 k . 0

8 XX k . 0 5.0. 5.0

N = 8 X 3.8 U .1 h . 2

IVEY’S ATTENTIVE BEHAVIOR

Student Eye Contact Physical Attentiveness Verbal Attention

1 XX U. 0 k . 0 U . 0

2 XXX U . 0 3.0 3.0

3 XX k . 0 k . 0 3.0

U XXX 3.0 3.0 3.0

5 X 2.0 3.0 k . 0

N = 5 3 . 1^

GREEN
BLUE
RED

3.U

CODE

X
XX
XXX

FRESHMAN
JUNIOR
SENIOR

3.h
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INTERVIEWS DEMCNSTRATION GROUP

Peer counseltng has enabled me to gain many experiences. I
became aware of myself and others. I am a stronger Individual
because of my training, exposure, and my counseling of others.
The counselers responded to me. I want to do more of this. My
Interest have changed - I relate to others rather Its a friend
or a new acquaintance. I know where I’m going as an Individual
now - for I can help direct my own actions andmake my choices.

Theprogram was beneficial to me and due to my training and
exposure. It was helpful tO the younger children that we tired
to help. The opportunity of having someone to talk to, and
understand you, without making judgements Is very Important -

this happened to me and I tried to do the same for those that
I worked with. I will be able to use these akllls for the
rest of my 1 life. For I realized my strengths and my weaknesses.

Due to my training, I became an active, useful member of the
community. I helped others solve some of their problems. I also
began to help myself solve some of my problems. I learned how
to listen more carefully. I got to know some of my counsellers
I became a big sister to many of them. I became a more loving
member of my family, for I have younger brothers and sisters. I

understand them better, and I continue to see an Improvement
of my relations with my parents. I want to continue counseling
In the fall.

y/A I felt that peer counselling helped me as an .Individual and It

enabled me to help others. I just didn't have the time to

participate more. I would make some changes In the future,

such as having the counselors meet more often and discuss the

problems they are having more frequently. I realized that the

lives of these children are much different from how I did them

(and there Is not that much age difference). I had to relearn

some things. I found my counselers needed help with problems

at home and at school, and although we didn’t solve any problems

each counselor had an opportunity for someone to listen to her.

We are In need-jof male counselors . I would hope In the near

future we can Interest some males to help \js. There are many male

children that need big brothers.



132

I’ve been working at the Center for a few years and I always
knew how the children felt about the staff and the program
but I was not that familiar with what andhow they felt out~
side of the club, my counseling enabled me to have a better
picture of the whole child. I have more Insight today and
I've found out that I must group and regroup to make life
happier for me.

I liked the program. I enjoyed working with the younger children.
Because of my training, contacts, and you, I've learned some new
and exciting things about myself andti others . I resilly want to get
Into It more. I hope we can continue this In the fill, at the
Girls' Club. I want to do more and get more Involved. The
children benefited from having an Interested person to talk to.
I think everybody needs this kind of program, but most of them
are ifraid. The more people that get Involved, the better we'll
all be.

//6 I enjoyed the counseling program, experiences during the
year gave me. Insights and knowledge concerning myself (and what
I must do) , other people (especially little children) and I had

an opportunity to express myself on those things that Interested
me. Although I was a junior, I felt more grown up. I found out

what I would need to do as a senior In order to prepare myself

for life.

in I like working and helping little kids. Our meetings after school

helped me In my growing up process. I became aware of a lot of

new things. I plan to continue using ray knowledge In solving my

own problems. I want us to continue peer counseling.
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SPECIAL CATEGORY - "DROP-OUTS"

Left out of the discussion thus far are the

"drop-outs" in the control group. It was explained

earlier - if for any reason the individual could not

participate in the entire program, that individual

would he dropped.

Persons in the demonstration and control group

met after school for guidance sessions once a week for

nine months. Therefore, continuous interaction took

place.

Special attention is being made of the "drop-outs"

for two reasons: (l) each drop-out continued to

participate in the counseling sessions after school for

the entire school year; thereby, a continuous effect was

made by the counselor to help each individual fulfill

and meet his or her needs, and (2) contact with these

persons continues today, although two of the three

graduated

.

Dropping-out of the program for two of the persons

in the "control group" was due to the necessity of

obtaining funds for college in the fall. The parents of

both young mem had below average incomes. Realizing the

needs of family and self, these persons obtained full-time

employment after school hours. The other drop-out; a 10th

grade girl had responsibilities at home that were pressing

due to hav ng one working parent (father deceased).
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Both boys obtained scholarships and are attending

college. The girl is a Junior in high school now.

SENIORS - CONTROL GROUP

Grades continued to improve.

Both were very involved with school and community

activities (one person worked at a T.V. station two

nights a week )

.

Both are in college, one received One Thousand

Dollars ($1,000) from a Journalism organization, the

other financial aid.

Both continued to enhance their images with

staff, other counselors, teachers and s ome peers.

One returns and participates in the Black

Studies program at school (he attends the University).

JUNIOR - CONTROL GROUP

Grades for this individual vacillates.

She has become a model for a known agency.

The individuals image improved with teachers,

and peers but not with other counselors or administrators.

Will pursue modeling after graduation.

Continues to get along poorly with mother at

home and older sisters.

Is very ambitious and mature thinking concerning

career

.



FRESHMAN CONTROL GROUP

Grades show little or no improvement.

Involved with school activities and in the

community, plus church related activities.

Poor image with administrators and some teachers,

improved image with peers and other counselors.

Positive concerning continuing her education.

EXAMPLE OF UNOBTRUSIVE MEASURES

To illustrate the kinds of involvements of the

peer counselors, I will describe two cases that remain

very clear in my recollection of events. Maria’s first

client had been referred by one of the staff members.

The reason for her referral was , the girl of nine had

no friends, she did not get along well with her peers

and she appeared to be depressed. With all of these

negative aspects she attended the club daily, Monday

through Saturday.

"K" was nine (9) years of age, appeared highly

intelligent, acted very mature for her age and enjoyed

being with grown-ups. She and her father lived alone

in a single dwelling with two Great Danes.

The initial meeting of "K" and Marcia was

unusual, in that, the young girl appeared and acted

hostile toward Marcia. She made threats and commented



that her dog(s) would a-tack anyone she wanted them to

attack. Other comments followed and before Marcia realized

what was going on the young girl was chasing her around

the library, stating, "I don’t like you, you're too fat"...

She told Mary how unhappy she was and the reasons for

this, the dogs she said, "were her only true friends.

She was lonely and depressed because she loved her mother

and her mother was in another state married to somebody

else". She stated to Mary, "l like you and I want you

to be my friend". Mary filled this gap, she became her

couns elor /big sister, for she became aware and involved

herself in "K's" life. This friendship is an on-going

relationship, for Mary is still involved with "K" , they

discuss her problems, and are continuing to find soluble

solutions to some of these problems. "K" gets along

better with her peers , she enjoys sharing a little more

and she appears happy at the club most of the time.

CONCLUSION ;

Mary talked with the father and asked him to let

her share with him some of the frustrations his daughter

had. He was glad for the help of this young girl and

encouraged the relationship. "K", still has a long way

to go but she has a friend who tries to understand her

and gives her support .
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Cindy became involved with a young boy who came

on his own to "case the Joint" as he put it. "To see

what was really going on". He stated, "l have no

problems, I Just want to talk to you". During the

sessions that followed he revealed that school was going

badly , that he was always being punished at home and

that nobody really liked him.

"R" was twelve (12) years of age, from a large

family where mother was the main supportive force (she

worked long hours ) . Father drank a great deal and often

punished the boys by "strapping them". "R" got along

well with his peers and had leadership qualities, but

was always in trouble at school. "R" did not appear to

care about his personal appearance however, he acted

very "hip" to the language and actions of his age level

and peer group.

Cindy decided she would tutor "R" in the areas

of study he felt were difficult. This helped but it

was not enough. During group discussions of clients,

it was decided that a visit to his teacher was necessary.

A conference with the teacher revealed that, R played

a great deal in class, was the class clown at times, was

well liked by his classmates, was an outstanding student

in gym, that he liked people and that he was a very

personable child but was not neat in his appearance and

that this might be the cause of some of his difficult ,

stated the teacher.



Cindy began to inject how one takes care of the

whole self in their sessions, emphazing health, nutrition,

love of self, and of others, and the beginnings of

realizing how one's aim, needs and wants could influence

the individual's life style. The discussions revealed

that "R" had very few pieces of clothing and that he

didn't take care of those he did have, that he wanted

more and better clothes to wear, that he didn't always

go home for dinner, that he had never realized that the

actions taken today would determine his future later on.

"R" tried to find a Job but his efforts were

unsuccessful, and so he asked his mother about a few

new peices of clothing and shoes, expressing the desire

to take better care of his possessions, plus performing

some chores around the house. He began to bring homework

and other school papers that had been graded by the

teacher to the sessions (very pleased with his progress)

and to discuss what he wanted to do when he grew-up.

His appearance changed -- he appeared clean and proud

of himself and he stated, "My dad hardly ever straps me

anymore, 'cause I've become mom's right hand around the

house"

.

CONCLUSION ;

Some of "R"'s problems were not solved, Cindy

still reminded him of arriving on time to his sessions.

He still reported to her that, "Sometimes I think I'm
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becomming too much of a square”. But he began to believe

in himself to the point that the positive demonstrable

behavior was witnessed by his family, his teacher, his

peers at the school and at the club, by his counselor

and by himself. He began to think and consciously make

efforts to help himself due to the support and prodding

of an involved counselor with a committment to helping

others .
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INFORMAL DATA

The Informal data presented here is both factual as represented

by grades , teachers and administrators comments and opinionated due to

the writter's observations of the trainees.

Significant gains were made by **all" students in the demonstration

group and marginal gains by "some" students in the control group.

The following data is sub-divided into groups auch as: Senior -

Demo Group, Senior- Control Group; Juniors - Demo Group, Control Group;

Freshman - Demo Group, Control Group

Seniors - Demo Group

Grades for all persons in the Demo Group improved. Images

improved among teachers, peers, other counselors, and administrators. All

seniors in the Demo group enrolled in college and received financial aide

through work study, loans, grants, and/or urban scholarships. Two seniors

of this group received scholarships from local organizations due to their

interest and envolvement in the community.

Nine of the 13 mothers and some fathers were aware of the aims and

objectives of the program and gave their full co-operation.

Seniors - Control Group

Grades for 1 of the 2 seniors Improved. Images of both Improved

with their teachers. Both graduated, 1 is working, the other one is enrolled

in a training program.
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Juniors - Demo Grou|)

Grades for all persons Improved. More involvement this year in school

activities. Images Improved with teachers, other counselors, staff, admini-

strators and peers (Black and white) and age group. All 3 have made appli-

cations to colleges 2 are very active in the community, 1 is very active in

church related activities.

Juniors - Control Group

This counselor's grades improved. Very Involved with school

activities, (head majorette). Very popular with peers and age group (Black

and white). Acts and reacts to situations relating to self and others in a

more mature way. Ha made applications to several colleges.

Freshman - Demo Group

Grades improved for 1, have remained the same for the other one. More

Involved in school activities, 1 is a majorette. Images Improved with staff,

other counselors, teachers, peers, and administrators. Both are being

tutored after school. 1 works after school, babysitting 5 evenings a week;

the other has responsibilities at home, such as preparing the evening meal

daily. Both are planning on continuing their educations, 1 in the school of

dance, the other in the field of Elementary Education.

Freshman - Control Group

Grades beginning to Improve after 1st marking period this school

year (1973-1974). Very little aiabltlon displayed. Poor image with teachers,

peers, administrators and other counselors. Refuses to get help from

tutors. Gets along poorly with family due to poor attitude and lack of

Initiative and ambition.
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LIMITATIONS OF THE STUDY

There are several limitations of this study which need to be

identified and discussed. The number of subjects used was a small and biased

sample (16 girls and boys). However, this study was concerned with clients from

a minority group assumed to posses certain characteristics due to their "hard core"

existence, thereby making them a select group. These students were selected due to

disruptive behavior patterns in school, poor self-images, fair to poor grades,

socio-economic conditions, and negative social advantages.

Another limitation of the study was the necessity of designing the model

for a five day, five hour a day training program. This was done due to the

availability of the students' time, rather than sound training philosophy.

I Another limitation of the study is the little difference in scores of the

I

demonstration and the control groups. During the entire year, both groups continued

to have the availability of the counselor /trainers and both groups were active in

I

the weekly sessions held after school, the control group was never abandoned.

' The final limitation to be discussed is the lack of published research

1
in the psychological field of peer counseling for Black students in the inner-

city. For there may be other methods or models which are more efficient and

more effective.

Until such research is implemented and published constructive change in

training programs will be limited.
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IMPLICATIONS AND ASPECTS OF THE STUDY

The data being reviewed in this study speaks to the hyp othesis

made by the writter that: "the proposed peer counseling program can have

a recognizable, positive influence upon young people; since the trainer

has counseling skills and positive characteristics that the students can

emulate". The evaluation was broadly based - first, self-awareness and

motivation and second, community action. The most significant aspect of

the work is that it attempted to narrow the gap between theory and practice,

between the rhetoric and the reality of practical action- oriented experiences.

The two main areas of concern were identified as: (1) peer counseling and

(2) peer counseling in Black inner-city schools. Data obtained from the

tests were used to evaluate the program; in addition, unobstruslve measures

provided further Insight into gut feelings and real meaning about the indivi-

duals Involved in the program.

With regard to the data on the acquisition of counseling skills,

the trainees became more aware of self and his/her responsibilities. Due

to training and commitment, the trainees developed, organized and implemented

a counseling program for younger children.

Date collected from the pre /post-tests showed overall growth in

all four tests. Jones' Helping Relationship Inventory indicated an; upward

trend in two particular areas - Probing 2.4 to 2.7 and Supportive 2.9 to

3.1, with an overall gain of.l from a possible score of 4.0; Osgood's Semantic

Differential Scale (a reverse scale) Indicated a positive gain of 2.4 to 1.7

from a possible score of 1.0; Carkhuff - Berenson's Scale Indicated gains from

3.1 to 3.6, from a possible score of 4.0; and Ivey's Attentive Behavior Scale

indicated overall growth from 2.3 to 3.8 from a possible score of 4.0
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A significant difference for mean scores was found in Ivey's

Attentive Behavior Test.

When looking at the individual components of each test, the following

showed significant differences (.05) to exist between the two groups (Demon-

stration and Control).

Ivey's Eye Contact

Ivey's Physical Attentiveness

Carkhtiff - Bereason Immediacy

Results from the data obtained seem to indicate the following:

(1) Through a highly structured training program, Black youth

in the inner-city can learn particular skills and use them effectively,

thereby, modifying their behavior.

(2) Ivey's Eye Contact and Physical Attentiveness Skills will

enable the student to communicate more effectively with his peers,

his family, his teachers and hopefully all others that he has contacts

with. These skills will effect change and cause the student to

become more explicit and more verbal, making them more affective

individuals. These skills, used continuously, will become a

part of the way they communicate in their everyday exchanges and

will hopefully remain with them for the rest of their lives.

(3) Carkhuff's Immediacy gives credence to the here and now of the

students dilemma, his pressing problems, and the unpretentious feelings

needed to help one explore and regroup. The results Indicate that

this need of Immediacy is recognized and attended to by these students.
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(A) The need for affective education in our currlculums, and the

role affective education must begin to play in presenting meaningful

and relevant programs within the traditional curriculum in our

schools

.

(5) The need for small groups and the small group process.



146

In addition:

"Demonstrable behavior" was of primary concern as a measurement

to this writter , and so> although the demonstrable behavior can not be

measured on a scale - it can and was observed.

Data obtained by unobstruslve means.

Unobstruslve Measures

Other measurements were unobstruslve and consisted of comments of

trainee counselors regarding their experiences in the course; peer's comments

regarding observat ons of their friends; experiences; and, interviews with

parents of the counselers (see appendix), asking specific questions con-

cerning their children's actions, behavior patterns and verbal expressions.

Each participant was interviewed 3 months after the training program.

The findings indicate progress to the writter by the students and

gives credibility to the observations of the students by the trainer.

The data received from this study will indicate to others, like

school personnel, administrators, boards of directors, and other Interested

persons in the community, the worth of such a program and the great need

for involvement by adults to be supportive of our youth.



CHAPTER V

DISCUSSION

The purpose of this chapter is to give a general overview of

the goals of this pilot study and the degree to which they were achieved.

The evaluation of the program is presented as well as implications for

further research practices and the training of peer counselors.

Purpose of the Training Program

The primary purpose of the study was to probe into counseling

skills that would enable peer counselors to become competent in counsel-

ing. Secondly, to have an understanding of interpersonal interactions

through a structured training program. Behavioral changes in conjunction

with the goals were observed and measured.

Black inner-city high school youth were able, through this train-

ing program, to become effective counselors for their peers. The same

counseling skills that are taught on college campuses to undergraduate

and graduate students were taught to black inner-city high school stu-

dents—these skills were learned and used effectively in (1) the class-

room, (2) individually and in groups, (3) in organized activities, and

(A) through the evaluation processes.

Training Design

The training program was divided into four areas:
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1. Classroom setting — trainer's attitude, a creative and positive

atmosphere, experiential (problems of trainees), the didactic

approach, and modeling.

2. Individual and sub-group counseling —— Individual counseling ses-

sions continued throughout the year, in an office, at individual

homes, and in unspecified and specified areas in the school build-

ing. Each week at a specified area, sub-group counseling was di-

rected and structured to meet the individual group's needs.

3. Activities — planned activities were organized and implemented

by members of the group and/or the trainer on a monthly basis;

house parties, trips to events, and visits to campuses. At the

end of the training period, the trainees developed, organized

and implemented a counseling program for younger children.

4. Evaluation — pre- and post-tests were explained and administered

to the group to test the retainabllity of skills learned.

The training design was positive and effective; therefore, I

would recommend this training design, especially for black inner-city

youth. However, I would zero in on Ivey's Attentive Behavior Skills and

eliminate the use of the other skills and scales during future research.

Instrumentation and Analysis of Data

The instruments used for measurements in this study were:

Carkhuff and Berenson's Scales, Osgood's Semantic Differential Scales,

Ivey's Attentive Behavior Skills, and Jones' Helping Relations Inventory.

Unobstrusive measurements were also used to assess the worth of the train

ing to the peer counselors and their parents.
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A non-parametric test (Mann-Whitney U-Test) for independent

groups was used to determine the statistical significance of changes

over a period of time in the trainees. Measurements were taken before

and immediately after training. Three months after the training and

the developing of a counseling program for young children, tape re-

corded Interviews were held with trainees and one or both parents.

Results

Results of the tests revealed that: (1) overall, there was min-

imal learning for all trainees, (2) a significant difference for mean

scores was found in Ivey's Attentive Behavior Test, and (3) when look-

ing at the individual components of each test, the following showed

significant differences (.05) to exist between the two groups.

Ivey's Eye Contact

Ivey's Physical Attentiveness

Carkhuff's Immediacy

Carkhuff's scales were taught in conjunction with Ivey's Attend-

ing Behavior. The process and outcome as measured through testing gives

one part of the total picture, for minimal learning was experienced by

all. Due to the many complex variables of the trainees, they apparently

(from their everyday experiences) determined that "immediacy was the

most meaningful process needed to become effective in the real-life, day-

to-day functionings.

Ivey's Attending Behavior Skills appeared to be more functional

for the following reasons: (1) a small worded sample, (2) the process

was used daily (in conferences, talking in the halls and in the classroom).
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(3) the need to maneuver others, and to manipulate situations became a

driving challenge, and (4) the desire to have others praise and give

positive comments concerning these skills was very important to the

trainees. Therefore, we have the significant differences (.05) for

the two groups in Ivey's Eye Contact, Ivey's Physical Attentiveness

and Carkhuff's Immediacy.

Because of the apparent need of these black inner-city youth,

Ivey s Attentive Behavior Skills met their immediate needs, thereby,

the significant changes on tests scores; therefore, this writer's con-

clusion is that the other skills and scales were inconsequential. And

so, the writer recommends the exploration of other instruments of mea-

surement along with Ivey's skills in future research.

Unobtrusive measurements revealed that; (1) all the trainees

continuously used the skills obtained in training by coping, analyzing,

evaluating, and regrouping their thinking and actions when faced with

personal problems and negative situations; (2) they continued to coun-

sel each other and some of their other peers; (3) they continued the

contacts with younger children at the agency where the counseling pro-

gram was developed; (4) interviews with parents were positive—pride

in the individual and his accomplishments were expressed, signs of car-

ing were more evident, giving of self and family togetherness were empha-

sized and expressed strongly during these interviews.

Due to the writer's continued belief that "you are what you do,"

unobtrusive measurements were very important measurements. Each

student (counselee) began to feel that they were in charge of themselves.

Although Carkhuff's, Jones', Ivey's, and Osgood's skills and scales were
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used and are important, the unobtrusive measurements were demonstrative,

observed and judged as positive by significant others. One can say what

he feels others want him to say, and buffalo the test if he wants to,

but the demonstration of positive behavior and effective results were

much more important to this writer.

Implications of the Project for Future Research
and Training of Peer Counseling

Peer Counselors

The influence of peers are detected easily by the age of three

and this influence does not hide itself under a carpet as the child be-

comes a teenager. If the evidence is correct, the influence of peers

become greater as the person grows older. The implications are: in

order to counter balance the negative forces of peer groups, the home

must provide effective measures for inner self-control. Peer groups

can be positive or negative, or positive-negative forces in a student's

life.

The implications of the peer group developed in this training

program gave evidences of how effective these peers can be if : (1) giv-

en the opportunity, (2) trained by a positive trainer, (3) presented

with a structured curriculum that is meaningful, (4) are willing to make

a commitment, (5) are supervised with respect, and (6) are expected to

produce and act in a positive way.

We should remember that these were "hard core" students, acting

as "toughies" most of the time, with poor study habits, receiving poor

to fair grades, from broken homes, and operating with poor self-images.



152

The trainee became a trainer during the process and realized

this fact early in the year. This was evident in the positive behavior,

the desire to help oneself as well as others, and the ability to assume

responsibility for his growth, involvement, experiences, and situations,

and the kind of life style he hoped to attain.

The trainees saw Glasser's Reality Therapy as a code to guide

them. They appeared to believe in their own valued Judgments and began

to gain confidence and security.

The implications for trainees who have completed the program are:

1. Trainees will change and assume more responsibility;

2. Trainees need to develop more discrimination skills;

3. Trainees need to become more sensitive to the needs of parents

and other family members;

A. That while he or she is freed due to training and the acquiring

skills, he or she is bonded to responsibility through his aware-

ness ;

5. Peers can be made aware through training;

6. Trainees realized the advantages of making intelligent choices;

7. It is possible, through training, to develop leaders with skills

to help solve problems.

Personal Observations

Teachers

Phillips (1961), Carkhuff and Banks, Carkhuff and Pierce, St. Clair

and Griffin realize, as the researcher does, that effective teaching of

skills are needed by all, and in particular, with inner-city blacks. The
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apparent failure to a large populace of this group is revealed through

dropouts, poor grades, poor self-image, the inability to obtain jobs,

and the desire to continue their education in college or other training

programs

.

The climate and tone of any classroom is set by the teacher. If

this is a true statement, and it is, certain measures are needed to throw

the probability factor a long distance from the classroom so that each

individual is respected, recognized and appreciated for what he brings

to the classroom—his culture, his experiences and his particular indi-

viduality.

Roy Nash of North Wales University College suggests that teach-

ers' attitudes influence not only pupils' academic performance (the well-

known Rosenthal effect), but their friendships as well. This burden of

guilt is handed to the teacher whether he accepts it or not.

The implication here is to question the professionalism of the

persons trained at institutions to help produce worthy, learned students.

(There is a need for a curriculum to teach the teachers the skills needed

when working with inner-city minority students.)

Curriculum and School Structure

The February issue of Guidepost 1974 reports on the Panel on Youth

of the President's Science Advisory Committee, headed by Dr. James Coleman

of John Hopkins University, Baltimore.

Society no longer depends on young people for anything in particular

and has been forced to create for them a succession of contrived

roles and institutions not tightly woven into the community struc-

ture. This has led to greater peer learning and a separate peer

culture.
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The panel advocated several changes in the structure of schools

and in the socialization process since schools are one of the major so-

cialization influences. Due to the powerful influence of the schools,

they are "isolating youths by social, economic and age groups." (Guidepost

1974 )

The implications are:

1. Curriculums are needed and should provide for specific compe-

tencies that are self-centered and other centered. Stressing in

the developing of the curriculums that individuals can make a

difference, in regards to self-image, poverty and the dignity of

man.

2. Zeroing-ln on the great problems of the human condition—environ-

mental problems, criminal justice, drug abuse, racism, legal ser-

vices, welfare rights, day-care facilities, power training, the

elderly, and transportation.

3. Provide courses that encourage independent study.

4. Provide options on grading—pass-fall, word pictures or letter

grades

.

5. Learn to live with new and innovative programs that do not always

deliver as much as we expect, but evaluate and regroup goals be-

fore banishing these programs at a scheduled time.

6. The establishing of smaller schools, teaching in smaller groups,

giving more independence to the student, and having a less rigid

atmosphere.

7. Developing a work-study program for the student so that he could

gain practical experience and training.
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8. The Involvement of the city fathers and other business persons

to lecture, participate in planning (with staff, students, ad-

ministrators, and parents), specific plans for a given program,

stating purposes, goals, implementation, and the schedule of

the program.

Counselors

Research by the Office of Human Development, Department of Health,

Education and Welfare, Carkhuff, Banks, and others have proven that due

to barriers of white counselors and black students, black students do not

relate well to white counselors.

The causes for the distrust and lack of confidence of the blacks

are due to many complex and varied reasons. The beginnings being rooted

in slavery, the forty acres and a mule myth, the mockery of justice, the

trampling of blacks' human rights, the denial of civil liberties—they

are so many and so great, I could go on, but we are all aware!

The probable causes of whites' Inability, many times, to counsel

effectively (even when the strong desire to do so prevails) is hindered

by their culture, established stereotypes, motivation, fear, lack of sym-

pathy, peer pressures, and with some, an ego flight.

It appears that counselors are not effective helpers and so they

need to develop effective counseling skills for interpersonal relations,

problem-solving, program development, and program implementation, espe-

cially when working with minority groups.

Implications for counselors are:

1. The need to break out of our ivory towers of offices and become

involved in the community where we work to teach others these
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particular skills. We should and we need to make a commitment

to people (in particular, the youth) and their problems in a

sincere and objective way.

2. The development of training programs for counselors concerning

blacks and other minorities.

3. Training programs by counselors for teachers should be imple-

mented, using specific classes, utilizing students, setting

short-range goals, and involving the administration of that

particular school.

4. Develop peer counselor training programs.

5. Develop programs after school for youth representing behavior

problems, academic problems or social inadequacies.

6. Develop an exploratory study to delineate the best methods and

procedures needed by parents to support their youth.

7. From the exploratory study, contact parents and help develop

group encounter sessions for some and group meetings for others

to meet on a regular basis (neighbor or black groups) in indi-

vidual homes or at one of the community agencies.

8. Help develop leadership qualities and specify needs of the in-

dividual group , then work to eradicate the negative forces

through guest speakers, films, personal reports, experiences,

etc.

9. Contact community agencies, social clubs, churches, and other

groups to volunteer their services with peer groups by assist-

ing with parties, tutoring, one-to-one counseling, field trips,

and home visits.
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10. Provide the youth with more knowledge concerning what alterna-

tives are available to him.

11. After acquainting the youth with career opportunities, help

him to engage in activities or jobs in this real work.

12. Help the youth to intersperse real world experiences with their

school education.

Parents

The job of a parent is to provide the basic needs of his child.

The needs are varied and complex with most variables being equal and

when we discussed the black inner-city parent, often times there are

many "whammys" connected. These being poor, uneducated, one-parented

,

ghetto-living, poor self-image, many times negative models, and splin-

tered family relationships.

Phrases used by many are: "I can’t do nothing with him,” "What

can I do?,” "Let them do it,” or "I have done the best I can,” or "I

can’t help him; I’ve problems of my own.” These phrases are all nega-

tive.

Although we’ve discussed some negative aspects of the parents,

let us not forget those strong giants that exist in most households.
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Those loving, giving, hard-working parents that establish standards,

values, love of work, and accomplishment through their actions and in

their involvements. Without them, regardless of imagery, modeling

and trainer/counselor self-worth, and awareness, education and the

rest would be an impossible task to accomplish. We cannot, we must not

forget that these persons represent the backbone of society, emphasiz-

ing daily the great desire for their children to press on.

The implications from this study give evidence that: (1) the

students respect structure and the definite setting of goals by their

family and especially the head(s) of the household, (2) the desperate

need for involvement of the parents in more home-related activities,

school participation and the social agencies in the communities, (3) a

positive model—one that acts Instead of tells, and (4) for that model

to listen, believe in and support him as an individual during times of

stress, tension and frustration. Parents need skills to teach their

children to become more effective.
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Trainer

The characteristics needed for an effective trainer continue to

play the most important role in the program, for an ineffective trainer

cannot attain positive results.

Implications for trainers are;

1. With specific training skills and a concentrated effort, stated

goals can be realized.

2. A structured program is an effective vehicle for training stu-

dents .

3. The trainer must make a commitment and be involved on every level

with the individual students participating in the program. Being

a part of the student’s full life (night and day).

4. Being able to accept the whole person as is; this will enable

the trainer to be more acceptable to the trainees.

5. There are at least four major qualities that are needed more than

any others: (a) perserverence, (b) determination, (c) faith in

other human beings, and (d) skills.

6. One must be able to cite a difficulty, place the problem in the

right perspective, discuss (using open-ended questions), evaluate,

and many times, regroup (on the spot).

7. One must constantly break barriers with peers, parents, teachers,

and/or other family members, social agencies, and self.

8. The limits of one’s language means the limits of his world; this

is an important fact when working with youth for without an ac-

quaintance of his (counselee) particular language, the ballgame

is lost.
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9. To remember oneself and help others realize that short and long

range planning is necessary in every individual's life; and

that a part of living is "we win some battles and we lose some

battles"—but we can never give up, for regardless of the cir-

cumstances, we are responsible to ourselvers for ourselves.

Project Evaluation

The results seem to indicate the following:

1. Behavioral changes were made by the black inner-city students;

these changes were recognized by peers, other counselors, admin-

istrators, teachers, and parents.

2. The affirmative need for an affective educational program within

a traditional curriculum.

3. The importance of the small group process in teaching and coun-

seling.

4. The high level of training needed for the helper to be an effec-

tive change agent/positlve force.

5. A structured program with precise goals are attainable when these

goals are explained and a commitment is made by each participant.

6. That positive results can be expected of black inner-city youth

when the course of action is relevant, action-oriented and per-

sonable.

7. The transference of skilled knowledge obtained through structure

can be given freely and openly to others (peers and younger chil-

dren) .

8. That skills obtained in one specific area can be used effective-

ly in other areas.
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9. That the continuous use of these skills enables one to cope

more easily with himself and society on a daily basis.

10. Through the acquisition of counseling skills, a positive self-

image can be established.

Conclusions

From the findings of this study, it appears reasonable to con-

clude :

1. That the use of selected, trained and supervised peer counselors

can provide a practical and productive addition to the guidance

program.

2. That the training program must be organized and that student

counselors require effective training and supervision.

3. That a program such as the one described can provide all stu-

dents in a school system equal opportunity to learn specific

skills that will enable them to become better human beings

.

4. The factual data from this program should help others establish

programs needed to deal with attitudes that result in anti-

social behavior, self-destruction, poor intergroup relations,

and self-concept.

This study also addresses itself to the validity of unobtrusive

measures as a tool for research. For so much that goes on in "treatment"

is mysterious, Intangible and elusive. Therefore, they can be measured

by the trainer or professional. In addition, the trainee is able to

measure the trainer and himself through concrete behavior.
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This training program is for global implementation; however, an

example of implementation for the Springfield, Massachusetts School Sys-

tem is explained in the Appendix.

Summary

It is evident that effective training programs in peer counsel-

ing education are needed, and if they are to be comprehensive, the four

aspects of growth (1) factual knowledge and ideas, (2) social sensitivity,

(3) rational and objective habits of thought, and (4) the social skills

—

constitute an interrelated pattern of growth toward literacy in these

training programs must be implemented.

Education does make a difference. That is, a complete and com-

prehensive education—an education that deals with truths in-composing

all peoples, places and things. The difference being the breaking of

barriers between man and himself, man and his neighbor, and man and his

environment. Education helps man become free—free from racism, ignor-

ance, disease, starvation, greed, and hate. Man is able, through edu-

cation, to discard a low mentality, become strong emotionally, and to

break the chains of being handicapped socially.

This training program was effective due to six essential ingredi-

ents: (1) length of program, (2) making the trainee part of the team;

allowing the person to participate in various functions, (3) providing

opportunities for the trainee to test reality emotionally, (4) a struc-

tured, action-oriented program, (5) presenting a model that the individ-

ual could identify with in a positive way, and (6) the follow-up proce-

dures .
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This training program jelled into a graspable, definable, read-

ily distinguishable form for the students due to their application, rep-

etition and sheer hard work.

As a participant in this program, the writer remembers some ex-

citing facts about teenagers and their experiences changed some of her

thinking example (blacks can be counseled more effectively by blacks)

,

and became more involved in the whole family related process, realizing

that there are a conglomerate of tasks to be performed in order to help

individuals survive—in the home, in the school and in the community.

The initial premise held by the writer still stands; "the buck

stops here," and the writersbeliefa were reinforced by the trainees and

other researchers. The convictions concerning self-worth and responsi-

bility continue to be firm and the realization that these convictions

must be shared with others. This knowledge must become a "link" to help

foster the good life, the open mind, a healthy body, and love for self

and mankind.

There are no simple solutions.

Only intelligent choices.
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I. GENERAL DESCRIPTION

The peer counseling concept Is to try and provide a meaning-
ful and workable alternative to the traditional Guidance Counselor
program or role. The concept advocates the training of inner-city
high school students as peer counselors, so that they will be able
to support, help, relate and/or improve some major aspects of his
peers subculture.

Once in the program, the student will find available many
opportunities to express, promote, actualize and be aware of self,
the family, the community, the world. This program will provide
the opportunity for the student to make responsible, (we hope)
practical decisions that will enable him to apply himself - wholly.

II. PURPOSE

The purpose is to develop better human beings - through
support and reinforcement of their peers. To have peer counselors
make use of their relationships to provide a supplementary arm

to counseling and study programs. To help formulate and list

educational, attidudlnal, and behavioral objectives, and help

person or persons plan a given program designed as a means of

achieving these objectives:

a. ) To provide young people with the opportunity to dis-

cuss areas that disturb them.

b. ) To train students to give aide and assistance as

peer leaders.

c. ) To help students, plan for Improvement and the eva-

luating of self to help determine results.

d. ) To exact commitments from the peer counselor and the

students having each one realize his or her responsibility.

e. ) To aid each student in the understanding that he or

she does have some control over their behavior; and that they can

make changes which will improve their lives.

III. RESEARCH DESIGN

Selective Process

A group of eight students will be selected to act as the

demonstration group and eight in the control group. The criteria for

geieQtion will be a combination of the following

•

The ability to measure, access and evaluate self

Communicate skills Involvement In school and ccmmunity

Levels of self-explanation Active participation



Problpin solving sbllltirs A sense of trust
Airiisftt siii te C</ncern
Tbe ability to measure, access and evaluate others
Patience and perserverance Black youth
Parent and teacher evaluation
Grades and attendance
Sibling rivalry
Peer relationship, male and/or female

The activities of the group will take place once a week on a
regular basis, for one hour, after school; and various other times in
my office, in my home and at pre-arranged gatherings and activities.

One day each week, (Tuesday) will be devoted to group coun-
seling, During these sessions, the emphasis will be put on self and
the necessary ingredients needed to succeed in school, home with
peers, in the cemmunity, etc. We will discuss work habits, study
habits, grades, sex, jobs, human relations in general and boy-girl
relations specifically. Also, part of the time will be used to plan
activitis for other sessions and social functions.

The main area of concentration is the "self", trying to

find out who, what, where and how about themselves. Discussing
the supportive forces needed to attain some degree of success and

inner contentment. Realizing that support is needed from parents

and the community, but placing a great deal of the responsibility

on the daily choices each individual makes, so that the need and

desire for an education is then real and alive with purpose and

meaning

.

The Trainer

The ingredients I have displayed that have caused me to be

effective to seme degree are the same criteria used to select the

students with a few exceptions for the demonstration group. I

rated myself, just as I rated them, realizing that I function (most

of the time) at a high facllitative level. (Carkhuff 1969) being

human I also function at times, at minimally facllitative levels.

Realizing that training in the helping professions may be for better

for worse (Carkhuff 1969) observation by trained personnel declares

that clients of counselors who offer high levels of care, facllitative,

and action-oriented conditions improve while those of counselors who

offer low levels of these conditions deteriorate (Carkhuff 1969)

.

Therefore, I try always to be a high level functioningi person.

Admission

The only criteria needed for participation is desire . If

a student meets the eligibility requirement, he is asked to sign a

request for admissions form, this is Appendix A.



Locations

The teachers' cafeteria will be used after school on Tuesdays
from 2:15 p.m. until 3:15 p.m. or later. The Girls' Club-Family
Center at 100 Acorn Street will be used after school, Monday through
Friday at a later time. The hours and place for counseling will be
displayed in the front hall at the Girls' Club, giving the names of
Peer Counselors and their time for counseling.

Informal Training

I have been training these students in an informal way since
October, 1972. A dimension of my commitment was to expose the students
to an alternative kind of life style. I presented myself as their
helper. Through everyday conversations, small group sessions, on the
spot mini-lectures

, telephone conversations, and Individual conferences,
exposure was realized. We discussed, agreed, and disagreed about
appearances, manners, planning, study habits, positive and negative
outcomes, abilities and strategies for living. Trust is being developed
due to our experiences and togetherness. Time and effort on everyone's

part involved with the group will help to bring about self-disclosure,
openness and flexibility, confidence, commitment, and other more

dynamic personality characteristics (Carkhuff 1969). Many of these

dimensions, especially empathy, respect, genuiness, concreteness, con-

frontation and immediacy have supported the group thus far. An

accumulation of studies offers substantial support for these core,

facllitative and action-oriented dimensions to client and patient

outcomes. (Carkhuff 1969).

To encourage constructive change in others, the following proposi-

tion will be discussed:

Counselors must learn to trust their own experience and feedback

and use this learning in terms of what is effective for them.

Counselors must constitute models for effective living.

What are the human benefits of interpersonal learning?

Why only in understanding the person being helped as well as in

enabling him to understand himself can effective alternative courses

of action and development cause constructive direction

Why is it necessary to group and regroup, if the directed plan used

by the client fails?

Why is it necessary for clients to experience measures of success

when trying to solve problems?

Why should problems be explored and commitments made?

Can there be self-understanding without self-exploration?



Options

One of the basic concepts of peer counseling is to encourage
the development of responsible decision making by students. We
want to utilize the educational, community and business agencies,
facilities and people to Improve the needs of our students. As a
result, the student who elects to participate in the Peer Counseling
Program will be able to avail himself of the options which are listed
be low

:

a. On Campus Options
1. Counseling by Guidance and/or Peers in cafeteria on

Tuesday
2. Tutoring
3. Instructions concerning forms and applications
4. College and work information
5. Rap Sessions
6. Planning activities for the participants.

b. Mobile Unit
1. Counseling by Guidance and/or Peers at Girls Club
2. Tutoring
3. Instructions concerning forms and applications
4. College and work information
5. Planning activities for all participants
6. Rap Sessions

c. Service Project Options
Agency Contact Person (s)

Girls' Club and Family Center Henry Dawson, Director
The Girls' Club is Interested J. Thomas, Personnel

in having students assist in va-
rious capacities on a volunteer basis.

Springfield Day Nursery Mrs. Mary Malarkey,

The Day Nursery is interested Executive Director

in having students work in child

care and nursery school activities Dana Berry, Ed. Dr.

with young children.

Tap ley School
Tutoring and Counseling ele-

mentary students

Stanely Kogut, Principal

Mrs. M. Ella Singleton,

Counselor

Springfield Welfare Department Mr. Thompkins , Dr.

Students could help elderly

or Indigent citizens become cler-

ical aids to social workers.



School Volunteers for Springfield
Working through the School

Volunteers organization, students
may work in the tutoring program,
assist in school libraries, or
develop enrichment, programs for
elementary or junior high school
students

.

Springfield Northern Educational
Service

The major emphasis of this pro-
gram is one-to-one tutoring. Stu-

dents needed in reading and other skills.

Springfield Urban League Mr. Warner Henson,

To assist in office work Executive Director

Winchester Square Library

To aid and assist in the

Children's Library.

Mrs. Diane Asclotl

,

Secretary
Mrs. Donald Newhouse ,

Director

Mrs. Erma Jefferson,
Coord in at or

Mrs. Bettye Webb,

Director



ntatlon

The following are general guidelines for the implementation

the Peer Counseling program:

1.

) Students must apply for admission to the program on

the form provided.

2.

) The Guidance Counselor and Peer leaders will discuss

each applicant and will notify the student of the

first meeting.

3.

) A meeting will be held (at both sites) to describe

the philosophy, procedures, alms, and purposes.

4.

) A brochure will be distributed to each student describing

the general philosophy, aims and purposes. Special

emphasis concerning the commitment of the individual

will be stressed.

5.

) A prepared list of students for each site will be

available and given to the Peer Leaders.

6.

) The Guidance Counselor will serve as the Coordinator

at each site.

7.

) A bulletin board or bulletin board space will be

provided at each site to display information about

peer counseling, its activities, etc.

8.

) All "project options" must be arranged through the

Coordinator

.

9.

) Peer leaders will keep up dated files on students,

this should Include dates of sessions, interest,

problems, project options, etc.
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let, he needs to Involve himself In a warm and personal relationship

with his client.

2nd, he deliberately avoids dwelling on the past.

3rd, he needs to encourage the client to examine and evaluate his

behavior in a rational way and make a judgement that what

he's doing is beneficial.

4th, he should work out, with the client, a new plan of behavior.

•5th, he should commit the client, by a hand shake, a written statement

or a signed contract, to the new plan.

6th, he must avoid punishment - he must accept no excuses on the

part of the client, and if need be, must review and rework the

plan until the client does, in fact, accomplish something

positive.



Application for Admission

To

Peer Counseling Program

Student’s Name Grade ^Home Room

S choo 1

Parent or Guardian’s Name

Address Telephone

For The Student

Ij have read and under-

stood the purposes of the Peer Counseling Program. I hereby apply for

admission to the Peer Counseling Program. I
,

make a personal commitment to myself and those participating in the

program; through my own effects to Improve in the area of,^

Date Student’s Name

Peer Counselor

Margaret B. White

Guidance Counselor



.Ini) Application Pvac-Urp Shppt

(Moat Job application forma aak for Information like thla)
(print or type)

Name

Address

Either yours or one where
you can be reached fast

Telephone

Social Security Number

Education

Name and Address of School Years Attended Graduated

Experience (Places you have worked)

Name and Address of Company Employment Dates Supervisor

Special Skills

Clubs or Societies

Special Interest or Hobbles

References (3)

Nan^e and Address and Phone Number



78 High Street
Springfield, Massachusetts
March 20, 1973

Mr. Rand Smith
Dolltte Company
Hellis, New York

Dear Sir :

Thank you for the Interview. I look forward to hearing

from you, for I am very interested in the position.

Sincerely
,

Mary B. Brown

28 Dull Avenue
Holyoke, Massachusetts
May 10, 1973

Dr. John E. Deady, Superintendent
Springfield School Department
195 State Street
Springfield, Massachusetts

Dear Dr . Deady :

I am requesting an interview for the position of Guidance
Counselor. I will be available after May 12, 1973.

Enclosed is my resume. If there are further questions,
please call 733-6889, after 4 o'clock.

Thanks for your consideration and time.

Sincerely,

Mabel C. Jones.



78 High Street
Springfield, Massachusett
March 20, 1973

Mr. Rand Smith
Dolittle Company
Hollis, New York

Dear Sir

:

Thank you for the interview. I look forward to hearing

from you, for I am very interested in the position.

Sincerely,

Mary B . Brown

28 Dull Avenue
Holyoke, Massachusetts
May 10, 1973

Dr. John E. Deady, Superintendent
Springfield School Department
195 State Street
Springfield, Massachusetts

Dear Dr. Deady:

I am requesting an interview for the position of Guidance
Counselor. I will be available after May 12, 1973.

Enclosed is my resume. If there are further questions,
please call 733-6889, after 4 o'clock.

Thanks for your consideration and time.

Sincerely,

Mabel C. Jones



Girls* Club and Family Center

Technical High School

Schedule

Time Peer Counselor Week of
ion. Tues

.

Wed. Thurs

.

Fri. Sat.

Summary Chart

Name of Student_

Date of Session

Student's Educational Plans

Student's Vocational Plans

Student's Reactions_

Pr oblem Area

Positive Action Needed

Peer Counselor's Signature_
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FACTS TO REMEMBER

Notes, SuggestIons, Ideas ;



Time

Girls' Club and Family Center

Technical High School

Schedule

Mon

.

Tues

.

Wed.
wetfK

Thurs

.

I
Frl. Sat

.

Name of Student

Date of Session

Summary Chart

Student's Educational Plans

Student's Vocational Plans

Student's Reactions

Problem Area

Positive Action Needed

Peer Counselor's Slgnature_
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Implementation

The following are general guidelines for the implementation

of the Peer Counseling program:

1) Students must apply for admission to the program on

the form provided.

2) The Guidance Counselor and Peer leaders will discuss each

applicant and will notify the student of the first meeting.

3) A meeting will be held (at both sites) to describe the

philosophy, procedures, aims, and purposes.

4) A brochure will be distributed to each student describing

the general philosophy, aims and purposes. Special

emphasis concerning the commitment of the individual will

be stressed.

5) A prepared list of students for each site will be available

and given to the Peer Leaders.

6) The Guidance Counselor will serve as the Coordinator at

each site.

7) A bulletin board or bulletin board space will be provided

at each site to display information about peer counseling,

its activities, etc.

8) All "project options" must be arranged through the Coordinator.

9) Peer Leaders will keep up-dated files on students, this

should Include dates of sessions, interest, problems,

project options, etc.
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1st, he needs to involve himself in a warm and personal relationship

with his client.

2nd, he deliberately avoids dwelling on the past.

3rd, he needs to encourage the client to examine and evaluate his

his behavior in a rational way and make a judgement that what

he's doing is beneficial.

4th, he should work out, with the client, a new plan of behavior.

5th, he should commit the client, by a hand shake, a written statement,

or a signed contract, to the new plan.

6th, he must avoid punishment - he must accept no excuses on the

part of the client, and if need be, must review and rework the

plan until the client does, in fact, accomplish something

positive.



Arpl tmt-lon for AfImiBBion

1 ..

Peer Counseling Program

Student’s Name Grade Home Room

School

Parent or Guardian’s Name

Address Telephone

For The Stxident

have read and under-

stood the purposes of the Peer Counseling Program. I hereby apply for

admission to the Peer Counseling Porgram. I, .

make a personal commitment to myself and those participating in the

program; through my own effects to improve in the area of,

Date Student’s Name

Peer Counselor

Margaret B. White

Guidance Counselor



APPENDIX C

MEASURING SCALES



CARKHUFF Counseling Effectiveness Scales

Directions; Circle the number that Natnp

describes your actions
and reactions to your
peers at this time Group

1. Empathy

2. Respect

3. Concreteness

A . Genuieness

5. Confrontation

6. Self-Exploration

Date
1 2 3 4 512 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5



Carkhuff's Scale of

Measurement

Self-Exploration In Interpersonal Processes

A Scale For Measurement

Level 1

The helpee does not discuss personally relevant material,
either because he has no opportunity to do so or because he is
actively evading the discussion even when it is introduced by the
helper

.

Example: The helpee avoids any self-description , self-exploration,
or direct expression of feelings that would lead him to

reveal himself to the helper.

Level 2

The helpee responds with discussion to the introduction of

personally relevant material by the helper but does so in a

mechanical manner and without demonstrating feeling.

Example: The helpee simply discusses the material without

exploring its significance or attempting further

exploration of his feelings in an effort to uncover

related feelings or material.

I,evel 3

The helpee voluntarily introduces discussions or personally

relevant material but does so in a mechanical manner and without

demonstrating emotional feeling.

Example: The emotional remoteness and mechanical manner of the

discussion give it a quality of being rehearsed .

Level A

The helpee voluntarily introduces discussions of

personally relevant material both spontaneity and emotional

proximity.

Example: The voice quality and other characteristics of the

helpee are very much "with" the feelings and

other personal material being verbalized.



I.rv»’l '»

I he helpee actively and spontaneously engages in an Inward
probing to newly discovered feelings or experiences about himself,
and his world.

’

Example: The helpee Is searching to discover new feelings
concerning himself and his world even though at the
moment hae may be doing so perhaps fearfully and
tentatively

.

Helper Self-Exploration: Guidelines for the Helper

1. The helper will find that he Is most effective when
he establishes helpee self- exploration as his immediate goal.

2. The helper will find that he is most effective in
eliciting helpee self- explor ation when he initially attempts to
understand the helpee at the level at which the helpee presents
himself.

3.

The helper will find that he Is most effecltve when
he Initially offers minimally facilitatlve levels of facllitatlve
conditions

.

4. The helper will find that he Is most effective when
he employs the helpee' s self-sustaining level of sel f-exploration
as hie guide for movement to the next stage of helping.

5. The helper will find that he is most effecltve when he

is open to repetition of the cycle of self-exploration both

within and between different content areas.



Measuring Scales

Level 1

The helpee does not discuss personally relevant material,
either because he has no opportunity to do so or because he is
actively evading the discussion even when it is introduced by the
helper

.

Example: The helpee avoids any self-description, self-exp loration
or direct expression of feelings that would lead him
to reveal himself to the helper.

Level 2

The helpee responds with discussion to the introduction
of personally relevant material by the helper but does so in a

mechanical manner and without demonstrating feeling.

Example: The helpee simply discusses the material without
exploring its significance or attempting further
exploration of his feelings in an effort to uncover
feelings or material.

Level 3

The helpee voluntarily introduces discussions of

personally relevant material but does so in a mechanical manner

and without demonstrating emotional feeling.

Example: The emotional remoteness and mechanical manner of

the discussion give it a quality of being rehearsed.

Level A

The helpee voluntarily Introduces discussions of

personal material with both spontaneity and emotional proximity.

Example: The voice quality and other characteristics of the

helpee are very much "with" the feelings and other

personal material being verbalized.

Level 5

The helpee actively and spontaneously engages in an inward

probing to newly discovered feelings or experiences about himself,

and his world.

Example: The helpee is searching to discover new feelings

concerning himself and his world even though at the

moment he may be doing so perhaps fearfully and tentatively.



Thp following "giHflpHnrn" nre "brlper no 1 f-oxplornti on .

"

1. I'hr li»lp«'i will lind lie lit nioMt cirtMMvp wlu-n her

t^ttltilil IttliKtl lu-Jptjf Hf J 1 - t*xp lor« I I on nn 1 i1h ImmedJnlf goal.

2. The helper will find that he is most effective in
eliciting helpee self-exploration when he initially attempts to
understand the helpee at the level at which the helpee presents
himself

.

3.

The helper will find that he is most effective
when he initially offers minimally facilitatlve levels of facilitatlve
conditions

.

4. The helper will find that he is most effective when he

employs the helpee’ s self-sustaining level of self-exploration as

his guide for movement to the next stage of helping.

5. The helper will find that he is most effective when he

is open to a repetition of the cycle of self-exploration both within

and between different content areas.



Specific Functions of the Counselor

He ium-(1h to Involve himself In a warm and personal relationship
wl th hi 8 cl lent

.

He deliberately avoids dwelling on the past.

He needs to encourage the client to examine and evaluate his
behavior in a rational way and make a judgement that what
he’s doing is beneficial.

He should work out, with the client, a new plan of behavior.

He should commit the client, by a hand shake, a written state-
ment or a signed contract, to the new plan.

He must avoid punishment - he must accept no excuses on the

part of the client, and if need be, must review and rework the

plan until the client does, in fact, accomplish something positive.

Glasser (1972)



Tvey’fl Attentive Behavior Skills

Eye Contact 1.

1 2 3 4
~5“

Physical
Attentiveness

2.

1 2 3 4
~5~

Verbal
Attention

3.

1 2 3 4 5

Name

Group

Date



Semantic Differential

Osgood’s (Feeling - Reaction Scale)

How would you rate your over-all feelings about counseling?

Directions: Circle the word on each line that expresses your feelings,
then circle the number that expresses the depth of that
feeling.

Strongly Strongly
in favor against

1 2 3 4 5

1. Just-unjust 1 2 3 4 5

2. Fast-slow 1 2 3 4 5

3. Peaceful-ferocious 1 2 3 4 5

4. Active-passive 1 2 3 4 5

5. Good-bad 1 2 3 4 5

6. Black-white 1 2 3 4 5

7. Nice- awful 1 2 3 4 5

8. Kind- cruel 1 2 3 4 5

9. Valuable-Worthless 1 2 3 4 5

10. Clean-dirty 1 2 3 4 5

11. Soft-hard 1 2 3 4 5

12. Honest-dishonest 1 2 3 4 5

13. Fair-unfair 1 2 3 4 5

14. Delicate-rugged 1 2 3 4 5

15. Beautiful-ugly 1 2 3 4 5

16. Brave-cowardly 1 2 3 4 5

17. Strong-weak 1 2 3 4 5

Name

Gr oup



Facts to Remember

Notes, SuRRestions
, Ideas ;



APPENDIX D

Interviews; Demonstration Group /Parents

My daughter has been helped greatly, she has matured, this
was demonstrated In school and In her personal life. The
program has helped to help her become a more reliable
person. Her knowledge of self and society has been broadened -

s^illty to c couuunlcate , the ability to seek help when
needed and she has been Inspired by her trainer. She believes
that she wants to pursue a career In teaching and later on
In counseling.

//2 This program has helped my daughter a lot. I hope she
will be able to solve her problems - she has Improved
In many different ways, she's more grown up, she's responsible
and I can rely on her. She's been a great help to me.

//3 My daughter enjoyed helping others, her only complaint was
she wanted to participate more. Due to her Involvement In the
program, there was a difference In how she delt with her own

sisters and brothers, her relationship with us Improved. She
Is motivated to the point where she not'? wants to continue her
education and go to college to become a counselor. I

could not have made this statement six months ago, for whenever
we questioned her about what she wanted to do? she didn't really

know what she wanted to do. The strong force has been you Ms.

White, her relationship with you has caused her to want to

emulate you, she wants to be like you. We want our daughter

to continue in this program. It's interesting and helpful.

+ 5 I think the program has been very good for the girls. They

have shown a great deal of Improvement in their manners, school

work and their ways. They became more mature in a lot of ways

and they helped other children - this was beautiful. Because

of the many experiences they are now better able to handle

themselves better. It's been a wonderful program, keep up the

good work.



My daughter took great pride In being a member of the group.
She enjoyed being able to help smaller children. We discussed
Moim- of her cases she now has a better understanding of
others. She grew up doing this program. She was conscientious
about her participation. She is better able to express herself
with us. I want her to continue in the program. During her
months of participation she was exposed to many other things,
she became more aware of herself, her family and the people
around her.

"Due to the program I know my daughter was helped. It encouraged
her mind to be more active. She is the baby of the family and
was spoiled by all of us. She stopped being selfish. (10 brothers
and sisters). She began to take more pride in her appearance,
she loss weight, she helped around the house more, and she
began to take a liking to younger children (before this she
had no patience with small children). I'm proud of my little
girl. She began to mix with other young people, it got her
out of the house, she gained new friends, she grew up. She

never wanted to miss her sessions with the group or with the

younger children,my daughter gained responsibility and we're
proud. She wants to continue next year". Mother's statement.

I want to state that the program that my daughter participated

in during the year was beneficial to all of us. She's become

quite a young lady. We're proud of her and her association

with you (the researcher) and the program. Tliis program has

been quite a success. I hope she continues in the program

during the coming year. Father's statement.

I'm ^mother. I want to state that she has

more confidence in herself. She has always taken good care

of herself, but now she thinks ahead more and she acts more

grown up. Helping others helped her help herself. I hope

for my daughter to continue in this program. It is a good

program for the teenagers and the younger children.



APPENDIX E

AN EXAMPLE OF IMPLEMENTATION

SPRINGFIELD, MASSACHUSETTS

The traditional models (counselors) continue to by pass those

students that appear to need the most help, regardless of the new

rhetoric. Therefore, a peer counseling program appears as one of the

alternatives to help meet the needs of these students. The expansion

of a counseling program using peers to promote positive mental health

should be implemented in the city's high schools is recommended.

First, this idea needs to be presented to the Assistant

Superintendent in charge of Counseling and Psychological Services and

to the Assistant Superintendent In charge of High Schools, enlightening

them to the advantages of such a program. If they are receptive, then,

a meeting with the Director of Title I, the Budget Director, and the

Supervisor in charge of Writing Proposals should meet to determine the

needs and facilities and identify the number of persons that could

take part in the program.

I propose that one counselor interested in promoting this

type of program from each school meet with this trainer at a given

date before the end of the school year. At the proposed meeting, data

will be presented to the group, stressing the benefits of such a

program, making the counselors aware of training they would need

(during the summer months) in a workshop, asking for input as to

dates, place, and time, and making available to them the proposal

as it was presented to the school department.



In one we<!k
, a aecond meeting would be held. A secretary

would be appolnte.d to keep an up to date diary of the entire program,,

definite dates of the workshop would be established and proposed

cites would be suggested.

The writter anticipates with advanced planning, peer counseling

programs would be initiated at the beginning of the school year in

each of the high schools, with a trainer at each cite and this writter

serving as the coordinator.



HELPING RELATIONSHIP INVENTOR

V

IMfiTROCTIOWS—PLEASE READ CAREFULLY

This is not a test in the sense that your answers can be right or wrong. It is a
survey of your feelings concerning the relationship between two persons when one
is attempting to help the other. Imagine yourself as a person to whom another
person has come for personal assistance. Each of the items represents possible
interchanges between you and your "client," who se^ks your help. The "client"
begins the conversation by talking about an aspect of the situation he faces.
Mo further information is available on the case. You will not know at what point
in the conversation the interchange takes place. In short, you are presented
with an isolated statement. This is followed by five possible responses that you
may make. Arrange these responses in the order of your preference , using the
following code:

1 beside the response you would be most apt to favor

2 beside the response next most desirable to you

3 beside the next
4 beside the next, and
5 beside the response that least represents your preference.

The person who responded to this item showed the hi’ghest preference for steaks

and hamburgers and the least preference for salads and vegetables.

Example :

1 . Woman--Age 26

"I'm planning the menu now. What kinds of foods do you like?"

3 a. Pizza and other Italian foods.

1 b. Steaks and hamburgers.

5 c. Salads and vegetables.

2 d. Desserts.
4 e. Spanish cooking.

The war
as long
respons

that you arrange all five in the order of their desirability.



1. Wonan, age 47. Quite tenae.
HR

I really don't knew what to do. Ah,— I really don't know whether togo hack to teaching school. It gets on tny nerves so— I can't hardly stand it.I've got a good salary. Or else make a clean break and really do the thing I'm
interested in. (Sli^t pause.) But that would mean starting in at the bottom
with a very small salary and I wouldn't know whether I could do that or not."

a. Could you tell me a little more about your new field of interest? It
is quite important that we think about this clearly.

b. Well, before you Jump into something new you should be very sure that
really worthwhile and will provide at least the security and

feeling of contribution that teaching brings you.

_____ c. Well, now, possibly 1 can help you with that decision. Probably you
could take some tests which will furnish you with some idea as to
whether you might expect to be successful in the line of your new
interests. And maybe we could explore some of the things which give
you dissatisfaction in your teaching work.

This indecision of yours is an understandable thing and Stems from the
conflict between your uncertainty over the new line of interest and
your mixed feelings of dissatisfaction with the teaching Job yet hesl-
tance to leave the security which it affords.

It *8 really a tough decision, isn't it? Whether to take the risks of
tartlng out in a new field or to stick by the security of the irri-
tating teaching Job.

2. Girl, Age 19.

"1 tell you I hate my father. I hate hlml I hate hirol I hate himl
And there's no reason for it. He is a minister—a good and righteous man. He
has never laid a hand on me, but I have this terrific feeling against him. And
it makes me feel so terrible because— There's no reason for it. It's a sin
to hate your father, especially if yovi don't have any reason for it. I— It

worries me."

b.

c.

d.

« .

Of course you feel guilty about hating him so, especially since you
can't put your finger on what he has done to make you hate him. And

then, too, even though you see only your hatred of him you'll find

that underneath it all you have some love for him and this plays a

part in yotir feelings of guilt.

I guess everyone at some time or another goes through a period when

they hate one or both of their paurents. It's really not at all un-

coimoon. Most people find that they can work out some way of getting

along until things settle down. ,

This is certainly something which you will want to get cleared up.

Happy relationships with parents are too constructive a thing to a

person, not only now at your age, but in the future as well; you

won't want to Jeopardize what it can mean to you.

It worries you that you should hate your father without reason and

yet feel sinful for hating him.

I think we ought to get to the root of that worry. Tell roe about

f3tho.T--a.t1 htai-. I'w «ay he'e» nev*r laid » on yo



3. Man, age 30.

HR 5

-I have the queerest feeling. Whenever anything good happens to meJust can t believe It. I act as though It never happened. And it worries'me. I wanted a date with Myrtle, and I stood around for weeks before I got upenough courage to ask her for a date and she said yes. and I couldn't believeIt. I couldn t believe It so much that I didn't keep the date!"
a

.

You-ve to grow up, fellow, and get a little n»re realletlr aboutwomen. They re human, too, you know, and want dates Just as much asyou do

.

— .... just doesn't seem real when something good t’,appens.

c. You have probably denied to yourself so 'iLrongiv that anything good
could happen to you that when It does it. seem.s unrtvi 1 .

d. I am wondering whether or not these feelings of uortim l i t / .w e asso-
ciated with any particular area of your life. Would you to tell
me more about what you mean when you said, **Whenever an /t h.j . >'pod
happens to me?"

*

Well, I'm not too siore that you should be so worried about it. It
doesn't mean anything in itself, really. I think we'll be .able to
get to the bottom o.f it all right.

4. Man, age 59.

"I couldn't let my son help me now that I'm tlcv,n and out. I've ti'i

that shred of pride left. Because yon see 1 remember when ne was a kid T

didn't turn my hand to help him. 1 tia.tpised around the country. His mothei
died when the kid was born-- And I let the relatives push him around and stuck
him in foster hone-s, and It certainly was like a knife .stuck in me when
we met the other day and he said, *We car make a go of it together, Dad, I‘va

got a little money saved up,' No. No, I won’t let him do It, I will clear out

of here. It'll be hard, but-- 1 haven't done one l.hinq tor Or anyone-

else, for that matter."

a. Have you investigated t.he possibility of an old age pe-!- 'ton? Possj.t'.,v

Boroetbing could be worked out there that wouldn't m-ske '.t necessary

for you to impose on your son or accept help from him.

b. What wa,g youi' avirried life like? Had you and your wife planned for a

child?

c. Your be/iavior in the past makes you unworthy of the help your son wants

to give you now; is that what you mean?

d. Have you thought about what It will mean to your son If you don t ret

him do this thing which he wants to do for you?

e. I see what you m«.*an. You feel that you don't deserve the help he wants

to give because In the past you did nothing to earn it. And yo-ar state

ment that you never Viave done anything for anyone else makes it look as

If It might be a rea l problem to you to accept reaponalblli ty help-

ing others, and to accept help frgm others.



5. Mftn, age 35
\IU 4

-I 'a determined to get ahead. 1 am not afraid of hard work. I am notafraid to take a few hard knocks, if I can §ee my goal out there In front. And
I don t mind climbing over a few people who get in my way. because this means a
lot to me. I can t be satisfied with Just a mediocre job. No, I want to be
somebody .

—

*• You see yoxirself as a deeply ambitious person; is that it?

—— This driving ambition may stem from a need, to attack other people.

c. Vfhat do you suppose is behind this strong determination of yours to get
ahead ?

— possible with your drive that you could be successful in a number
of fields.

_____ e. Strong ambition can be a real asset to any man. You say you don't mind
climbing over those who get in yo\ir way? Couldn't that turn out to do
you more harm than good?

6. Man^ age '21..

"Shall I marry her? Or shall I think of my future? If # is

j

going to think of his future—if he's got ambition an.i driv. o ! ' —he's

I
got to be hard—and forget all; about sentiment. But I do iov». ^ : ly
do. And she's been my inspiration. If we broke off, I don't knc>w.i wlxat I'd do.
I don't know whether I should be able to do a thing, I don't know. On the other
hand, I can't afford advanced study and marriage too. And Marie says if we can't
get married now she isn't willing to wait—I don't know what to do. I love her,

but if she loved me, would she say, 'Now or never.'? That's the thing I can't
answer .

"

a. That is, you can't decide whether to ma.rry and risk your future or

whether to plan for your future and risk losing cue on the pv-vriage

They seem so dependent on each other

.

b. It is not really so much of a problem of indecision between marriage

and vocational plans as it is the deeper problem of whether you should

be dep’^ndent upon your own self approval or dependent upon her approval

of what you do

.

c. I am wondering if you can't have both the carc-ftt -iiv* narriei

you two discussed ways and means of increasing your incuint by extra

work or by her working? Most universities or schools would cooperate

with you. And besides, there just isn't time for expensive entertain-

ment among married students working their own way. There would not be

the demand for social activities that you might expect to find out in

a conanunity.

d. I think you have got bo take into account how Marie will feel if you

go ahead and decide to follow your studies and not get married now.

Ifhat will it do to her? The decision you make ought to take into

account what is best for both of you.

e. I thlnlt you nay have hit on something

she lovee you. Couia you tell me a little more about that? Bon ah

actK toward you and your ideas?
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7. Girl, age 29.

“I'm afraid to be alone. I am. I'm afraid I'll kill myself and
I don't want to, but I get so depressed. T get caught in a terrific clutch of
fear. It's unreal, but it's there, And I get so worked up I could scream. I
want to get outside and I'm afraid to go out in case I run in front of a car
and I'm afraid to stay in. I'm afraid oJ myself. I'm afraid to go to the doctor
and get an examination. I'm afraid he ' U tell me it's cancer. My mother had it.
My grandmother, my aunt. I've lived with it all my life, and it's hell. And
when this first came up— See, I break out in a sweat Just talking about it.
Is there any help?"

a. Aside from your fear, have you experienced any symptoms which lead you
to think you really might have cancer?

b. This terrific fear just never lets you alone.

c. If you have any reason at all to think that you might have cancer, you
really should try to control youcr fear enough to have a medical examina-
tion .

_____ d. Would you like to try this: Whenever you experience one of these fears
call me on the telephone, either here at the office or at home, and talk
it over with me? Talking it over oftentimes helps a person to get a

grip on himself.

e. My guess is that if we trace these fears a Dit we'll find that they are

not as real as you feel them to bti - I think you are punishing yourself

for something about which you feci pretty guilty.

8. Woman, age 30.

"I've lived in this tov''n for ten /e.-irs now, and in the same apartment

for seven years, but I don't know anybody At the office I just can t seem to

make friends. X just freeze up. I tc he nice to the other workers, but I

feel all stiff and uncomfortable insl de. then I tell myself that
^

I don't

care. People aren’t dependable, Everyom: is out for himself. I don't want any

friends. And sometimes I think I .reciMy me.tr that."

a. Well, I'll tell you what you can dc ^ You can join a small social group

at the "y." Quite a few people g> there who have difficulty in making

friends. Most want to start out oy taking ceramics, leather tooling or

some other handicraft. This give-., them something to do as a basis and

permits them to make friends Kl.:w;y and at their own pace. How does

that sound to you?

b.

c.

d.

e

.

osaibly if you could tell me little more about how you go a^ut

ryli^to Lke friends we could get a clearer Idea of what is involved.

t's gone on so long it alii.ost has you convinced—is that what you mean?

aybe your not wanting friends is just to protect you from something

Ise

.

There are a number of thlnne ttet you might do to learn how to make

friends, and the sooner you start ths better.
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9. Man, age 42.

“But can’t you tell me what to do? Can't you make a few suggestions?
I'm willing to do anything but I just don't know which way to turn. I'll work
bard to help myself, if you'll Just tell me whether you think it will help me
or not. And whether you think I can get over this personality problem. If
you'll Just tell me what to do, I'll be so grateful to you."

a. Maybe one of the important parts of your situation is that you don't
have real confidence in yourself. Do you see?

b. Really, it's not so important what you do so long as what you do Is a
product of your own self-dependence. You've got to learn to do the
things which are good and right because you feel they are, not me.

^ „ c. I gather you Just don't feel capable of working this out yourself?

d. Before it would be possible to answer any of your questions satisfac-
torily I'd have to have quite a bit of information about you^, about
your family, your childhood, your work, your relationship with your
wife and so forth.

e. Well, you've really asked for a lot there, all right. I think I can
best answer you in this way: We'll work together talking over these
things that bother you. You'll think of some things and I'll think
of some things that maybe you've missed. And maybe between the two of

us, we'll get to the bottom of all this and figvire out a path for you

to follow that will solve most if not all the problem. I wouldn't
worry too much about it. I think we can be fairly sure of making head-

way .

10. Man, age 35.

“I expect that if I took this Job, with the understanding that I'd be

given the opportunity to prove my value to the firm— And had a chance for pro-

motions— Yes, I believe that's the soundest way to go about it. It s not as

spectacular as I would like to have it. No, I don't really want a spectacv^lar

Job anymore—Just a good solid Job with a future. -Yes. I'll take this Job and

disauBB my plans with the boss quite frankly and honestly. Then my wife and I

can get some feeling of permanence and we can buy a home and really think about

the future here in this city. The kids need an anchor, too. They haven't had

that—but from now on we are all going to have our feet down on solid earth.

a. That's fine. The long way around can be the short way home. I think

you've really got your feet on the ground now for sure. The kind of

thinking you're doing is certainly the most constructlv®

•

b. That sounds good to me. I hope you can sell the boss on it.

c. I'm wondering if you've investigated the promotional policy the

company to see if the path you want to follow is the one most likely

to lead to promotion?

d. Ot course: As you get older you react SK>re to the pressure for security

It nay not be spectacular but I gather the soundness of it Is what

really appeals to you.



11. Man, veteran, age 30.
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-What’s the use of anything? No one plays fair and square with a guy
The fellows who stayed at home got all the plums. They all took advantage of
us while we sweat It out at the front. I hate their guts--every one of them.
They are all double-crossers . And my wife—

"

a

.

You started to say something about your wife?

b. You feel they took advantage of you and it really makes you boll.

c. You get angry when you see people trying to take advantage of you.

d. I understand how you feel about that, but it's going to block you
from getting ahead if you don't try to get away from it.

e

.

You've got lots of company with your anger. It's Justifiable in
so many cases.

12. Man, age 33.

“I tell you I am in one hell of a fixl I'm in love with the swellest
girl on the face of the earth, and she loves me. I'm sure of that. But I'm
not worthy of her. I can't ask her to marry. I've got a criminal record.
She doesn't know about that. But I know it'll come out some day. No. I

couldn't marry and have children. I've got a record that proves to the world
that I'm a first class s. o. b."

a

.

Well, it would certainly be unfair to her to marry and to discover
about your past later. Don't you almost have to tell her about it

nca^?

b

.

You feel afraid to face her with your record because she might turn

you down and you just couldn't stand that.

c

.

Could you tell me a little as to why you're so sure that she

wouldn't be able to accept you if she knew about your past?

d

.

Possibly if you were to have her come in to see me I could talk with

her and lead her to see that your past is your past and does not

necessarily mean that you couldn't have a happy future together.

e

.

You see yourself as unworthy of her beyond all shadow of a doubt.



13. Man, age 27.
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^
conclusion that if l>m not happy In the work I’radoing, then I 11 get another Job. And that’s what it adds up to. I’ve hungon b^use I spent four years in college getting ready to do it. Now I think

happier if I chucked the whole thing and entered this other field-even if it does mean starting at the bottom and working my way up—"

a

.

You feel that you’d be a lot happier
work and start out in a field where
it?

if you could Just escape your
you are more adequate; is that

b. Whether this is the field in which you’ll end up no one can say, but
it seems to me quite sound that you are counting more on yourself.

c. Have you thought of the possibility of working out a combination
line? It seems a shame to Just toss out all you’ve lined up so far.

d. You’ve decided that you’d do better to change.

e. How much study have you giver* rie".*; -iitld?

14. Girl, age 23 (physical handicap).

“I can’t do any of the things my sister does. I can’t dance or go
riding or date the boys. I’m a— I look at Charlene, and I wish I was her.
You know the feeling I get deep inside me. I want to be able to have
pretty clothes like hers and to go out and have a good time. It makes me sick
inside me. But she can’t help it. She was born that way. And I can’t help
it because I was born this way— And I get this feeling. I love my sister.
Really I do-- But I Just c. led and cried— until I was sick. I want the
things other girls have., I can't help it. I'n- only noman. I know it’s a sin
to feel as 1 dc. But she has everything and i have nothing."

a. I’m wondering, since you aren’t going to be able to engage in physical
activities as your sister does, I’m wondering if there aren’t some
other sources of activities which might be satisfying.

b. I can appreciate why you’d envy her so, but since you can't compete

with her it’s not much use in using up your energies with envy.

You’ve got to bucklr:; and bviiu a world that satisfies you.

c. In other words, you feel envious of your sister because you can’t

compete with her and you feel guilty about yoxir envy because you

love your sister too.

dv I d like to get a better idea of Just how you react to her directly

and how she reacts to you in some of these situations.

e . You say in one breath that you envy your sister . You say next that

you love her. Now couldn’t your feelings of guilt be due to these

conflicting feelings?
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15 . Man , age 27

.

"I got out of the Navy last month and 1 thought, 'Now what?' I
looked for a job, and right there I ran into a snag. I couldn't make up my
mind what to do. I thought I ought to go back to school and finish up and I
thought I'd be happier if I signed up for more Navy, and then I looked for a
job and nothing stood out as a clear choice. Everything looked good and every-
thing looked bad, and I felt— Well, what the hell? Am I going nuts? Am I
always going to be so messed up inside of me that I won't be able to move in
any direction?"

a

.

You're wondering just what’s at the bottom'of it all.

b. Let's go ahead and discuss some of the things--why don't you want
them and why do you want them—maybe we can find a clue that will
point out the answer

.

c

.

I think your criticism of yourself is a little harsh. Thousands
of G. I.'s have felt the way you do.

d. No, I don't think you need to remain messed up or really that you're
messed up now. You're confused, yes, but if you set your mind to it,

you’ll overcome your confusion and move ahead in a more natural
manner .

e

.

You're confused, and alarmed with your confusion. This is to be

expected when you suddenly find yourself facing the necessity for

making decisions after a long period of having even minor decisions

made for you.

16. Man, age 35.

"I know I could make a success of that business. All a person needs

is a little overall vision, some common sense, and the courage to try it. I've

got that. So-- If I could just get ahold of the cash— I’d sure take the

plunge .

"

a

.

If you’d chink It wise I roulu give you the name of an investment

counselor who'd be glad to go over the proposition with you and

possibly give you some good leads on how to seek financial support.

b. That's finel One must feel sure of himself if he expects to make a

go of something. To go into something hesitantly can really make it

get all mixed up. You're on the right track and I wish you success.

c

.

If you could get the cash to start, you feel sure you could make a

go of it

.

d

,

YOU feel sure you could be successful because you now see what is

involved in r.Wkki,ng the tViing go. vn.en you see things clearly

assurance follows.

e ,. Have you figured out what the risks are as yet?
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17. Girl, age 18.

Oh, I couldn't work through my problem without help. You ask me
questions and tell me— Because I wouldn't be able to— Honestly— I

haven't got any Idea how to go about It. I don't want to— It's like down
at the office, I can't go ahead on my own. I just can't. I want to be told.
Then It's not my fault If things go wrong— And they could go wrong

—

Because I don't know how things should be done, I feel so helpless."

a

.

You say It's not your fault If things go wrong even after you've
been told what to do. Can you tell roe wh&t you mean there?

b. You feel that you just aren't capable of doing things unaided.

c

.

We'll need to work on building up your self-confidence.

d. Well, I could suggest some of the things you might talk about here
in ovir interview and some of the things you might think about between
Interviews. I might also suggest some things for you to do about
your office work that ought to make it a little easier for you.

e

.

You feel dependent Upon someone else for nearly everything you do,

don't you? And it probably makes you panicky when people throw

you on your own, too. But when people tell you what to do you don't

have to assume the real responsibility and hence it's not your fault

If things go wrong. They just didn't tell you enough.

18. Man, age 46.

"Well, this new man came Into the company. He's a big shot. Has

all the answers. Thinks he's going places. But, by God, he doesn't know

George P. Qulpenque I I'll get ahead of him' If I have a stroke trying.

a

.

You feel that you must be out In front. That It Is really important

to you to be the better man.

b. It's a fine thing to try to get ahead but do you think that by

starting out with such an attitude toward him you're going at it

right?

c

.

. And that will probably take a lot of careful planning and thinking.

You'll want to go carefully.

d,. You feel like this man is trying to get ahead of you.

e <, Why is it so Important to you to want to get ahead of this man?
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19. Woman, age 30.

It B not that I don't want to do soinethtnq about it, T. lust-- Well--
I know what I ought to do, but for some reason or other I Just—can't do ’i

thing."

a. Maybe if we talked over what you've thought of doing we could figure
out what is best to do. It's possible that the answer is something
new

.

b. Let's try to get at what's behind this blocking. Tell me more about

c. Behind this blocked feeling you're experiencing is a conflict in your
desires t you want to and you don't want to.

d. You're blocked by something and you don't know what it is, is that
what you're saying?

e. Are you sure you know what you ought to do? It seems to me that if you
J^o^lly had a clear idea of what you ought to do you'd be able to go
ahead

.

20. Man, age 60.

"I've get it all figured out. There's nothing for me to live for
any more. My wife's dead. My kids don't need me. I'm too old to get a Job.
Just the fifth wheel on a wagon. And I'm tired of it all. I'm going to end it

?3J.
.

put a bullet', i.hrough my brain. And rest in peace."

a. You feel there's nothing left in life for you,-

b. When things add up for a person like they've added up for you it

really does make it tough to face. And sometimes there doesn't
seem to Ise a way out. Yet— I think that we may be able to find a

way out

.

How long have you felt this way, may I aski

Escaping is one way, all right. But have you thought of what it would

mean to your children to have you commit suicide?

It seems to roe that you are looking- for a way to escape an otherwise

intolerable situation.



HP 12

21. Woman, age 43.

I ve decided that this is not going to help me. All it does is make
me realize what I. have to do, and I'm sick of taking responsibility. I don't
think I'll come back any more."

a

.

Of course it has to be your decision. I can't force you to come. But
you certainly aren't going to settle anything by backing away from it.

b. This has been too painful to you and now you want to escape the situa-
tion which produces the pain.

c

.

It just doesn't seem to fill the bill for you.

d. I'd like to know what your thinking has been in coming to this
decision

.

e

.

Sometimes taking responsibility can be a pretty demanding thing.
Possibly if you decided to continue coming we could reach a point
where you enjoyed responsibility.

22. Man, age 41.

"I've been married foxir times and each time I've thought, 'Boy, this
is the real thing 1' But none of them has ever been like this girl. She's
the most beautiful girl you ever saw, and dance I And she dresses like a million

dollars. She's out of this worldi"

a

.

You're reallv enthusiastic about her.

b. How does she compare with your other wives? How did you feel about

them before you married?

c

.

If she's anything like you seem to feel she is, she must be quite a

catch. Maybe this time you'll stick.

d. You may be making the same mistake again.*

e

.

You're looking for some sort of ideal woman, and the only way you

can identify her is through her physical appearance.

/



23. Man, age 29.
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I keep remembering how I walked out on Mary and the two kids. Fiveyears ago— The law never caught up with me. I thought I was pretty smart.
But now God, was I a heel I I don’t see how I could do it. And I'm soashamed I can't look people in the eye. Now I can't find her—not a trace.Her relatives won't tell roe where she is. I tell you. I'll never have anyself respect. Never! And I— i don't know what to do—or how I can even
try to rectify my big mistake. I don't know— '."

a

.

There are a number of things you might do to try to find her . You
could list her as a missing person and get police help. You could
get a private detective agency to handle it for you. You might even
be able to get a court order that would force the relatives to give
her address.

b. When did you decide that you wanted her back? Tell me about the
circumstances

.

c. The hopelessness there seems pretty clearly connected with the
feeling of guilt.

d. Are you at all sure that you should try to go back to her? If you
left her once maybe you'd do it again. Possibly you just didn't get
along at all well and yc\: were forced to leave her.

e . As you see it then, your behavior is just plain unforgivable.

24. Man, age 39,

“There is no other way to handle this than to destroy them completely.
Remember this man was supposed to be my best friend, and he took my wife away
from me. And after the divorce he married her. And then he pushed me out of
the business. But I've got the evidence to ruin him. I could clean hira out,

and put him behind bars for the rest of his life. (Laughs bitterly.) Wouldn’t
that be something? My ex-wife married to something kept behind bars and not

a dime left to live on?"

a

.

Your desire to destroy them seems to me to be largely a desire for

revenge. It may have grown out of the rejection and denial you

experienced from both of them.

b. Wanting to get even is understandable but don't you think that is

going pretty far? I certainly wouldn't do anything I'd regret

later ,

c

.

You want them to suffer at your hand Just as they made you suffer at

theirs

.

d. After all that I can see where it would be really satisfying to see

them suffer .

e

.

Has anyone else ever crossed you like that: in business, among your

friends, when you were a kid in school?
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