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ABSTRACT 

Problem 

According to many authorities in the field of education, there is 

a general expression of a need for elementary school counseling. However, 

there is ample evidence to question whether counseling, as it has been 

practiced, is of any value. This study investigated whether an elemen

tary school counselor, utilizing an Adlerian model of counseling in work

ing with parents, teachers and children, could facilitate positive 

behavior change in third grade children. 

Procedures 

Three groups, experimental, control and placebo, were compared 

before and after counseling on an individual and group basis. These 

three groups were selected from three different elementary schools of com

parable socio-economic background by the principals of the cooperating 

schools. The author counseled and consulted with the children of the 

experimental groups and their parents and teachers. He met once a week 

with the students in the placebo group, but no counseling took place. 

The children in the control group were not aware that they were part of 

a study, and the teacher of the control group children was unaware of 

which children were included in the group. 

In counseling and consulting with the children of the experimental 

groups and their teachers and parents, the author helped all three experi

mental groups understand the purposefulness of the childrens1 maladaptive 
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behavior. Along with this, specific recommendations for dealing with 

this behavior were given. 

Findings 

On an individual and a group comparison of pre- and post-

counseling rating scales completed by teachers and parents, the results 

were positively significant at the .05 level. Individually, all children 

in the experimental group improved according to the ratings of their par

ents, and only two did not make significant positive improvement as rated 

by their teachers. Rated by teachers and parents on individual and group 

comparisons, the children in the placebo and control groups remained ap

proximately the same or got decidedly worse. 

Recommendations 

Based on findings of this study, it was recommended that 

counselor, parent, and teacher-educators explore the possibility of im

plementing the Adlerian model. Counselor educators may need to re

evaluate and re-interpret the role and function of the elementary school 

counselor. 

More investigation is needed to substantiate the reliability of 

this study. For future studies there might be the possibility of the 

counselor consulting and counseling with only one of the three groups 

worked with in this study—that is, parent, teacher, or children. It 

was further recommended that some extensive research be done in evaluating 

the effectiveness of the use of class discussion in implementing positive 

behavior change in elementary school age children. 



CHAPTER I 

INTRODUCTION 

The generation gap, increases in Juvenile delinquency, higher 

drop out rates, and vastly more young people in mental institutions are 

problems indicative of serious defects in our system of rearing and 

educating our young. According to many leading authors in the field of 

education, elementary school counseling may be a way of changing this 

discouraging trend to the advantage of everyone. There have been some 

attempts to measure the effectiveness of elementary school counseling, 

but the results of these studies have not been significant. 

The study reported here was an attempt to evaluate a specific 

model of elementary counseling as proposed by Dreikurs, Christensen, 

Dinkmeyer and others and commonly referred to as the Adlerian model. 

Recent surveys by the National Institute of Mental Health indi

cate that the increase in mental illness of young people is a severe na

tional problem. Projections for the future are even more discouraging. 

Bloom's (1961+) studies give more weight to the hypothesis that working 

with children at younger ages may offer solutions to some of the problems. 

He found that the first five to seven years of a child's life are signifi

cant years for the major beginning of most characteristics such as intelli

gence, attitude, values, interests and personality. 

Anna Meeks, James Conant, Seymour Wolfbein and others all comment 

in varying ways on the need for an effective elementary school counseling 



program. Although there is a great deal of evidence of professional 

opinion indicating the need for elementary school counseling, there are 

many studies that question its effectiveness or worth (see Chapter II). 

Need for the Study 

Many authorities in education suggest that elementary school 

counseling could help alleviate the problems of mental health, delin

quency and school drop outs, however, the results of many attempts to 

successfully apply various theoretical approaches at the elementary 

school level have been less than significant. Therefore, further research 

is essential to test the possibility that some other theoretical model, 

such as the Adlerian, might generate significant results. 

The Adlerian viewpoint maintains that behavior changes in child

ren can be most effectively brought about through the significant adults 

in the child's life. Further, adult behavior toward children is the pro

duct of their perceptions of the child and the situation. It is of little 

consequence whether or not the adults are "objective" in their perceptions 

of the children with whom they deal, inasmuch as adult perception (there

fore behavior) correct or incorrect, influences the child's behavior in 

the direction of the adult expectations. Therefore this study focused on 

the significant adults in the child's life at home and at school. 

Statement of Problem 

The problem was to test the efficacy of the Adlerian theoretical 

model in facilitating behavior change in elementary school children. 
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Hypotheses Tested 

1. The children in the experimental groups would show greater positive 

or constructive behavior change than the children in the control 

and placebo groups as observed and reported by the parents. 

2. The students in the experimental groups would shovr greater positive 

or constructive behavior change than would students in the control 

and placebo groups as observed and reported by the teachers. 

Assumptions 

1. Adult perceptions of children influence adult behavior toward child

ren which in turn influences the child's behavior. Therefore, 

behavior changes by children could most effectively be brought about 

by changing the adult perception of, and behavior toward, the child. 

2. It was assumed that parents, teachers and principals were reliable 

observers of the child or student's behavior. 

Definition of Terms 

For the purposes of this study the following definitions of terms 

were used: 

1. Adlerian premises: the methods employed in this study were 
based upon the philosophical and psychological model developed 
by Alfred Adler. The basic premises of this approach are: 
that man is a social being, that man must be looked at from a 
holistic point of view, and that behavior is purposeful. 

2. Elementary school counseling: counseling that takes place with 
students, teachers, or parents of children in grades one through 
six. 

3. Democratic setting: a setting where mutual respect, respon
sibility and ordered structure are characteristic. 

H. Perception: the way the person sees things or interprets 
them, not necessarily the way they actually are. 
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5. Useful, useless behavior; Adler employed the term useful to 
denote behavior which was positive or adaptive and useless 
as behavior which was negative or maladaptive. 

6. Family constellation: refers to the total family and the 
position and role each person plays in the family. As the 
person sees himself in the family, so will he probably see 

himself later in life. 

7. Goals of misbehavior: for purposes of this study the author 
used Dreikurs* (196U) definition of the four goals of child
ren's misbehavior, which are: attention getting, power, 
revenge, and assumed disability, and are considered to be 
compensatory goals employed as the child is discouraged from 
appropriate social interaction. 

8. Family counseling: counseling with the total family. It 
consists of working with the parents, interviewing the child
ren to confirm hypotheses, and counseling with the parents 
again in order to make recommendations. 

9. Cognitive concept: a learned concept. Behavior is learned 
and is not dependent so much on heredity or environment, 
but on how the individual perceives life. 

10. Placebo or Hawthorne Effect Group: in this study, a group 
of children, who were provided a "counselor" and time, but 
for whom no real services were provided. Parents and 
teachers were told the children were a part of the study. 

11. Family in focus: this is the family that is counseled before 
a group of parents and teachers. The problems in this fami
ly's home may not be any more extreme than in other homes, 
but they volunteer to present their situation so that they 
might help other parents and teachers learn new ways of 
dealing with conflict. 

Summary 

In this chapter the author briefly presented information which 

reflected the need for elementary school counseling as reported by au

thorities in the fields of education, counseling and mental health. How

ever the point was also raised concerning the relatively few studies 

which demonstrate that counseling at the elementary school is effective. 

Therefore, the problem to be studied was stated as the need to test the 



efficacy of the Adlerian theoretical model for elementary school coun

seling in facilitating behavior change in elementary'school children. 

The assumptions underlying the study were presented as were the 

hypotheses to be tested. Definitions of terms used in the study were 

also included. 



CHAPTER II 

REVIEW OF TEE LITERATURE 

In this chapter the author will review two areas of the litera

ture: the need for working with the problems through elementary school 

counseling and the experimental research in the counseling and guidance 

field at the elementary school level. The author found a great deal of 

literature dealing with the possible need for elementary school counsel

ing, but found literature dealing with experimental research in the coun

seling and guidance area very limited. The first section then will deal 

with the need for elementary school counseling. In the second section, 

the author will review studies which are categorized under four specific 

orientations to counseling: the Rogerian approach, the Global approach, 

the behavioral approach and the Adlerian approach. 

Literature Dealing with the Need for the Study 

There has been a great deal of writing in recent years concerning 

the need for elementary school counseling. As juvenile delinquency and 

school drop out rates have increased, more and more is being written con

cerning the need for action. The current theme of many professional jour

nal articles and books is that the problems we are having with high school 

students could have been more effectively recognized and dealt with in the 

elementary school. 

The National Institute of Mental Health has assembled much infor

mation which indicates that the increase in mental illness of young people 
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Is a severe national problem. Recent surveys by the N. I. M. H. (19^5) 

Office of Biometry reveal that during 19^3 about 4,000 Americans under 

fifteen years of age and 27,000 between fifteen and twenty-four years of 

age were admitted to mental hospitals. Both first admission rates and 

resident population rates have increased at an accelerated pace during 

the last decade. This cannot be attributed to the general increase in 

population. Boys, ten to fourteen years old in the general population, 

have increased two-fold since 1950, but the increase of this same group 

in the mental hospital population has been six-fold. In contrast, the 

general mental patient population (all ages) was declining. The antici- . 

pated projections for the decade of 1963 to 1973 are even more disheart

ening. These projected figures show that in the age group of ten to 

fourteen years we can expect an increase of fifteen percent. The propor

tion of ten to fourteen year olds in mental hospitals will increase by 

116 percent. 

In the same study by the National Institute of Mental Health, it 

was estimated that ten percent of the nation's seventy million school aged 

children suffer from some form of emotional disturbance. This figure 

reduces to an average of approximately three children in every elementary 

school classroom. Nearly one and a half million of these children need 

psychiatric care and less than 500,000 are getting it. Millions more need 

help with emotional problems but are receiving no assistance. 

Other statistics offered in this study by the N. I. M. H. show 

that 500,000 children are brought before the courts each year for juvenile 

delinquency. Many of these children are suffering from emotional disorders. 

While the number of children in the ten-to-seventeen age group increases 



by about three percent per year, the number of delinquent cases in this 

age group is increasing ten percent annually. The suicide rate of young

sters aged five to nineteen has doubled in the last ten years. 

Although this study by the N. X. M. H. was done in 19&5, Rogers 

found many of the same tendencies in 19^2. In this study, Rogers (19^2) 

attempted to determine what proportion of Columbus, Ohio school children 

were showing evidences of poor mental health. He made the following ob

servations: (l) one child out of four had serious reading problems; 

(2) one out of six was maladjusted according to personality tests; (3) 

twelve percent of the children studied showed evidence of poor mental 

health; and (H) another thirty percent showed a moderate degree of poor 

adjustment. 

In another study done in Santa Barbara, California, Clancy and 

Smitter (1953) found that teacher referrals of children for clinical ser

vices showed that approximately eleven percent of the school population 

was emotionally disturbed. 

The extent to which the early years of a child's life are impor

tant to the personality, attitudes and intelligence of each child was 

studied extensively by Bloom (I96U). In this study Bloom found that the 

first five to seven years of a child's life are the significant years for 

the major beginning of most characteristics, such as intelligence, atti

tudes, values, interests and personality. Bloom found that certain types 

of interaction between the child and significant adults are more likely 

to lead to the development of desired characteristics in children. He 

suggests that more desirable child rearing methods must be implemented 

during the second half of the twentieth century. 
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Bloom's findings concerning attitudes, values, personality, inter

ests, and intelligence are confirmed to a great extent in a study carried 

out be Glueck and Glueck (1959)* They stated, "In a sample of five hun

dred persistent delinquents from underprivileged areas of Boston, the 

average age at onset of maladaptive behavior took place a little after 

eight years old, while almost half the group showed clear signs of anti-

sociability at seven years or younger and nine-tenths at ten years or 

younger (p. llH)." 

At the local level in a large city the problem seems to be even 

more critical. The need for a counseling program at the elementary 

school level is further substantiated by Strank (1969): 

The Bureau of Child Study in Chicago found over 1,500 child
ren who have psychiatric problems severe enough to require pro
fessional treatment. But this is five times as many children as 
all the psychiatric clinics and institutions in the Chicago area 
can accept in any one year. This gap between disturbed child
ren's needs and the resources available to meet them is monumental 
not only in the Chicago area but throughout the nation—and it is 
growing daily (p. 5U). 

Behavior problems in the classroom, mental illness, and juvenile 

delinquency oftentimes are a part of the school drop-out problem. The 

concern in the United States at this time with the drop-out problem has 

grown as we see greater numbers of students quit school for other than 

financial problems. These drop-outs occur from the kindergarten level to 

the senior almost completing his bachelor degree in college. 

A report of the Conference on Unemployed, Out-of-School Youth in 

Urban Areas (National Committee for Children and Youth, 1961) stated: 

During the I960's the Department of Labor estimates some 
7.5 million youngsters will drop out before high school grad
uation. About 2.5 million will not go beyond the eighth grade; 
two out of three will go no further than the tenth grade. Most 
drop-outs come from lower income families. A high proportion 
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are classified as 'slow learners', though many may have higher 
intelligence than their I. Q. tests indicate and simply lack 
incentive to perform better. Most drop-outs are weak in reading 
and arithmetic and are likely to have a consistent record of 
subject or grade failure starting in elementary school (p. 15). 

Similar statistics are related by Bridgman (1961) when he spoke 

about the duration of formal education for high ability youth: 

Recent events have put the spotlight on national waste in 
manpower due to drop-outs of gifted students from high school 
and college. One authority has concluded that almost all of 
recent male high school graduates and almost one half of the 
females in the upper thirty percent intelligent bracket did not 
enter college on a full time basis. Reasons other than finan
cial were given by one-half to two-thirds of the males of this 
select group, and by two-thirds of the females (p. ll). 

There are many studies which indicate that there is a great need 

for some extensive work with children at younger ages. In light of the 

depressing projections of increasing problems with youth, many authorities 

have expressed the opinion that elementary school counseling has great 

promise of attacking the source of the problem. A leading critic of edu

cation, author James Conant, has expressed in his book, The American High 

School Today, that in a satisfactory school system counseling should start 

in the elementary school and follow closely the developing strengths as 

well as the problems the student experiences. 

There is a feeling related by other authors that the problems 

that we are having with the high school students could have been recog

nized and dealt with in the elementary school to the advantage of all 

concerned. As Sievers (1963) stated: 

Most counselors agree that all children could benefit from 
guidance during the elementary grades in school. Guidance for 
the gifted adolescent often comes too late to change his study 
habits or his educational plans; and early recognition of and 
help for children with physical, social and emotional difficul
ties might prevent delinquency, early drop-outs from school, and 
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later unemployment as teenagers. Children of average ability 
can also benefit from an effective elementary school guidance 
program (p. v). 

Once again in expressing the need for elementary school counsel

ing as a suggested deterrent to the drop-out rates in high school, Wolf-

bein (1959) concluded: 

Problems which finally result in a drop-out begin, and are 
quite overt, way back in the elementary grades. In fact, it is 
quite early in grade school that many potential drop-outs begin 
to fall behind in their scholastic achievements and this results 
in . . . retardation . . . These results suggest that perhaps 
some of our occupational education and guidance might begin 
much sooner than it does now (p. 103). 

The need for correction of maladjustment at an earlier age is 

acceptable to many. Anna Meeks (19^2) goes further in her description 

of what elementary counseling could be: 

More significant than the recognition of the usefulness of 
guidance in the correction of maladjustment has been the accept
ance of guidance as an integral part of the whole educational 
program. Guidance is now regarded as much more than a privilege 
accorded the maladjusted; it is also needed by other children 
and requires programs that have as their major objective help
ing all children to be at ease with themselves and with others 
(p. 31). 

Rogers' conclusion about mental health in the elementary school 

as a result of his study in 19^2 is summed up in the following statement: 

"It becomes clear that a suitable program of mental health in the schools 

cannot be something extraneous to the educational structure, but must be 

an integral part of administrative and classroom policies and procedures 

if it is to be effective (p. 22)." 

A number of mental health surveys of school age children have 

been done in school districts. Some of the findings of these surveys 

done by the National Institute of Mental Health and the Health, Education 

and Welfare Department have already been mentioned. 



From these findings and others like them, Smith (1967) believed 

that: 

When professional and understanding help is not available, 
unheeded problems lead to our school drop-outs, underachievers, 
slow learners, our physically and intellectually handicapped and 
emotionally and socially disturbed children. These problems, 
however, are identifiable as early as the primary grades (p. 10). 

Barclay (l966), commenting on the importance of elementary school 

counseling, said, "Children tend to develop a behavior repertory related 

to social learning which remains relatively constant and impervious to 

change without some kind of behavior intervention (p. 1070)." 

Despite studies which provide substantial evidence for the need 

of earlier diagnosis and treatment of emotional problems in elementary 

schools and despite the beliefs of noted leaders in the field of educa

tion, the services offered are definitely not adequate or are, in fact, 

non-existent. 

As an example, the N. I. M. H. in its study in 1965 found that: 

There are not enough out-patient clinic services available to 
children. Of the nation's approximately 1,800 mental health clin
ics, somewhat less than one-fourth are child guidance clinics; 
moreover, only thirty-two percent of the 300,000 patients under 
eighteen years seen at out-patient clinics in 19^3 were treated. 
A large proportion of all counties in the United States are with
out mental health clinics altogether, and most of these lack agen
cies that substitute in some measure for such services (p. 17). 

In this same study it was found that throughout the United States, 

despite the lack of services provided by local and state agencies, only 

ten percent of the nation's school systems have any kind of programs to 

aid children with mental handicaps—and most of these concentrate on 

mental retardation, not emotional disturbance. 

The Department of Health, Education and Welfare (1965) realized 

similar findings. "Recent statistics show that there are only 21,152 . 
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guidance personnel in the U. S. to serve some 81,910 elementary schools 

and some 25>350 high schools (p. 33)-" 

Although there is a great deal of evidence vhich supports the 

idea of counseling and guidance in elementary schools, there are also 

many studies that question its effectiveness or worth. 

Literature Dealing with Experimental Research 
in Elementary School Counseling 

The Rogerian Approach 

The typical Rogerian model utilizes a permissive, non-directive 

approach to counseling in which understanding of self is brought about by. 

the reflective techniques. Since the authors did not define specifically 

the counseling objectives of the studies nor define specifically the term 

counseling, it was assumed that the non-directive model implied was fol

lowed in a traditional rather than a modified manner. 

Typical of these studies employing a Rogerian model was a study 

done by Winkler, Teigland, Munger and Kranzler (1965). In this study the 

counselors randomly assigned 121 fourth graders to one of five groups: 

individual counseling, group counseling, reading instruction, a Hawthorne 

effect group (in which the children were given special attention by call

ing them from their classrooms and playing recordings) and a control 

group. At the end of the treatment period, there were no significant 

differences among the groups on any of twenty outcome measures. Kranzler 

(1968), sighting unpublished material, described a follow-up utilizing a 

sociometric measure which was conducted one year later, at which time 

there were still no significant differences reported. 

Kranzler (1968) sighted another unpublished study which utilized 

a large number of subjects and five trained elementary school counselors. 
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At the termination of treatments, there were again no significant differ

ences between counseled and control groups on any criterion measured. 

Munger, Winkler, Teigland and Kranzler (I96H), using a client-

centered approach, did a study involving fourth grade underachievers and 

found no differences between their counseled and non-counseled subjects 

regarding change in sociometric status. 

Biasco (1965) attempted to check the hypothesis that gain in so

ciometric status was best influenced by group counseling. Biasco random

ly assigned subjects of low sociometric status to four groups: individual 

counseling, group counseling, teacher consultation (in which the counse

lors consulted with the teachers rather than working directly with the 

children) and a control group. The two counselors employed in the study 

were trained, experienced full-time elementary school counselors who ad

ministered the treatments in the schools that employed them. Criterion 

measures included two measures of sociometric status and a measure of 

anxiety. There were no significant differences among the groups after 

treatment. 

Mayer, Kranzler and Matthes (1966), in an attempt to explain 

results of some studies mentioned above, assumed that there are multiple 

causes of behavior, and therefore, in the absence of ability to make ade

quate differential diagnoses, multiple treatments may be necessary. They 

then randomly assigned fifth and sixth graders of low sociometric status 

to three groups: counseling, in which subjects received both group and 

individual counseling; teacher consultation, in which the counselor acted 

as a consultant to the teacherj and control. Five trained elementary 

school counselors administered the treatments. Gain in sociometric 



status, along with three other criterion measures, was used for evaluation. 

There were no significant differences among the groups. 

In a study reported by Oldridge (196U), only teacher referrals to 

counselors from kindergarten through grade eight were selected as sub

jects. Oldridge reported that classmates of the subjects selected re

sponded to a "guess who" sociometric instrument, and he found that control 

groups improved more than the subjects who received individual or group 

counseling. 

As mentioned earlier, Mayer et al. (1966) attempted to explain 

the results of these studies by assuming there are multiple causes of 

behavior and more research should be directed to this question. However, 

other questions might be raised in attempting to explain the results of 

these studies. Could it be that more positive results might have been 

realized if the counselor had worked with the significant adults (parents 

and teachers) in the children's life? Only in Biasco's (19&5) an^ 

Mayer's et al. (1966) studies do the counselors consult with teachers. 

But in both of these studies teacher consultation was done without the 

combination of counseling with the students at the same time. 

Another question might be raised. Could a non-directive, permis

sive, unstructured atmosphere in the counseling situation be detrimental 

to the student when he returned to the classroom? The behaviors the 

counSelee may have learned in the counseling sessions would not be accep

table when used in the classroom. He then is confronted by the teacher 

and the ensuing conflicts might only cause greater behavior problems. 

That only students with behavior problems or students with low 

sociometric status were selected or referred for counseling could also 
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have some influence on the research outcomes. Having a homogenous group 

of children with similar problems could present difficulties for either 

the experienced or inexperienced counselor. Also, children with low so-

ciometric status grouped with other children of similar status would have 

no different (improved) role models to observe or imitate. 

Any or all of these questions raised suggest possibilities that 

might explain why the studies mentioned above showed no significance. 

Kranzler, Mayer, Dyer and Munger (1966) carried out an experimental study 

which showed positive results. In this study, Kranzler et al., using a 

client-centered approach, attempted to assess the results of counseling 

with fourth grade students using sociometric status as the criterion. A 

sociometric device was administered to four fourth grade classrooms. 

Students of low sociometric status were randomly assigned by classrooms 

to one of three treatment conditions: counseling, teacher guidance, and 

control. When treatment conditions were compared, the evidence seemed to 

indicate significant differences in the relative frequency with which 

subjects increased or decreased in sociometric status, that the differ

ences favored the counseling condition, and that these differences per

sisted over a period of seven months. The possibility of a temporary 

teacher influence on the sociometric criterion was indicated. 

In his most recent article, Kranzler (1969) came up with some 

interesting conclusions. He found in a study comparing the counselor 

acting as a consultant to teachers as opposed to a counselor working with 

students that there was no significant difference in effectiveness. In 

fact, the author stated: 

Leaving children alone (control group) was apparently as 
effective as giving them counseling or having counselors consult 
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with teachers about them. Critics of both counseling and con
sulting procedures currently employed by most school counselors 
will, no doubt, react to these data with glee. 

My own conclusion from these data is that it doesn't make 
much sense at this time to argue about the virtues of vaguely 
defined activities as counseling or consulting. Recently, I 
have had the opportunity to observe both Adlerians and behavior 
modifiers in their consulting and counseling activities. Their 
behavior seems to me to differ rather markedly from the behav
ior of the Rogerians who worked in the studies summarized above, 
especially with regard to the frequency of concrete suggestions 
for behavior change given to the teacher by the counselor. If 
there are important differences among counselors in their coun
seling and consulting behavior--and I think there are—isn't 
it reasonable to assume that the effects of their behavior will 
also differ? If there are important differences within the 
counseling and consultant roles, it seems to me that we merely 
obscure these differences by arguing about differential effect
iveness between roles. And, if there are important differences 
within counseling and consulting roles, the terms ought to be 
dropped from our vocabulary in favor of more precise descrip
tions of specific procedures to be followed when helping spe
cific behavior change (p. 288). 

Kranzler, who has a scholarly familiarity with counseling re

search, concludes that the orientation or approach to counseling is a 

determining factor in the outcomes or goals towards which the counselor 

is working. 

The Global Approach 

According to Faust (1966), "Global counseling is designed not so 

much to treat disordered, perplexed, unproductive children as it is to 

assist other school personnel in building a new world for children in 

which disorder and disease have little opportunity to originate and 

flourish (p. h)." 

The Global approach to counseling is the second school of thought 

that has done some research in the elementary school setting. A study us

ing this approach to counseling was carried out by Batdorf and McDougall 
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(1968). Their purpose was to evaluate the global approach to counseling. 

In this study the counselors worked with groups of teachers, followed by 

work with individual teachers and groups of children or individual child

ren. The null hypothesis predicted no significant differences between 

control and experimental groups in terms of: (l) global counseling's 

effect in making teachers less authoritative in their attitudes; (2) glob

al counseling's effect in increasing congruence between pupils' per

ceived and ideal self image; and (3) any systematic relationship between 

teacher attitude changes and pupil self-ideal, self-concept changes in 

fourth, fifth and sixth grade classrooms. There was no significance 

found with regard to this study. 

A further survey was carried out by Usitalo (1967) a-fc the same 

elementary schools cited above where the global approach to counseling 

was employed. At the end of the year, a forty-seven item questionnaire 

was completed by the teachers. The teachers were asked to agree or dis

agree with statements concerning their own acceptance of the counselor, 

the degree of counselor acceptance perceived in other staff members, and 

what were the appropriate roles for the counselor. Over eighty percent 

of the teachers agreed that global counseling was of value to indivi

dual pupils and groups of pupils. Over seventy-four percent agreed that 

global counseling was beneficial to the professional staff. There were 

no statistical results included in this study as Usitalo explained in 

his conclusion, "Unfortunately, there is no way of knowing if this per

centage of agreement and favorable disposition toward global counseling 

was statistically significant since no sampling of attitudes in the area 

was done prior to the start of the project (p. 7)-" 
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The "no significant difference" result found in this global 

approach to counseling study may have been a result of generalized recom

mendations given to the teachers. The findings may not have been signif

icant since specific procedures for dealing with specific behavior were 

not outlined for the teaching staff. 

The Behaviorist Approach 

The third orientation to counseling which has generated a sig

nificant amount of research is that of the behaviorists. While most 

behavioristic studies deal with behavior change in children in various 

settings, there are at least three studies reported that deal specifi

cally with elementary school counseling. 

In a study done by Hansen, Niland and Zani (19^9)> the effect

iveness of model reinforcement and reinforcement group counseling with 

elementary school children using sociometric status as a criterion was 

evaluated. Eighteen low sociometric students experienced counseling in 

groups with sociometric stars. These stars were included in the groups 

as models (six groups); eighteen others experienced group counseling in 

a group composed of low sociometric students but no stars (three groups); 

and a control group met for an activity period. The findings indicated 

that low sociometric students in the model reinforcement groups with 

sociometric stars made significantly more gain in social acceptance than 

either those receiving counseling with other students of low sociometric 

status without sociometric stars present or the control group. 

These results seemed to indicate homogenous groups of low socio

metric students were not beneficial, because the students in these groups 

had no role figures after which to model. As mentioned before, this 
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might be one of the reasons most of the studies cited previously by 

client-centered counselors were ineffective. Almost all of their groups 

were homogenous with regard to their make-up. 

Another study representing the behaviorists' school was carried 

out by Barclay (1966). The purpose of this study was to determine wheth

er specific treatment procedures used by school psychology interns could 

effect changes in criterion of social acceptance and dimensions of atti

tudes relating to environmental "press", peers, and authority figures. 

Differential treatments included planned intervention in one class, selec

tive reinforcement procedures in a second class, and the change of teacher 

in a third. Planned intervention resulted in a number of significant 

changes in pre- and post-test scores for the group. The results of the 

study suggest that strategies of planned intervention in elementary 

school classrooms can result in more favorable attitudinal stances on 

the part of elementary school children. 

The significant results reported by this study support Kranzler's 

(1969) observation that specific recommendations made to the teacher help 

bring about behavior change more successfully. 

In a study using a form of behavior modification in working with 

emotionally disturbed elementary school children, Bruse (1967) found the 

methods that he employed to be of questionable value. The study was 

designed to determine the effect of special class, group work, and indi

vidual case work methods based upon a behavioral design of meeting the 

needs of these students. The author's conclusion was that all of the 

above methods were of questionable value. Bruse recommended that: 
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Additional research should be conducted into the effects 
that different methods of intervention have upon modifying the 
behavior of emotionally disturbed children in public schools. 
Research needs to be done in the area of differential diagnosis 
of behavior problems. Effective treatment plans must then be 
developed which have a sound conceptual basis within the total 
psycho-educational experience provided by the public schools 
(p. 2133a). 

It appears that the author of the above study did not carry out 

teacher consultation as specifically as the other behaviorists. The 

recommendations given to teachers and/or students were of a general na

ture. This might have been a factor in the "questionable value" conclu

sion. 

The Adlerian Approach 

Proponents of the Adlerian school of thought have reported very 

little research to substantiate its approach. What has been done, how

ever, demonstrates that the methods employed have resulted rather gener

ally in positive changes for counseled students and/or attitudinal changes 

on the part of parents. 

In a study carried out by Stormer (196 6 ) ,  it was found that sig

nificant results were obtained by working with parents and teachers of 

selected students as well as with the students. Although the researcher 

admitted the study had some obvious weaknesses, he also was able to meas

ure significant changes in attitudes and behavior. Pre- and post-testing 

with a behavior and attitude inventory revealed much healthier attitudes 

and behaviors around home, less conflict and anxieties, more responsibil

ity taken on part of the child, a better classroom atmosphere, and a 

development of self respect and confidence. This is a refreshing change 

from the earlier studies cited, with their lack of positive findings. 
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Some obvious flaws existed in this study. As Stormer commented: 

It became very difficult to achieve significance on many of 
the test items due to contamination of the design. This evolved 
in selection of the control groups. It happened in the random 
selection of experimental and control groups that some of the 
students in the control group were in the classroom of teachers 
involved in the program. Many of the suggestions and techniques 
discussed in the teacher's seminar were tried on the whole 
class, thus control students also gained indirectly from the 
teacher's participation (p. j). 

In this study it was obvious that the statistical design had 

loopholes. In fact, testing for the changes observed were not adequately 

incorporated into the original design. 

Sonstegard (1962) tested the hypothesis that behavioral correc

tion, in this case overcoming of non-learning, could be effected through 

changing the parents' faulty relationships with their children. The pre-

and post-tests used were the reading tests of the Iowa Test of Basic 

Skills. The experimental group of six students was counseled thirty min

utes per week and the parents of these children attended group counseling 

sessions for one hour per week. This program was continued throughout 

one full academic year. There were significant gains in the reading 

progress of the experimental group in contrast to the control group. In 

conclusion to the study the author stated: 

The inferences to be drawn from the data should be consid
ered tentative and indicative rather than conclusive, because 
of the size of the sample. However, the growth made by the 
pupils in the experimental group as individuals and growth as 
compared to that of the comparison group during the year in 
which the experimental subjects experienced group counseling, 
and the observed changes of attitude of these children, would 
seem to warrant the generalization that the method described 
has merit as a means of helping underachievers to live success
fully in school (p. 2). 

Sonstegard's (1962) study did not include a Hawthorne effect 

group. It is possible that the students of the experimental group 
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improved significantly only because they were involved in the study. One 

might also question his sample as being too small, as only six students 

were involved in the study. 

Hillman (1968), implementing an Adlerian model, reported the 

results of a questionnaire given to parents and teachers that had atten

ded a teacher-parent education center in Federal Way, Washington. While 

a questionnaire type of evaluation is certainly suspect, it is interesting 

to note that all of the parents and teachers involved in the program 

reported in varying degrees that they felt the center was effective. 

Both groups almost unanimously reported varying degrees of positive 

change in the children attributed to the use of new methods learned at 

the center. 

The success of these studies is likely a result of several fac

tors. In all of these Adlerian-oriented studies, the counselor was work

ing with at least one of the two significant adults in the child's life. 

This is a basic operational tenet which most Adlerians implement. 

Success of these studies might also be attributed to the tech

niques Adlerian counselors employed. Recommendations they made to help 

parents, teachers and children deal more effectively with each other were 

very specific. Assisting students in becoming aware of the purposes for 

their behavior might have been influential in helping them seek alternate 

ways of behaving both in the classroom and home. 

In the process of setting up this study, this author attempted to 

attend to the limitations and questions raised about the previous research 

cited in this chapter. In many of the other studies cited the counselors 

counseled with only the children, or only the teachers, or only the 



parents. In this study the author worked with all three groups. The 

permissiveness allowed in the counseling sessions described in some of 

the previous studies probably did not help the children's relationship 

in the class. This study was based on a democratic philosophy of mutual 

respect. The atmosphere in the classroom during group discussions and in 

small group counseling with the students was not permissive. Ground 

rules were set up by the group with the leadership of the counselor, and 

all members of class and small groups were expected to cooperate within 

these limits. Therefore, the children were not exposed to an artificial 

setting of permissiveness and then expected to return to a structured 

classroom. A further limitation of the other studies was that many 

recommendations were too general. In this study the author attempted to 

make specific recommendations to parents, teachers and children. Helping 

the students, parents and teachers see the purpose for children's behav

ior is an approach that seems to be unique to the Adlerian model. The 

counselor in this study employed this technique extensively. 

Summary 

A review of the literature suggests that there has been a great 

deal written concerning the need for and/or role and function of the 

elementary school counseling program, but research into the results of 

the work of counselors seem inconclusive. The studies reviewed represent 

some of the work done in evaluating the skills of counselors using differ

ent theoretical models. 

The literature suggests that there have been very few studies 

with significant results in changing behaviors or self concepts of child

ren in elementary schools. The Rogerian school has by far been the most 
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researched, but it also demonstrates the least significant results. 

Questions raised as to why this might have been the case deal with laclc 

of specific suggestions, failure to include significant adults in the 

counseling process, or faulty research design. 

The Global approach, in some respects a non-theoretical model, 

also lacked significant results. Their concern in working more with the 

significant adults in the child's life, which seems to be a major premise 

upon which this model is based, demonstrates that just working with par

ents is not sufficient. A model that can bring about significant changes 

in the parents'and teachers' behavior toward the child might need to be 

incorporated into this approach. 

The Behaviorists, who have done a great deal of research in 

changing behavior, have done very little in specifically working within 

the elementary school system. However, in the studies reviewed in this 

chapter some significant results were obtained. 

Proponents of the Adlerian school have done very little research 

to substantiate claims that positive behavior change can take place 

through counseling using their model. The few studies carried out have 

shown significance, but more sophisticated studies are needed before the 

efficacy of the Adlerian model for use in the elementary school counsel

ing program can be ascertained. 



CHAPTER III 

RESEARCH PROCEDURES AND TECHNIQUES 

In this chapter the selection of the subjects, the procedures and 

techniques of counseling that were employed, and the research instrumen

tation are presented. A more detailed description of counseling proce

dures may be found in Appendixes H, I, J and K at the end of the study. 

Selection Procedures 

The Selection of the Subjects 

Subjects were selected so as to provide eighteen children for the 

experimental group, six to become the placebo group and six to serve as 

the control group. A slight attrition rate was realized so that by the 

end of the study there were fourteen students in the experimental group, 

six in the placebo group and four in the control group. These three 

groups were located in three separate schools. The schools involved in-

the study were selected by a panel of principals familiar with the city 

public schools. 

The three schools were selected for the following reasons: the 

principals of these schools were willing to have their schools included 

in the studyj the schools were comparable in size, socio-economic status 

and location; the teachers in the schools had not had a great deal of 

exposure to the Adlerian model. It was decided to use three schools to 

lessen the possibility of contaminating the control group and the placebo 

group. 
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The principal of the experimental school was asked to select 

three third grade teachers he felt would be interested in participating 

in the study. Insofar as possible he was asked to select teachers that 

were comparable in teaching experience and educational status. The three 

teachers selected had six, five and four years of teaching experience 

respectively and each was working on a master's degree in education. 

As was the case with the teachers of the experimental group, the 

teacher of the children in the placebo group was selected by the princi

pal of the school in which the placebo group was located. Because of 

other requirements, it was not possible to match this teacher with the 

others on the basis of experience and professional background. The teach

er selected had two years of teaching experience and had not as yet begun 

work on a master's degree. 

The teacher of the children in the control group was similarly 

selected by the principal of the school in which the control group was 

located. Once again, the principal tried to select a teacher comparable 

to the teachers of the students involved in the experimental groups. The 

teacher selected had three years of teaching experience and had Just begun 

working on her master's degree in elementary education. 

The principals of the cooperating schools were asked to select 

the students for the study in order to minimize the possible contamina

tion of the control group. While the teachers of the experimental and 

placebo group children were obviously aware of which children were in

volved, the teacher of the control group was not aware of which students 

were selected from her class. 

The principals were guided by the following instructions in se

lecting the student subjects. "Select a pool of third grade students 



from each of the cooperating classrooms that you feel would profit most 

from counseling. This would not necessarily mean that they are all act

ing out or withdrawn students." The student whom the principal felt 

would benefit most was selected first, as were the rest in rank order. 

No attempt was made to match the groups. Since the subjects were 

selected from cooperating teachers' rooms, it would have been quite diffi

cult to have these groups be comparable. After the students were selec

ted, however, the author compared the groups on the following criteria: 

academic ability, academic achievement and parental occupation. It was 

judged that the groups were appropriately similar for the purpose of this 

study. (See Appendix A for details of these comparisons.) 

Parent Contact and Participation 

Drawn in rank order from the pool of subjects selected by the 

principal, parents of children in experimental groups A, B, and C were 

contacted, as parental permission and parental participation were manda

tory. (See Appendix B for detailed description of initial contact with 

parents.) If the parents of the first child selected by the principal 

were not interested in becoming involved in the counseling, then the 

counselor went to the next-ranked student's parents. This was continued 

until the three experimental groups had six members each. As mentioned 

above, some attrition occurred. One group held all six members. A sec

ond group had four members, because one moved unexpectedly and one was 

withdrawn one week after beginning. In the third group there were four 

members of the group; only five were originally contacted, and one of 

these dropped out after the first week. 
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Permission from parents of the placebo group was requested for 

the children's inclusion in the group. (See Appendix C for parental con

ference.) If the parents of the first child selected by the principal 

would not give their permission, then the counselor went to the next-

ranked student's parents. This was continued until the placebo group had 

six members. Active participation by the parents was not requested. 

Parental consent for children being a part of the control group 

was not required, as no special treatment of the children in the control 

group was involved in the study. 

Research Procedures 

Instrumentation 

A rating scale to be completed by teachers and parents was needed 

in order to evaluate the progress or lack of progress that took place 

during the counseling. Selected items from the Child Behavior Rating 

Scale (Appendix D) were used, because these were a useable means for de

scribing children's behavior. The scale was developed by Dr. Russell 

Cassell (1962) and published by VJestern Psychological Services. The 

original items in the scale were included by Cassell after careful study 

and screening of over one thousand case studies of elementary school 

pupils referred for psychological or psychiatric services. The reports 

studied were official records of professionally serviced clinics and re

presented the findings and recommendations of qualified professional 

workers in the major disciplines of child study and treatment: psycholo

gists, psychiatrists, social workers, and pediatricians. Items appearing 
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most frequently in the records and considered critical for understanding 

children and their problems were selected for the C. B. R. S. 

The home adjustment section, which was completed by the parents, 

was composed of items that were developed by the author and an advisory 

group using the C. B. R. S. as a model. There were several reasons for 

modifying the scale: some of the questions were too threatening for the 

parents to answer realistically; some of the questions eliminated were 

concerned with health problems which had no relevancy for this study; and 

some of the questions did not deal with specific behavior and were there

fore outside the scope of this study. 

Research Procedures Used 

After the groups were filled but before the counseling began, a 

structured interview with parents and teachers of students in experimental 

groups A, B, and C, and the placebo group was conducted. In this inter

view, the counselor explained to the parents and teachers why the children 

were selected and what the program was to include. (See Appendix B for 

detailed description of the initial interview with the parents of the 

children in the experimental group and Appendix C for detailed descrip

tion of initial interview with parents of children in the placebo group.) 

The Behavior Rating Scales were completed by the parents and 

teachers at the first meeting of each group. The parents and teachers of 

children in the experimental groups A, B, and C were also asked to de

scribe, by means of an open-ended questionnaire, the behavior of their 

child or student before the counseling program began. This was done in 

an attempt to get a subjective description of the children of the experi

mental groups before and after counseling. These statements were intended 



to elicit some understanding about the change or lack of change noted in 

the children by the teachers and the parents. It was decided to utilize 

the open-ended statement approach in order to collect useable information 

which possibly might be overlooked by using only the Child Behavior Rat

ing Scale. (See Appendix E for pre- and post open-ended questionnaires.) 

The parents and teachers of the placebo and control groups were not re

quested to complete these open-ended questionnaires. 

The teacher of the control group class was asked to rate all the 

children in her class on items from the Child Behavior Rating Scale. This 

system was employed so the teacher of the control group would not know 

which specific students had been selected by the principal for the study. 

The principal of the control school sent rating scales to the parents of 

the students he had selected for the control group. He explained to the 

parents that their child was one of many who had been randomly selected 

from various third grade classes as part of a survey that was being con

ducted by the school district. Therefore, the parents of these selected 

students were not aware that their child was a part of this particular 

study. 

The process of data gathering was repeated at the completion of 

the counseling procedures. The teachers and parents of each child in

cluded in the experimental groups were asked to complete the Child Behav

ior Rating Scale. The teachers and parents were also asked to complete 

the post-counseling open-ended questionnaire (Appendix E). The post-test 

rating scores were compared with the scores on the pre-test and scored in 

the following manner. Each item where there was an increase in the rat

ing score was marked with a plus. For each item where there was no 
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improvement, a zero mark was scored; and where there was a decrease in 

the rating, a minus mark was scored. The plus marks were tallied for 

each student. The groups were then compared, both on a group and indi

vidual basis. 

Comparisons were made between the pre- and post-test results of 

teacher ratings tabulated on an item-by-item basis from the Child Behav

ior Rating Scale by using non-parametric statistical methods. In addi

tion the post counseling open-ended questionnaire was completed by the 

parents to determine their perception of the value of their having par

ticipated in the study (Appendix E). 

Statistical Procedures 

Sign Test—Research Treatment of Findings to Test Differences in 
Individuals 

The non-parametric sign test was used to compare pre- and post-

rating data. This was used to detect the existence of a difference be

tween individuals before and after counseling in the experimental, placebo 

and control groups. The sign test was used to determine if there was a 

significant positive difference between pre- and post-counseling rating 

scales for each individual in the experimental, placebo and control 

groups. This test is used in testing differences between two related 

samples. Ordinal data must be utilized as the sign test shows the direc

tion only but not the magnitude of the differences between pairs. 

When utilizing the sign test for samples of twenty-five or fewer 

pairs, the author referred to Popham's Educational Statistics (1967 P* ^07) 
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Table K. With samples of more than twenty-five, the author used the 

following formula: ~ . C7^ ~ Q*.&)"(*• ̂  

In this study the author was concerned with contrasting the num

ber of positive or plus signs to the number of minus or negative signs. 

If a markedly greater proportion of one group is favored, the sign test 

detects the existence of a significant difference. The assumed level of 

significance was at the .05 level (See Chapter TV for the results.) 

Kruskal-Wallis One -Way Analysis of Variance—Research Treatment to 
Test Differences Between Groups 

The non-parametric Kruskal-Wallis method was used to test the 

difference in groups with samples of unequal sizes. Popham (19&7) stated: 

The Kruskal-Wallis test is basically designed to test for 
differences between three or more groups when the data involved 
are capable of being ranked. The test can be applied to situa
tions involving extremely small samples. In fact, probability 
values are available for three samples involving as few as one 
and two subjects (p. 311)• 

The basic rationale for the test is quite simple. If there 
are no differences among several groups representing the inde
pendent variable, then when all scores are ranked, irrespective 
of groups, from highest to lowest, the average sum of ranks for 
each group should be roughly comparable. If there are signifi
cant differences among the groups, then a marked disparity among 
the groups' average suras of ranks will exist (p. 285). 

The assumed level of significance was at the .05 level. The 

formula for the Kruskal-Wallis test was: r] ~ ^ 
' 72- f n-hO 

Counseling Procedures and Techniques 

The Control Group 

The six students selected by the principal to make up the control 

group received no counseling treatment, nor did their parents or teachers. 



Only the principal of the control group School knew which students were 

included in this group. 

The Placebo Group 

The six students, selected by the principal to comprise the 

placebo group, met with the counselor once a week for a thirty-minute 

period for nine weeks. The students studied while listening to records. 

The parents and teachers of these students were not seen in a counseling 

or advisory capacity by the counselor. The counselor kept all verbal 

contact with the students to a minimum. No other contact took place be

tween counselor and counselees other than cited above. (For more detail

ed description of these meetings, see Appendix G.) 

The Experimental Groups 

The fourteen students comprising the experimental groups, their 

teachers and parents received counseling and consulting in the following 

manner: (l) group counseling thirty minutes a week with the students 

(see Appendix H for detailed description); (2) sixty minute group dis

cussion and consultation once a week with the teachers of the students 

involved in the experimental group (see Appendix I for detailed descrip

tion); (3) thirty minute weekly individual conferences with, or classroom 

discussion demonstrations for, teachers of the students involved in the 

experimental group (see Appendix J for detailed description of class 

discussion); and ('0 two hour weekly group discussion and instruction 

with parents. As part of this instructional program a one-hour family 

counseling demonstration in the group setting involving one of the par

ticipating families of this group was conducted on a regular basis (see 
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Appendix K for detailed description). Very little other contact between 

the counselor and counselees or the counselor and counselees' parents 

and teachers took place. 

Philosophic Model of Counseling 

A Definition of the Specific Approach Used 

The Adlerian model of counseling was the specific approach used 

in this study. This philosophical and psychological approach is best 

described by Dreikurs (i960): 

The 'individual psychology' of Alfred Adler can be charac
terized as a socioteleolofcical approach to an understanding of 
human motivation. It is in contrast to the physiologic-
mechanistic concept of Watson's behaviorism, which considers 
all human qualities as the result of stimulus-response reflexes, 
or to Freud's biological-instinctual concept of man, according 
to which the individual is primarily driven by instincts which 
then are repressed or transformed by superimposed cultural de
mands. Adler perceived man as a social being, primarily and 
exclusively. He was the first to emphasize that human behavior 
is goal-directed, purposive (p. 95). 

Since man is a social being, the need to belong is paramount. 

Children want to belong, to be a part and to be important; but unfortu

nately many times this opportunity or responsibility is not given to 

them. Discouragement in the area of belonging usually brings about com

pensatory or negative behavior. 

The teleological aspect of Adler's work is best described by 

Drcikurs (i960): 

According to Adler, all human actions have a purpose, and 
the purpose is primarily of a social nature. All human quali-_ 
ties express movement, movement in relationship to others. 
The individual sets his own goals, both the immediate goals 
in his present field of action, and the over-all goals for his 
whole life, which form the basis for his personality, his life 
style. • Even within the once established general frame of 
reference of his life style, the individual is free to choose 



his immediate objectives. He acts at any given moment accord
ing to his dominant goals which he sets himself. It does not 
make any difference whether he is aware of his goals or not; 
he always acts accordingly. Most often the individual is not 
aware of his goals and intentions (p. 97)* 

Another main precept of Adler's philosophy is to recognize man as 

a holistic being. One should understand the movement of the individual 

and the goals which he has set for himself, which indicate his total per

sonality and permit recognition of it. Man cannot be divided up into 

segments to dissect and diagnose. 

Techniques of the Counseling or Procedures 

The Adlerian philosophical and psychological approach was used 

in working with the groups and in interpreting the behavior as exhibited. 

The process or methods of counseling the student groups took place in 

four different phases. There was considerable overlap in these phases, 

which are as follows: (l) the establishment and maintenance of the prop

er counseling relationship; (2) the exploration of the dynamics of the 

student's behavior (analysis, in the vider sense); (3) communicating to 

the student an understanding of himself (insight); and (k) a reorienta

tion. (Actual detailed examples of this technique or process can be 

found in Appendixes H, J, and K.) 

In working with the teachers' group, the counselor attempted to 

educate the teachers to view behavior from the teleoanalytical point of 

view. He assisted teachers in recognizing the goal toward which the stu

dents were moving and how the teacher could best deal with the behavior 

generated by the mistaken goal. 

Attempts were made to have the teachers develop an understanding 

of behavior management based on the concept of goal-directed and 



purposeful behavior. This was not accomplished as successfully as the 

counselor might have anticipated, since in-depth instruction in goal-

directed behavior was omitted. The meetings with the teachers were 

usually a discussion of the children's overt behavior and appropriate 

teacher responses. It is interesting to note that it was not until the 

fifth week that all of the teachers began asking for specific recommenda

tions as to how they might alter their reactions to the children's behav

ior, instead of merely requesting "gimmicks" to "change" it. At this 

point two of the three teachers began to be able to carry out some spe

cific recommendations of the counselor. 

In working with the parents (see Appendix K for detailed descrip

tion), the counselor did the following: during the first hour's session, 

the counselor conducted a one-hour family counseling demonstration. 

Topics for discussion for the second hour of the meeting came from as

signed chapters in the book, Children: The Challenge, by Dreikurs and 

Soltz. Once again, the dynamics of interactive behavior were presented 

to explain the disruptions that were occurring between students and their 

teachers and parents. It was pointed out why children behave as they do, 

and how and why parents should react in different ways. During the fam

ily counseling sessions (see Appendix K for detailed description) all 

members of the family-in-focus were interviewed. The mothers (no father 

in either home) were counseled first, followed by a short discussion with 

the children without the mother present. In the discussion with the 

children the counselor attempted to test the hypotheses he had drawn 

about the children in the family through his discussion with the mother. 

This was clone by disclosing to the children the purpose for their behavior 



38 

as interpreted by the counselor. The psychological disclosure (see 

Appendix L for detailed description) served the additional purpose of 

allowing the children insight into the dynamics of specific behavior. 

After interviewing the children the mother was asked to return, at which 

time the counselor made specific recommendations to her concerning changes 

in her actions needed to bring about changes in the children. 

This whole approach is based on the concept that through an edu

cative process adults and children are capable of changing their own be

havior. Through this change of behavior an improvement in interpersonal 

relationships at home and at school can take place. 

Summary 

In this chapter the procedures and methods employed in the study 

were discussed. This included: a description of school, teacher and 

child selection, the statistical instruments used, a description of 

methods of parent and child counseling and teacher consultation imple

mented, and a definition of the specific model of counseling used. More 

detailed analysis of specific methods and processes used by the counselor 

are included in the appendixes. 



CHAPTER IV 

PRESENTATION OF DATA 

The presentation of the data in this chapter is divided into five 

sections which are: pre- and post-counseling findings of individual stu

dents in the study, pre- and post-counseling findings concerning the com

parison of the groups, results of an open-ended questionnaire that the 

parents and teachers of the children in the experimental groups completed 

before and after counseling, and an evaluative questionnaire that was 

completed by the parents and the teachers of the children in the experi

mental group at the completion of counseling. 

Sign Test 

The sign test was used to determine if there was a significant 

positive difference between pre- and post-counseling rating scales for 

each student who participated in the study. This included the experimen

tal, placebo and control groups. See Chapter III for detailed descrip

tion of the sign test. The Z score was interpreted by referring to 

Table C, page 386, in Pophara's (19&7) book. 

All of the students in Teacher A's and C's groups made signifi

cant progress as rated by the teachers. This was not the case, however, 

with Group B, where two of the four students rated by Teacher B made 

significant progress. 

As can be noted in Table 1 on page Uo, all of the individual stu

dents in the experimental groups rated by their mothers made significant 

39 



bo 

progress. Two children were included in the groups even though their 

parents did not participate in the counseling. One of these children was 

in Teacher C's group and was rated by the teacher as having made signifi

cant progress. The other child whose parents did not participate was in 

Teacher B's group and was rated by her as also having made significant 

progress. 

Table 1. Sign Test Results of Pre- and Post-CBRS Rating Scale as Reported 
By Teachers and Mothers of Children in Experimental Groups 

Teacher's Level of Mother's Level of 
Student Rating Significance Rating Significance 

Group A 
1 31+ 8- .0002 35+ b- .0001 

2 25+- 15- .02 32+- 5- .0001 

9 29+ 3- .0001 11+ 2- .029 

12 36+ 3- .0001 36 + 3- .0001 

Group B 
sgnf) 31+ 2-3 17+ 16- 5.05 (not sgnf) 31+ 2- .0001 

8 12 + 13- 5.01 (not sgnf) 32+1- .0001 

10 27+ b- .0001 29+ 1- .0001 

11 21+ 9- .05 No parents involved 

Group C 
b 31+ 0- .0001 17+ H- .OOU 

5 12+ 1- .0001 16+ 3- .002 
6 164* 2- .002 254- 2- .0001 

7 8+ 0- .oob 18+8- .005 

13 15+ »+- .01 No parents involved 

lb 23+ 1- .0001 32+ b- .0001 

The parents and teachers of the children in the placebo group 

also rated their children. Table 2 on page Hi is a presentation of these 

results. No students in the placebo group made significant progress as 

rated by the teacher. Overall the teacher's rating of the students in 

this group remained about the same. The parents of the children in the 

placebo group made similar ratings as the teacher. All but two of the 
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parents indicated by their ratings that they felt their children's behav

ior had gotten worse. Of these two students one remained about the same 

and the other made significant progress. 

Table 2. Sign Test Results of Pre- and Post-CBRS Rating Scale as Reported 
By Teacher and Mothers of Children in Placebo Group 

Teacher's Level of Mother's Level of 
Student Rating Significance Rating Significance 

1 9- 10+ 105 (not sgnf) 22- 5 4- .05 (not sgnf) 
2 20- B + .05 (not sgnf) 32- 2 + .05 (not sgnf) 
3 9- Ik + «05 (not sgnf) 16- 12 + .05 (not sgnf) 
4 13- 9+ .05 (not sgnf) 23- 13+ »05 (not sgnf) 
5 11- 16 + .05 (not sgnf) 10- 15 + .05 (not sgnf) 
6 5- 8+ .05 (not sgnf) 5- 13 "+• -05 (signif.) 

The teacher of the students in the control group saw no signifi

cant positive change in the students' behavior. In fact, as shown in 

Table 3 below, her post ratings of these students was decidedly worse 

than the pre-counseling ratings. One of the mothers of the children in 

the control group rated her child as having made significant positive pro

gress. The other three mothers' post-counseling ratings of their child

ren were much worse than the pre-counseling ratings. 

Table 3« Sign Test Results of Pre- and Post-CBRS Rating Scale as Reported 
By Teacher and Mothers of Children in Control Group 

Teacher's Level of Mother's Level of 
Student Rating Significance Rating Significance 

T"~ 12  ̂ iHF .05 (not sgnf) BP 5+ .05 (not sgnf) 
2 18- 6+ .05 (not sgnf) 22- U+• .05 (not sgnf) 
3 11- U4- .05 (not sgnf) k- 29+ .05 (signif.) 
H 5-2+- .05 (not sgnf) 10- 6-4- .05 (not sgnf) 



Kruskal-Wallis Test 

The Kruskal-Wallis one-way analysis of variance test was utilized 

in order to test the differences between more than two independent sam

ples. The author referred to Table I, page H05 in Popham's (1967) book 

to check the significance of the H scores. 

Scores used in ranking for the Kruskal-Wallis were found by sub

tracting the minus signs from the plus signs. When the three groups were 

compared using the Kruskal-Wallis, the results were significant in the 

desired direction at the .05 level. The H score for the mothers' pre-

and post-counseling rating was 13.30. This was significant at the .05 

level; therefore, the experimental group improved in the desired direc

tion during the nine week counseling program. The H score for the teach

er's pre- and post-counseling rating was lU.31; therefore, the experimen

tal group improved in the desired direction during the nine week 

counseling program. 

Open-Ended Questionnaire for Parents of the Children 
in the Experimental Groups 

The data presented earlier in this chapter was of a statistical 

nature. It demonstrated that progress was made by almost all of the 

individual students in the experimental groups as rated by their teachers 

and parents. It also demonstrated that progress was made by the experimen 

tal groups when compared to the placebo and control groups. 

It may be of interest to note more specifically, in terms of 

behaviors, what lies behind the teachers' and parents' ratings of their 

children in the experimental groups. For this reason the open-ended 

questionnaire was utilized. A sample of the pre- and post-counseling 



open-ended questionnaire completed by the parents is located in Appen

dix D. In this section the author has written a general report on the 

comments mothers made in answering individual questions. Some specific 

comments, both positive and negative, are also included. 

Most of the mothers reported in Question 1 that there was some 

improvement with regard to the children's care of themselves and their 

own possessions. Comment by mother of Student 2: "He made his bed every 

day without fail, and tried to keep his room very tidy." Comment by 

mother of Student 11: "He seems to still be very lax in taking care of 

his things and his personal belongings." 

In answering Question 2, many of the mothers described the fight

ing as "much less" to "some improvement" in the post-counseling question

naire. A comment by mother of Student 15: "Not half as much! Still 

argues sometimes, but no more fighting." Comment by mother of Student 3s 

"Seems to still have the same problems of fighting with his sister." 

Many of the mothers in response to Question 3 felt that their 

children, who were members of the experimental groups, had shown improve

ment in their willingness to accept responsibilities. Some felt there 

was very little or no improvement. Comment by mother of Student 1: "A 

distinct improvement in accepting most responsibilities." Comment by 

mother of Student 9: "If her dad is home, very good. If not, she is 

hard to get to do anything." 

A few of the mothers reported in Question ^ that some positive 

changes had occurred in this area. Most of the other mothers could see 

no change. Comment by mother of Student 8: "He cooperates more in shar

ing with his sister and has less fusses with his peers." Comment by 



mother of Student 1: "Wot much change in cooperation with other children 

when playing games, i.e., he still quits at times if he thinks, they are 

being unfair to him." 

In commenting on Question 5> less than half of the mothers could 

see any change in the child's ability to control his temper or moods. 

One mother felt that the child used his temper more than before counsel

ing had begun. Comment by mother of Student 11: "He seldom loses his 

temper or is moody any more." Comment by mother of Student 9' "His tem

per is worse sometimes, I think." 

In responding to Question 6, almost all of the mothers reported 

that this was not any problem for their children at the beginning. They 

believed that their children were quite well accepted by others. Comment 

by mother of Student 8: "He makes friends veil but now keeps friends 

•without fighting as much." Comment by mother of Student 9' "No changes; 

she doesn't really care if the kids in the neighborhood like her or not." 

Most of the mothers who responded to Question 7 could see definite 

improvement in their children's accepting criticism or discipline. One 

mother commented on the fact that the child can accept criticism better, 

because the parents can give it better. Comment by mother of Student 9s 

"This is better. I try not to criticize, but suggest other ways." Com

ment by mother of Student 5: "Still feels hurt when criticized." 

Question 8 got almost no response before or after counseling 

other than the fact that most mothers believed that their children were 

not critical. 

In response to Question 9, a few mothers reported a positive 

change in their children's need to be the center of attention. Many of 
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them felt there was little change in this area. Comment by mother of 

Student 8: "He shows less need to be the center of attention." Comment 

by mother of Student 9: "Boy, he sure is this, but he has tried to stop 

at school." 

Only a few of the mothers who answered Question 10 saw improve

ment in this area. Most mothers felt that their children were "bossy" 

and had made little positive change. Comment by mother of Student 3: 

"He still likes to be the boss, but does not push as hard." Comment by 

mother of Student 2: "He has become more bossy with his younger brother." 

Question 11 also got very little response from the mothers. The 

few that commented did not see their children in this role at all. 

On the post-counseling open-ended questionnaire, there was a sec

tion for any comments that the mothers wanted to make. The following are 

examples of some of the comments: 

Mother of Student 1 stated: "Student 1 is accepting some of his 
responsibilities; this is the area where I've see the greatest 
change." 

Mother of Student 7 stated: "He seems to want to tell me much more 
about what he does." 

Mother of Student 10 stated: "Definite improvement, particularly 
in his attitude toward school. Student 10 is more congenial 
and has acquired some self-esteem." 

Mother of Student 15 stated: "We feel that this discussion group has 
done much good—wish you were continuing next semester." 

Open-Ended Questionnaire for the Teachers 

A sample of the pre- and post-counseling open-ended questionnaire 

completed by the teachers is located in Appendix D. In this section the 

author has written a general report on the comments the teachers made in 

answering the individual questions. Some specific comments, both 



positive and negative, are also included. The questions for the teachers 

were the same as the ones asked the parents. 

In response to Question 1, the teachers reported that about half 

of the students had made definite improvement in their personal appear

ance and/or taking care of their desks and other personal belongings. 

Comment by Teacher C about Student 6: "He combs his hair more frequently, 

and he cleans his desk more often." Comment by Teacher B about Student 8: 

"Student 8 continues to be neat and tidy about his own personal appear

ance, but his desk continues to be a mess." 

Teachers A and C, in answering Question 2, saw a definite de

crease in the fighting activity of the children in their groups. However, 

Teacher B reported that the children in her group were still fighting just 

as much as before counseling. Comment of Teacher A about Student 3: 

"Much, much better!I Seldom any fighting. In fact, he now will try to 

stop a fight or leave so he isn't involved." Comment of Teacher C about 

Student 6: "Fighting as far as classroom friends continues." 

In response to Question 3, the teachers almost unanimously could 

see some positive improvement in this area. There were only two students 

that the teachers felt had not improved. Comment of Teacher A about Stu-
\ 

dent 3: "Much, much better!! Giving him more responsibility has matured 

him more than anything else (I feel)." Comment by Teacher B about Stu

dent 8: "No change as far as responsibility at school." 

The teachers reported in Question U that over half of the students 

had shown positive progress in this area. The teachers felt that none of 

the children had become less cooperative. Comment of Teacher C about 

Student 15: "She has returned others' belongings several times lately, 
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where I felt she was keeping them before." Comment by Teacher B about 

Student 8: "Tries at times." 

Answering Question 5, the teachers commented on only six of the 

students. All of these comments were positive. The rest of the ques

tions were left blank or a comment describing no improvement was included. 

Comment by Teacher C about Student 1: "He is not so moody and seems to 

enter into things better." Comment by Teacher A about Student 3: "He 

still has a temper and 'moods•, but they are less frequent and once in a 

'mood' it lasts much less (he recovers more quickly)." 

In response to Question 6, the three teachers reported that they 

had noted positive progress in most of the children in the experimental 

groups having and keeping more friends. Comment by Teacher A about Stu

dent 7J "He is more popular now and has gained some much-needed self 

confidence." Comment by Teacher B about Student 8: "He tries at times 

and at least thinks about this once in a while." 

The teachers reported in answering Question 7 that most of the 

students had improved in their accepting discipline or criticism. The 

teachers commented on the fact that the way they now criticize or disci

pline may have something to do with why the children accept it more readi

ly. Comment by Teacher A about Student 12: "Now he is not as 'moody' 

when discipline has to be reinforced. Hurrahl!" Comment by Teacher B 

about Student 5: "No problem for him. Criticism and discipline don't 

seem to faze him one little bit. He goes on his happy way." 

The teachers responded to Question 8 much like the mothers did. 

The teachers reported that only three students made any progress in this 

area. There was no comment to this question on many of the questionnaires. 
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Comment by Teacher B about Student 12: "Much better! He also does 

not tattle on others like he did." Comment by Teacher B about Student 10: 

"Better—but still he works at being 'it'." 

In answering Question 9, the teachers reported that most of their 

students in the experimental groups were not showing off or seeking atten

tion as much as they had before the counseling began. However, Teacher B 

could see improvement in only one of her students in this area. Comment 

by Teacher C about Student lU: "She does not cling to the teacher as 

much as before, and she is not always the first to offer to do some

thing." Comment by Teacher B about Student 5: "He still speaks out 

loudly in class anytime he feels like it." 

The teachers responded on only four questionnaires to Question 

10. All of the comments were to some degree positive. Comment by Teach

er B about Student 10: "Much better, not all the time now." Comment by 

Teacher B about Student 3J "He still tends to be 'bossy' but he does it 

less frequently and is less boisterous also." 

The teachers only responded to Question 11 on five of the ques

tionnaires. All five of these were positive statements of varying degree. 

Comment by Teacher B about Student 3s "Student 3 has really matured in all 

areas and this one in particular. Because he now wants to do his best 

work and 'be good,' this 'getting even' trait has diminished almost en

tirely." Comment by Teacher B about Student 8: "Still the same. Might 

be some improvement." 

Other comments by the teachers were: 

"I have looked a lot more at how I respond to the kids' provo
cations; it has helped me to enjoy teaching more." 



"Three of the four children, in my group have really improved. 
It pleases me to think we had something to do with it." 

"Parent conferences don't worry me so much anymore, because 
I feel I have some specific direction to where I'm going." 

"We need to do these kinds of things more often." 

Evaluation Questionnaire 

This section includes an evaluation questionnaire filled out by 

the parents and by the teachers. This evaluation questionnaire was com

pleted at the last meeting of both groups. 

Table Parents' Evaluation 

1. Do you feel that the group discussions have been helpful to you? 
Not at all Very much so 

1 2 3 U 5 
2 5 5 

2. Have there been bad or negative results from your participation in 
the group discussions? 

Not at all Very much so 

1 2  3 ^ 5  
10 2 

3. Have there been any recent changes in your child's behavior around 
home or out of school situations? 

Not at all Very much so 
1 2  3 ^ 5  

h 6 2 
U. If you chocked 3> or 5 above, have these changes been for better 

or worse? 
Better 12 Worse 0 

5. Would you recommend participation in a similar group to friends who 
have children? 

Yes 12 No 0 

Accordingly to this admittedly unsophisticated evaluation, the 

parents all reported that the group discussions had been helpful to them. 

On a rating scale of one to five, five being the most positive, 18$ of 

the parents marked number 3> ^2$ marked number k, and h2$> marked number 5» 



Seventy-six percent of the mothers felt there had been no negative re

sults from participating. Only two parents marked the rating at two in 

responding to this question. 

Eighteen percent of the mothers marked five, fifty percent marked 

four, and thirty-two percent marked three when responding to whether they 

had noticed any recent changes in their child's behavior. One hundred 

percent of the mothers believed that the above reported changes had been 

in a positive direction. All of the mothers reported that they would 

recommend that other parents and friends participate in this type of 

discussion group. 

Summary 

This chapter is a presentation of the results of the pre- and 

post-counseling data. The sign test was utilized to test the positive 

change of individual students. All but two students made significant 

progress as rated by their teachers and parents. The Kruskal-Wallis Test 

was used to test the differences between the experimental, placebo and 

control groups. The experimental groups made positive progress at the 

.05 level. Some subjective comments by teachers and parents from an 

open-ended questionnaire are included. Also included are the results of 

an evaluative rating scale that was completed by the parents. 



CHAPTER V 

CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS 

Conclusions 

When the groups were compared in the previous chapter, by use of 

the Kruskal-Wallis Test, the outcomes were significant in the desired 

direction at the .05 level. The sign test was applied to pre- and post-

test results of individual students. The children in the experimental 

groups, as rated by their mothers, made significant positive progress at 

the .05 level, and all but two of the children in the experimental groups, 

as rated by their teachers, made significant positive progress at the 

.05 level. 

Since the outcomes of this study were positive, it seems valid to 

assert that the model employed was the probable reason for the positive 

outcomes. If this is indeed the case, it would seem that the model might 

be considered applicable for elementary school counseling programs. 

The role and function model, which includes the components of 

parent-teacher-child counseling, is principally the Adlerian model artic

ulated by Dreikurs, Christensen, Dinkmeyer and others. If this model is 

accepted, the implications for the elementary school are many. 

General Implications and Their Implementation 

This section of the chapter is mainly concerned with general im

plications the results of this study might have for parent-teacher-
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counselor training. Specific modes of implementing this model are con

tained in the second part of this section. 

Implications for Counselor Education 

Since the counselor who conducted this study was able to show sig

nificant results, the counseling model he employed might be explored by 

counselor educators. The model referred to in the study is one described 

by Christensen (1969) in an article, "Education, A Model for Counseling 

in the Elementary School". Christensen maintained that we should cease 

viewing the clientele as sick and begin to see them as ignorant or un

educated in the area of interpersonal relations. The author continued: 

While counselors, and indeed schools, are poorly equipped 
to cure illness, they are well designed to provide information, 
experiences or education. It is assumed that people, if pro
vided new or pertinent information, are capable of applying 
the new information to their situation, making the corrections 
necessary to bring about change (p. 12). 

The education of counselors, therefore, should be concerned more 

with teaching counselors new methods of dealing with children's maladap

tive behavior and then being able to disperse this information to parents, 

teachers and children. This would more specifically deal with helping 

teachers, parents and children learn the purposes for the children's mis

behavior. Having this information and some specific alternatives for 

dealing with this behavior, parents and teachers might then be able to 

work more effectively with children. 

Counselor educators may need to re-evaluate and re-interpret the 

role and function of the elementary school counselor. Generally speaking 

the counselor should spend much more time out of his office, consulting 

and counseling with teachers, parents and administrators. 



More specifically this might include organizing teacher study 

groups, inservice training for teachers, and parent study groups. Other 

specific areas might include demonstrations of class discussion for 

teachers and organization and implementation of a counseling center for 

parent-teacher education. 

Implications for Teacher Education 

The implications for teacher educators are threefold, (l) They 

should assist teachers in learning how to utilize the services of the 

counselor. In many respects it would be teaching an attitude with which 

the teachers could work effectively with the counselor. (2) Teacher edu

cators must assist teachers to learn and use some of the techniques de

veloped by the Adlerian model. Teachers might need to learn completely 

new methods for management and control in the classroom. This would not 

imply an autocratic emphasis of the teacher running the classroom nor a 

laissez-faire atmosphere in which the teacher abdicates her role as lead

er of a class. It does imply, however, that teachers learn some new 

ideas, attitudes, and methods of dealing with children in a democratic 

atmosphere of mutual respect, understanding and cooperation. (3) Teacher 

educators need to assist teachers in learning more effective ways of 

communicating with parents. Helping teachers to make specific recommenda 

tions to parents regarding different aspects of parent-child relation

ships will be an area that will definitely need to be recognized and 

developed. 
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Implications for Parent Education 

Parent education might need to be directed more specifically to

ward helping parents learn new methods of dealing with children in a 

democratic atmosphere of mutual respect. Parents need to realize that 

raising children at the present time is a difficult assignment, but that 

there are methods they can employ to work and communicate effectively 

with their children. 

Implications for Administrative Education 

Principals and administrators may need some new kinds of infor

mation in developing a concept of a truly democratic organizational pat

tern. In order to have democratic, responsible learning situations in 

the classrooms, the principals might need to develop an organizational 

system in their schools that would promote this kind of atmosphere. 

Possible Implementation for Counselor-Teacher-Parent Education 

The program initiated by Christensen at the University of Arizona 

may provide specific ideas for implementing both preservice and inservice 

programs. Many ideas alluded to in the following comments are modeled 

after Christensen's program and some of the proposed methods are the 

ideas of this author. 

Preservice Training for Teachers and Parents. (A) Classes for 

high school students dealing specifically with purposive behavior of 

children could be developed as preservice classes for potential parents 

and teachers. New methods for dealing with family interpersonal relation

ships would be emphasized. Students would have new information for deal

ing with a familial or teaching situation. (B) Classes at the university 



for undergraduate students in parent and teacher education could be offer

ed in the departments of home economics, early childhood development or 

the guidance and counseling department in education. The emphasis would 

be directed towards explaining a model of man and presenting specific 

ideas for understanding and dealing with behaviors of children. 

Inservice Training for Parents, Teachers and Counselors. (A) A 

specific program implemented at the University of Arizona by Christensen 

for teacher inservice programs might be employed through an extension 

service or continuing education at other institutions for teacher and/or 

counselor education. A definite attempt was made by Christensen to avoid 

the typical institutionalized university setting and to create an equali-

tarian relationship between instructor and student (teacher participants). 

The design for the course was modeled after the program developed by Love 

and Christensen (1966) at the University of Oregon. (B) Workshops held 

on campus during summer sessions might be a possible tool of re-educating 

teachers and counselors. These would include much of the same as men

tioned above in Christensen's program. Along with this could be demon

strations of small group discussions with students of different ages, 

family counseling sessions and teacher consultation, (c) Teacher study 

groups held in the schools could be utilized for inservice training. 

These could be counselor or teacher lead groups utilizing a specific book 

from which discussion topics could be taken. Cases that teachers are 

concerned with in their classrooms could be discussed and recommendations 

developed. Helping each other and themselves solve problems in the class

rooms could be an encouraging outcome of teacher study groups. (D) Par

ent study groups would be another possibility for inservice training for 



parents. These could be lead by a teacher, a parent or a counselor. 

Once again, the general structure might be similar to the one used in 

this study when the counselor worked with the parents. See Appendix J 

for more specific description of parent study groups. (E) A parent-

teacher education center modeled after that of Christensen*s would be 

another possibility of implementing inservice training. Briefly this 

program consists of a short instructional period at the beginning of the 

session and then demonstrations of family and small group counseling. 

Preservice and Inservice Training for Principals and Adminis

trators . The major emphasis of classes for administrators would be on 

developing a democratic structure within the schools. Much of the con

tent would be similar to that presented to teachers, but special atten

tion would be given to the use of consequences rather than punishment 

when dealing with students sent to the administrators for disciplinary 

action. Specific cases would be considered and the outcomes discussed. 

Recommendations for Further Research 

While the results of this study were significant the question 

must be raised: Was it necessary to work with all three groups—parents, 

teachers and children? Future research might be directed toward examin

ing the possibility that the counselor needs to work with only one of 

these groups in order to change the behavior of the children. It might 

be that two of the three groups needs consulting or counseling in order 

to bring about positive change. These are two counseling procedures that 

might need to be researched. 

Class discussion, its use and its results might be the subject of 

another intensive study. Can class discussion change the way the child 
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sees himself or fits into the group in a positive way? Is his behavior 

more acceptable both at home and at school as a result of the implemen

tation of class discussion? 

Comparison of counseling models utilized in the elementary school 

setting is yet another area for further research. Counselors trained in 

the Rogerian, behavioral, global and Adlerian schools of thought could 

use the same procedural model described in this study but integrate the 

methods and processes of their particular orientation. 

Another research project could be comparing Adlerian trained 

counselors by years of experience. Can minimally experienced counselors 

bring about behavior change as effectively as more experienced counselors? 

The length of time that the project was carried out could be 

examined. Was it necessary to spend ten weeks in counseling and consult

ing or would five weeks be long enough? 

It appears that this study has raised the above problems as 

possible questions for further research. 

Summary 

This chapter included a brief description of the positive nature 

of the results of this study. It presented some general implications 

that these findings might have for teacher-counselor-parent education. 

The author then made some specific recommendations for implementing some 

of these implications. The concluding section presents some possibilities 

for future research that were raised as a result of this study. 



APPENDIX A 

COMPARISON OF THE GROUPS 

This appendix presents the occupations of the parents of all the 

children included in the study, and the scholastic ability and scholastic 

achievement of these children (as reported in stanines). When comparing 

the groups after they had been selected, the following observations were 

made. 

In all three groups (experimental, placebo and control) a large 

percentage of the fathers were in the Air Force. In fact, fifty-seven 

percent of the fathers of the children in the experimental groups, sixty-

six percent of the fathers of the children in the placebo group, and 

fifty percent of the fathers of the children in the control group were in 

the Air Force. One Air Force father from each group (three in all) had 

lost his life in the last year. 

Managerial positions ranked second as the most predominant occu

pation of the fathers. Seven percent of the fathers of the children in 

the experimental group, thirty-four percent of the fathers of the child

ren in the placebo group, and twenty-five percent of the fathers of the 

children in the control group had managerial occupations. 

Professional people, in this case engineers and college profes

sors, made up the third largest category. Approximately fifteen percent 

of the experimental group fathers and twenty-five percent of the control 

group fathers had professional types of jobs. The placebo group had no 

fathers that were in this category. 
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The follovring tables have been presented so that the reader might 

compare the groups according to scholastic ability, scholastic achieve

ment, and parental occupation. 

Table 5. Scholastic Ability, Scholastic Achievement, and Parental 
Occupation 

Experimental Group 

Scholastic Scholastic Parental 

Student Ability Achievement Occupation 

1 5 7 (Mother, secretary) 

2 6 5 Air Force Sergeant 

3 5 k Engineer 

k k b Electrician 

5 5 k Manager, restaurant 

6 k h Air Force Captain (POW) 

7 5 U Ret. A. F. Col., teacher 

8 2 k Air Force Sergeant 

9 2 5 Engineer 

10 6 U Air Force Sergeant 

11 6 7 Air Force Sergeant 

12 7 6 Cement Contractor 

13 7 7 Air Force Sgt. (deceased) 

lU 2 2 Air Force Sergeant 
Placebo Group 

1 5 6 Clothing Store Manager 

2 U 3 Air Force Sergeant 

3 5 5 Food Store Manager 

k 5 3 Air Force Sgt. (deceased) 

5 U 4 Air Force Sergeant 

6 U 5 Air Force Captain 
Control Group 

1 5 H Insurance Sales Manager 

2 8 7 Air Force Sgt. (deceased) 

3 5 U Air Force Sergeant 

h 6 7 Prof, at U. of Arizona 

Occupation of Fathers 
Experimental Placebo Control 

Air Force 57 1P 66 55 $ 
Professional 15 0 25 
Managerial 7 3^ 25 
Skilled 1U 0 0 
Clerical 7 0 0 

100 d
fi 100 <f> 100. <f> 



Table 6 presents the percentage of children in each group that 

were achieving at their ability level, that were achieving above their 

ability level, and that were achieving below their ability level. Also 

included are the percentages of students in all groups that scored in the 

fifth stanine or above on ability tests and the fifth stanine or above 

on achievement tests. 

gable 6. Comparison of Students' Achievement and Ability Levels 

Experimental Placebo Control 
Percentage of children that scored in 
a lower stanine on achievement tests 
than on ability tests 

Percentage of children that scored in 
a higher stanine on achievement tests 
than on ability tests 

Percentage of children that scored in 
the same stanine on achievement tests 
and ability tests 

Percentage of children that scored in 
fifth stanine or above on achievement 
tests 

3̂ <$> 33 i> 75 $ 

29 33 25 

29 33 0 

6̂  50 100 

kk 50 50 

Percentage of children that scored in 
fifth stanine or above on ability tests 



APPENDIX B 

INITIAL CONTACT WITH THE PARENTS OF EXPERIMENTAL GROUPS 

The counselor went into the homes of the eighteen selected stu

dents of the experimental groups to explain the program to the parents. 

The following procedures were followed: 

1. The counselor explained that all the children were selected 

because the principal felt that they could profit from 

counseling. 

2. The counselor explained the concept upon which the study was 

based: to measure what results could be achieved in helping 

children if teachers, parents and children were involved to

gether as part of a counseling program. 

3. It was also explained that the counselor was not doing ther

apy, but that he would be counseling from an educational 

model. Working together to learn different ways to deal 

with situations in the family and school setting would hope

fully bring about more positive relationships in these areas. 

At the beginning, the experimental groups were to have six mem

bers each. Although the parents of all the students committed themselves 

to attend as many sessions as possible, this was not always the case. 

The experimental group which the author will refer to as Group A 

finished the nine-week period with four members. One of the students 

moved shortly after the counseling began, and another student was with

drawn because the parents were reluctant to have their child "psychoanalyzed". 
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Another group, which will be referred to as Group B, finished the 

nine-week period with four members. Five members made up the group at 

the beginning of the program. After the first week the parents of one 

child decided they could not attend the meetings. 

The final group, referred to as Group C, began and ended the pro

gram with six members. 

The author found many of the parents of the experimental groups 

on the defensive when he first entered their homes. After the program 

was explained and questions answered by the counselor, the atmosphere in 

most homes changed. Some of the parents were very reluctant to include 

themselves or their children in the program. However, none of the par

ents told the counselor at the initial interview that they would not be 

interested. The parents who decided to drop out informed the counselor 

of this decision by telephone at a later date. 



APPENDIX C 

INITIAL CONTACT WITH PARENTS OF PLACEBO GROUP 

The counselor visited the homes of the six selected students of 

the placebo group. The study was briefly outlined, and then the author 

explained in detail what the difference was between the experimental, 

placebo and control groups. The parents were informed that the placebo 

group members would meet with the counselor once a week to study and lis

ten to music. It was emphasized that no counseling or other contact 

would be made with the child or his parents. At this time the parents 

were asked to rate their child by means of the Child Behavior Rating 

Scale. When the study had been completed, they would be asked once again 

to fill out the rating scale. 

All of the parents were willing to have their children partici

pate as members of the placebo group. The only concern of a few parents 

was that the time for meeting with the student was during a study period 

and not at a time when instruction was taking place. 
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APPENDIX D 

PRE- AND POST-COUNSELING FORM OF CHILD BEHAVIOR RATING SCALE 

Tsfitdisrs 
Directions: Please rate your third grader as objectively as possible 
using the following system: (l) always; (2) most of the time; (3) 
much of the time; 00 some of the time; (5) seldom; and (6) never. 

Self Adjustment 1 2 3 k 5 6 Self Adjustment 

1. Prefers to be alone. 

2. Seems unhappy or depressed. 

3- Cries, and with little or no reason. 

U. Feelings are easily hurt. 

5- Appears to feel unwanted or disliked. 

6. Seems to have little self confidence. 

7- Sulks when unable to get own way. 

8. Daydreams and "mind" tends to wander. 

9- Giggles even when nothing is funny. 

10. Makes alibis or excuses for mistakes. 

li. Personal values not accepted by others. 

12. Is slovenly and unkempt in appearance. 

13. Talks dirty, swears, or uses foul words. 

Ik. Bites nails or sucks thumb and fingers. 

15. Tends to be on the go and can't relax. 

16. Is very nervous and excited about things. 

17. Has trouble controlling temper. 

IB. Is not very tactful with others. 
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19. Does things which later regrets having done. 

20. Behavior goes in cycles of good and bad. 

Social Adjustment 

21. Is aggressive and hostile towards others. 

22. Gets into physical fights with others. 

23. Is a poor sport and a poor loser. 

2h. Plays mean tricks on others. 

25. Has trouble making friends. 

26. Has trouble keeping friends. 

27. Is not very popular with boys own age. 

28. Is not very popular with girls own age. 

29. lacks status and feels insecure with 

friends. 
30. Doesn't carry on a pleasant conversation. 

31. Plays with children younger than self. 

32. Plays with children older than self. 

33. Has bad and unacceptable manners. 

3U. Tries to be a "show off" among friends. 

35. Tends to have "stage fright" before a 
group. 

36. Has difficulty finding things to do by 

self. 
37. Tends to be very selfish and self-

centered. 
38. Is not very good listener in conversation. 

39. Is dishonest and not very trustworthy. 

School Adjustment 

kQ. Expresses a strong dislike for school. 

Ul. Is very sleepy or restless in school. 



1*2. Has difficulty expressing self in words. 

1*3. Seems afraid to speak out in class. 

1*1*. Has difficulty keeping "mind" on school 
work. 

1*5. Distracts other students in school program. 

1*6. Has difficulty doing school work. 

^7. Takes little or no part in co-curricular 
activities. 

1*8. Gets along poorly with one or more teachers. 

1*9• Parents "nag" child about school work. 

50. Seldom works hard or long on school assign
ments . 

51. Quality of school work varies from day to 
day. 
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Parents 

Directions: Please rate your third grader as objectively as possible 
using the following system: (l) always; (2) most of the time; (3) 
much of the time; (H) some of the time; (5) seldom; and (6) never. 

Self Adjustment 1 2 h 5 6 Self Adjustment 

1. Prefers to be alone. 

2. Seems unhappy or depressed. 

3. Cries, and with little or no reason. 

k. Feelings are easily hurt. 

5- Appears to feel unwanted or disliked. 

6. Seems to have little self confidence. 

7. Sulks when unable to get own way. 

8. Daydreams and "mind" tends to wander. 

9- Giggles even when nothing is funny. 

10. Makes alibis or excuses for mistakes. 

11. Personal values not accepted by others. 

12. Is slovenly and unkempt in appearance. 

13. Talks dirty, swears, or uses foul words. 

lU. Bites nails or sucks thumb or fingers. 

15. Tends to be on the go and can't relax. 

16. Is very nervous and excited about things. 

17. Has trouble controlling temper. 

18. Is not very tactful with others. 

19. Does things which later regrets having done. 

20. Behavior goes in cycles of good and bad. 



Social Adjustment 

21. Is a poor sport and a poor loser. 

22. Plays mean tricks on others. 

23. Has trouble making friends. 

Zkm Has trouble keeping friends. 

25. Is not very popular with boys own age. 

26. Is not very popular with girls own age. 

27. Lacks status and feels insecure with 

friends. 
28. Doesn't carry on a pleasant conversation. 

29. Plays with children younger than self. 

30. Plays with children older than self. 

31. Has bad and unacceptable manners. 

32. Tries to be a "show off" among friends. 

33. Tends to have "stage fright" before a 
group. 

3^. Has difficulty finding things to do by self. 

35. Tends to be very selfish and self-centered. 

36. Is not a very good listener in conversation. 

37. Is dishonest and not very trustworthy. 

Home Adjustment 

38. Has physical fights with sisters and/or 

brothers. 
39. Has verbal arguments with sisters and/or 

brothers. 
kO. Hard to get up in the morning. 

1*1. Hard to get in bed at night. 

h2. Refuses to eat what is offered. 

U3. Does not do assigned chores. 

UU. Gets others to do things for him. 



h5. Heeds to show others that he is the boss. 

k6. Tries to "get even." 

kj. Needs to be the center of attention. 

U8. Does not tell the truth. 

1+9. Finds fault with or is critical of others.. 

50. Doesn't pick up clothes and other personal 
belongings. 

51. Expresses strong dislike for school. 

52. Has difficulty expressing self. 



APPENDIX E 

POST COUNSELING PARENT AND TEACHER OPEN-ENDED QUESTIONNAIRE 

Directions: Please make a brief statement about your child or student 
for each of the following. Try to be quite specific. 

1. Describe any changes noted in the child's tidiness of self and posses
sions, i.e., bedroom, care of toys, clothes, teeth, etc. 

2. Describe any changes noted in the fighting with sisters and/or 
brothers or peers. 

3. Describe any changes noted in the child's willingness, or lack of it, 
to accept responsibilities at school or at home, i.e., dishes, help
ing around the house, doing school assignments, etc. 

U. Describe any changes noted in his willingness, or lack of it, to co
operate with and respect rights of others, i.e., playing games, 
sharing others' property, etc. 

5. Describe any changes noted in his ability to control temper and 
"moods." 

6. Describe any changes noted in his ability to gain acceptance by 
others, i.e., making and keeping friends, etc. 

7. Describe any changes noted in how the child accepts criticism or 
discipline. 

8. Describe any changes noted in the child appearing to be critical of 
others. 

9. Describe any changes noted in the child's need to be the center of 
attention, i.e., "clown", "show-off", "charmer" etc. 

10. Describe any changes noted in the child's need to show everyone he 
is the "boss". 

11. Describe any changes noted in the child's need to get back at people 

or to "get even". 
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APPENDIX P 

PARENTS' EVALUATION QUESTIONNAIRE 

1. Do you feel that the group discussions have been helpful to you? 
Not at all Very much so 

1 2  3 ^ 5  

2. Have there been bad or negative results from your participation in 
the group discussions? 

Not at all Very much bo 
1 2  3 ^ 5  

3. Have there been any recent changes in your child's behavior around 
home or out of school situations? 

Not at all Very much so 

1 2  3 ^ 5  

h. If you checked 3, U, or 5 above, have these changes been for better 
or worse? 

Better _____ Worse 

5. Would you recommend participation in a similar group to friends who 
have children? 

Yes No 
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APPENDIX G 

DETAILED DESCRIPTION OF METHODS AND PROCEDURES EMPLOYED 
BY THE COUNSELOR IN WORKING WITH THE PLACEBO GROUP 

The six members selected by the principal for the placebo group 

met for thirty minutes weekly with the counselor for a nine-week period. 

There were only two times when all six students were not present, and 

only one student was absent each of these times. 

The group brought studying to do or art projects to work on while 

they listened to music. The counselor escorted the children to and from 

the conference room as he was requested to do by the principal. He kept 

all verbal contact with the children to the absolute minimum. 

The first three weeks the children were relatively quiet and 

worked hard. The next six meetings got progressively noisier. During 

the fifth meeting the principal came in to ask the children to be quieter, 

as they were disturbing other classes. From this meeting on the counselor 

spoke to the children when the noise level got too high. 

The teacher commented that the children were often "more diffi

cult" when they came back from the meetings. She described the children 

as "acting out more" and "smarty." 

72 



APPENDIX H 

DETAILED DESCRIPTION OF METHODS AND PROCEDURES EMPLOYED 
BY'COUNSELOR IN GROUP COUNSELING WITH STUDENTS 

In this appendix the author has attempted to give a general ac

count of the group counseling sessions of each of the three experimental 

groups. Also included in a transcript of a specific situation to demon

strate the approach employed in counseling with the small groups of 

students. 

As mentioned in Chapter III, all counseling was based upon an 

Adlerian model in dealing with the student groups, utilizing Sonstegard's 

(1967) four-phase approach. These phases can best be described as (l) 

building and maintaining a counseling relationship; (2) exploring the 

dynamics of the student's behavior; (3) communicating to the student an 

understanding of himself; and (h) a reorientation. 

Teacher A's Group 

There were six children from Teacher A's group at the beginning 

of the counseling. One moved unexpectedly within one week after begin

ning, and one other child was withdrawn from the program by the parents. 

Four boys remained in the group for the duration of the program. Of the 

three groups with which the counselor worked, the children in Group A 

presented the most difficulty. On two different occasions, the whole 

group or individual members were asked to return to their classroom. At 

times the sessions went well, but it was not until the last five meetings 

that the author noticed a real change in the direction of this group. 
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The first session was devoted to setting up "ground rules" and 

discussing sibling fighting. The ground rules that were decided upon by 

the group were that all members of the group, including the counselor, 

were of equal value, that the group would attempt to keep what was talked 

about confidential, and that the purpose of the group was to help each 

other. 

The counselor attempted to understand the family constellation of 

each child. Learning about each child's position in the family gave the 

counselor some new information for understanding the children in the 

group. The counselor helped the children have a greater understanding of . 

their position in their families and how they might use this information 

to deal more effectively with their situations. A more detailed descrip

tion of the family constellation can be found in the Dreikurs and Soltz 

(19<SU) book, Children: The Challenge. 

In Group A three of the four boys were youngest children in their 

families. All three of these boys followed a very successful older sib

ling. One of the children was the oldest child. The following list 

shows the specific constellation of each child: 

Student 12 is an eight year old male and has one six year old sister. 
Student 1 is an eight year old male and has a ton year old brother. 
Student 9 is a nine year old male and has a twelve year old sister. 
Student 2 is an eight year old male and has a fifteen year old deaf 

brother and a thirteen year old deaf sister. 

Fighting was a problem that was raised during the discussion of 

the family constellation, so the rest of the session was devoted to this 

topic. The next three meetings were concerned with discussions of fight

ing and getting attention from the teachers or parents through the fight

ing. Showing "who is the boss" was another goal level discussed with 

regard to the fighting. 
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A transcript of part of the taped second session gives an exam

ple of the methods and processes employed by the counselor. The four 

phases of the counseling model can be identified by thia example. For 

purposes of understanding the following transcript, C represents the 

counselor, and S plus the number represents the specific students of 

Group A. 

1. Building a counseling relationship. 
C: Last week we began some talk about fighting. Maybe we could 

continue that this week. 
SI: My big brother and I fought a lot this week. 
S2, S9, S12: (All mentioned they had done a lot of fighting.) 
C: How many like to fight? (Three of the four students replied 

that they liked to fight.) Boy, I sure can't agree with you 
on that. When I have a fight with one of my boys or my 
wife or any friends, I don't feel good afterwards. (A 
little more discussion followed and most of the students 
decided they really didn't like to fight, but it was just 
a "habit.") 

2. Exploring dynamics of behavior. 
C: SI, why don't you tell us about a fight you had and maybe we 

can see why you fight so much? 
SI: Well, my older brother and I had a fight yesterday. 
C: Could you tell us who started it? 
SI: Ya, he hit me. He started it. 
C: Why did he hit you? 
SI: Cause he said I moved his records. 
C: But you didn't. 
SI: Yes I did (group laughter). 
C; (To group) Why do you guys think SI fights with his brother? 
S2: He hates him. 
S9: He wants to get him into trouble. 
S12: Just likes to fight. 
C: I would agree more with S9, but I wonder if you know, SI, why 

you fight so much. 
SI: Ya, 'cuz I get mad at him. He really thinks he's a big deal. 

3• Communicating to students an understanding of why they do what 
they do—goal disclosure. (For detailed account of Dreikurs' 
method of disclosing goals, see Appendix L.) 
C: X have another idea--would you like to know what I think? 
SI: Ya. 
C: Could it be you fight with big brother in order to get Mom 

to come and be busy with you? 
SI: No. 
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C: Could it be you maybe do all this fighting to show Mom that 
she can't stop you from fighting? 

SI: No, (at this time a wide smile came over his face and the 
rest of the group laughed). 

C: Can your mom stop you from fighting? 

SI: Yes. 
C: How long? 
SI: Fifteen minutes, maybe. 
C: You are showing her she can't stop you. 
SI: Ya, that's right. 

4. Reorientation phase. 
T: (to group)STthis is the reason, and according to SI it is, 

and according to you all, fighting isn't all that enjoyable, 
what suggestions could we come up with for SI as to how to 
stop fighting? 

S2: Stay out of his brother's room. 
S12: V/hen his brother comes in and tries to start something, 

just leave. 
SI: That means that I would be giving in to him. I can't do that. 
S12: Ya, you still want to be bossy. 
C: SI, if you can see that all your brother wants to do is get 

you to fight so he can prove that he is boss, who would be 
in control if you just left when he tried to start fights 
with you? 

SI: I don't understand. 
(At this point the counselor explained it again with some 
more examples and discussion from others about some of their 

fighting.) 
C: Do you see it at all now? 
SI: Ya, I'd be running the show. 
C: Yes, but in a way that would make the home a nicer place to 

live in. (There was some more discussion about how much 
power the kids have to make the home a pleasant place or an 
unpleasant place. A lot of it depends not only on what the 
parents do, but what the children do.) 

C: SI, and all you guys, why don't you see what happens this 
next week with the fighting that goes on in the home? 

After the fourth session the counselor contacted Teacher A to see 

if a tutorial program could be set up with these four boys acting as the 

tutors for a group of first or second graders. She was interested in 

implementing this idea but was hesitant, as she felt none of the teachers 

would want these four boys working with their students. 

It was discussed at the fifth group session that a tutorial pro

gram was a possibility if the group were interested. Their enthusiasm 
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was overwhelming. They wanted to begin immediately. A list was made of 

subjects that they would be interested in teaching. The counselor ex

plained that the program was not definite, but that he would check with 

Teacher A and see if the group could begin teaching as soon as possible. 

Within a week, Teacher A was able to get two second grade teach

ers to cooperate in this program. The sixth session with the students 

was devoted to role playing situations that they might encounter as a 

teacher. After the sixth week, the group began tutoring individual se

cond grade students twice a week. The only obligation the group had was 

to have all their work done before they went to teach. The teacher later-

commented that this was the first time some of these boys had finished 

their work all year. 

The rest of the group counseling sessions were devoted mainly to 

discussing what comes up when one is trying to teach. The group members 

were able to develop some techniques that were both encouraging and edu

cational for themselves and the students with whom they worked. 

Teacher B's Group 

There were five children in this group at the beginning, but one 

was withdrawn when the parents said they could not be involved on week 

nights with the parent discussions. In this group, there were three 

boys and one girl. The parents of the girl said they would be coming to 

the parents' meetings in the evenings, but they never did attend. This 

child was kept in the group. 

The family constellations of the children in Group B were: 

Student 10 was an eight year old male who had a fourteen, twelve, 

and ten year old brother. 
Student 3 was an eight year old male who had a six year old sister. 
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Student 8 was a nine year old male who had an eleven year old sis
ter and a six year old brother. 

Student 11 was an eight year old female who had a fifteen year old 
sister and a thirteen year old brother. 

In working with this group the counselor employed many of the 

same methods as described in the preceding description of Group A. The 

recommendations given to the teacher were oftentimes not followed. 

Therefore, the counselor spent a great deal of time in the counseling 

sessions helping the students see what they were doing to get attention 

from the teacher or how they attempted to show the teacher that she could 

not make them do their work. 

After about five weeks this group really began to be concerned 

about others in their class, their parents and their teacher. Some of 

the suggestions they made to each other about what they might do to 

change situations at home and at school were quite effective. 

Teacher C's Group 

There were six children, three boys and three girls, in this 

group during the whole nine-week period. Of the three groups, this one 

had the least number of "acting-out" children. So in many respects this 

group was able to accomplish a great deal. 

Once again, the procedure during the first few meetings was simi

lar to the procedures the counselor employed in working with Groups A 

and B. The family constellation and fighting were discussed for some 

length during the first four meetings. 

The family constellations of the children in Group C were: 

Student 7 was an eight year old male who had eighteen, fourteen, and 
six year old sisters and seventeen, thirteen, and four year old 
brothers. 



Student U was aa eight year old female who had six and four year old 

sisters. 
Student 6 was an eight year old male who had ten and four year old 

brothers. 
Student lH was a nine year old male who had eleven and seven year 

old brothers. 
Student 13 was an eight year old female who had a sixteen and fif

teen year old brother and a two year old sister. 
Student 5 was an eight year old female who had a seven year old 

brother and six, three,and three-month old sisters. 

One of the girls was quite skilled in getting her own way by us

ing her temper. This was discussed quite extensively and then the group 

discussed how people use different emotions to get what they want. Some 

examples of the feelings or emotions discussed were: (l) people act shy 

so others will come to themj (2) some are very pleasant to get others to 

do things for them: and (3) some feel hurt and helpless in order to put 

others in their service. 

When one of the students was absent due to an injury from an ac

cident, the group decided to make individual get well cards for him. 

Their concern about making him feel better was discussed in different 

ways during the next few sessions. This desire to help others was ex

panded to other people and areas, and the students came up with specific 

recommendations for each other of how this might be carried out. Realiz

ing during one discussion how tough it must be to teach school and how 

few times anyone ever tells the teacher how much, at times, she is appre

ciated, they decided to make a card expressing this feeling. 



APPENDIX I 

DETAILED DESCRIPTION OF METHODS AND PROCEDURES EMPLOYED 
BY COUNSELOR IN WORKING WITH THE TEACHERS' GROUP 

The teachers' group met once a week for one hour during the nine-

week study. The counselor was also to meet for half-hour discussions 

with each teacher individually. At this time the teachers could ask for 

any kind of discussion they felt would be helpful to them in their class

room teaching. After the first three weeks all of the teachers were more • 

interested in having the author demonstrate and lead class discussions 

than in meeting individually once a week. (See Appendix J for more com

plete description of class discussion.) 

During the first meeting with the teachers the counselor explained 

the total program and asked if they would be interested in participating. 

They all were enthusiastic about taking part in the program. The rest of 

the first meeting was taken up with the teachers rating their students in

volved in the study by means of the Child Behavior Rating Scale and filling 

out the Parent and Teacher Open-Ended Questionnaire (see Appendixes D and 

E). Schedules for meeting with the students and teachers were set up 

at the conclusion of this first meeting. 

Second Teachers' Meeting 

At this meeting the teachers, especially Teachers A and C, began 

discussing specific situations that came up with individual children, 

mostly the children in the experimental groups. At times, however, the 

teachers brought up problems concerning other members of the class also. 
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Teacher A talked about one of her students who was always tip

ping his chair back. This, the teacher felt, was a safety problem and 

thus needed to be dealt with. The group discussed why the child was doing 

it and came to the realization that it was his way of showing who was 

boss. "No matter what I do to him, he will continue to lean back in his 

chair," commented the teacher. The counselor offered the following re

commendation: have the teacher give the boy a choice of sitting in his 

chair correctly or standing during the rest of the period. Teacher A 

said she would try this approach. 

Teacher C was very concerned about one of her students that she 

felt had really given up in his school work. The teacher felt that he 

was rather slow mentally but could do better if he would only try. The 

group tried to come up with something the child could do that would be 

helpful to the class and about which the teacher would be able to comment. 

Teacher C decided that he could straighten the chairs. This was the 

specific job the teacher decided she would assign to this boy with the 

hope of encouraging him. 

Other situations were discussed. The teachers would describe 

them in specifics, and then the counselor would attempt to help the 

others come up with some specific recommendations for altering behavior. 

Third Teachers* Meeting 

This meeting began by discussing the recommendations from the 

last meeting and the changes that the teachers had noticed in the child

ren's behavior. Teacher A had a relatively good report concerning the 

child who was leaning back in his chair. The boy stood up for one class 

period the first two days but had not done it since. The teacher 



attributed this improvement more to the fact that they were now doing 

things he enjoyed in class, rather than her change of response to the 

negative behavior. 

The boy who would do so little work in Teacher C's class had made 

distinct improvement after the teacher gave him the job of straightening 

the chairs and then commented to the class on the nice job he had done. 

The teacher had not done this until about three days before the third 

meeting, because she had forgotten. 

Teacher B was a little pessimistic about implementing some of the 

techniques discussed but was very interested in hearing how Teacher C 

quieted the room in the morning. Some of Teacher C's techniques included 

1. Having a row monitor write the names on the board of people 
who were behaving correctly and doing their work. In the 
past she had the row monitor write the names of misbehaving 
children on the board and the noise level had risen. Since 
she had shifted emphasis to the positive, the noise level 
had decreased. 

2. Letting the president for the week conduct a short class meet
ing at the beginning of each day. At this time milk money 
was collected, library books picked up and news shared. 
Teacher C had found that the children vere more successful at 
getting children quiet in the morning than she had been. 

Teacher A discussed a problem.she had with one of the students in 

her class. When she tried to give this boy some positive encouragement 

by asking him to lead the flag salute, he completely bungled it. We 

discussed this with the idea that his role has always been to be the "bad 

guy." If he does do something v/ell in front of the class and gets com

mended for it, it might take away this role. It was suggested that just 

picking out nice parts of his work or putting a hand on his shoulder when 

he was working might be a better way of encouraging this boy. The teach

er agreed to try to carry out these procedures. 
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Teacher A also discussed something she had come up with during 

the last week. Rather than tell the child and/or children to sit in 

their seats, she was now just pointing. It seemed to work much better 

for her. 

Fourth Teachers' Meeting 

The recommendations from the previous meeting were discussed and 

evaluated. Only one thing had been carried out by Teacher A. She had 

not given the student she had discussed the week before any big respon

sibilities in the class. Instead she had attempted to recognize him for 

his positive behavior by a smile, a comment, or a hand on his shoulder. 

She had seeti some improvement on some days but was concerned that if he 

got all this attention he might get "lazy" and not do his work. She 

definitely was not convinced that this was the best approach. We then 

had a discussion about how a discouraged child is often the misbehaving 

child. If we could encourage him by different means to feel that he had 

some worth, his misbehavior might be less extreme. Teacher A agreed to 

"try" for another week to pick out the things this student did well and 

not be so conscious of his mistakes. 

During this meeting we discussed Teacher A's concerns about her 

own children. Out of this discussion the counselor was able to explain 

some of the theories concerning the family constellation and purposeful 

behavior. This was the first time that these two areas had been discuss

ed. Teachers A and C were able to see how these concepts could be car

ried over into the classroom. 

The counselor felt this fourth meeting, although the group did not 

really discuss children in the classrooms specifically, had accomplished 



much more than the first three. The teachers began to become more aware 

of why children behave the way they do, at' least from the theoretical 

model presented by the counselor. 

Fifth Teachers' Meeting 

This was a meeting during which the teachers and counselor attempt

ed to evaluate what had been accomplished so far. Some children had im

proved in the class and some had not. 

Teacher B had to leave early to attend another meeting. The 

author found it difficult to give her many specific recommendations, 

since she seldom asked for nor indicated a need for any. The recommenda

tions that the counselor gave were always indirect ones. For example: 

"Maybe the child who gets up and walks around the room is seeking our 

attention in a negative way. There is a possibility that if that child 

is given attention in a positive way, he won't need it in a negative way." 

The last half of this meeting was once again involved in a dis

cussion of children in our own homes. The problems of having a thumb-

sucker and/or a "cry baby" were discussed. The counselor attempted to 

generalize recommendations in the family setting to the classroom. This 

meeting ended with a pretty good feeling that the teachers and counselor 

were all working toward a common goal. 

Some concern was raised about the class discussion. The teachers 

had a little different idea than the counselor about what class discus

sion should be. The author and teachers discussed this and came to a 

general consensus of opinion. All of the teachers were enthusiastic 

about continuing the class discussions. 



Sixth Teachers' Meeting 

This meeting dealt more with specific concerns each teacher had. 

All three brought up the class discussions that had been held. Their 

enthusiasm continued, but they were all concerned that when the counselor . 

left the room the decisions the group made went with him. It was decided 

by the counselor and teachers that this be the next topic of discussion 

in the classes. 

The general tone of the children's groups was discussed. The 

counselor did not say specifically what each child had said, but some of 

the discussions concerning their techniques for "bugging" the teachers 

were brought out. From this the teachers began to decide what specific 

ways they might deal with these situations. 

It was decided to have some of the students in the experimental 

groups be teachers in a tutorial program for first grade children. This 

might give them the recognition they needed in a positive way. A discus

sion was held on how this would specifically be done, and the teachers 

were ready to do it. 

Teacher B wanted to discuss how to handle "tattling" since it 

bothered her a great deal. The group came to the realization that the 

very fact that it bothered the teacher so much might have been one of the 

reasons the children continued to do it. Teacher B decided it wasn't go

ing to bother her as much and that she would now respond by telling the 

children who tattle the following: "I am sure you can handle it." An

other possibility brought up by Teacher C was that "tattling" could be a 

topic for class discussion. 
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Teacher B also told of an encouraging experience she was able to 

bring about for one of her students. The boy to whom she referred would 

seldom write anything when he was asked. One day he wrote part of a story 

while the rest of the class finished theirs. Rather than criticize him 

for writing only part of the story, she read his and asked the children 

to see if they could finish it as well as he had started it. At the con

clusion of this experience, all the children in the room clapped for the 

boy's fine efforts. 

This meeting seemed to be tremendously encouraging for everyone. 

All of the teachers left with enthusiasm to continue with their efforts. 

Seventh Teachers' Meeting 

This meeting started out on a rather pessimistic note. Teachers 

A and B were having considerable difficulty with their classes. Their 

evaluation of the situation was that the Thanksgiving and Christmas holi

days were coming and thus the children were more uneasy. 

Teacher C, who at times appeared to be the most discouraged, was 

quite positive about the way things had been going in her classroom. She 

definitely felt that the class discussion had helped put the responsibil

ity of maintaining a pleasant learning situation in the hands of the 

students. 

Teacher B brought up the fact that the child that had presented 

her with the most difficulties was, once again, concerning her a great 

deal. For a period of time there was distinct improvement; but since he 

bad been selected as a tutor, some of his behavior was worse. She decided 

to continue her efforts in emphasizing the positive, but give the student 

a choice about the tutorial program. The choice she decided to give him 
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.was that he could have his work completed before he went to teach or stay 

in the room to finish it. 

Teacher C felt that the tutorial program with some of her students 

was working so well that she had decided to expand it. She worked this 

out by including another first grade teacher and class in the program. 

Teacher A was also pleased that one of her students who had been 

so withdrawn performed well in a play that the class produced. Since the 

completion of the play, much of his work had definitely improved. 

As specific situations were brought up the teachers, along with 

the counselor, began to make interpretations of the purpose of a child's 

behavior and then be able to make recommendations for each other. 

Eighth Teachers' Meeting 

The class discussions were still a concern to Teachers A and B. 

Teacher C felt, once again, that the discussions had helped her class a 

great deal. One of the concerns was the use of a "problem box." This 

was a shoe box brought to school and decorated by the students. It was 

to be used to hold slips of paper that described problems the individual 

students wanted brought up for discussion. Since the use of the problem 

box had been initiated, the group talked only about the problems the 

children brought up. The teachers wanted to be able to bring up some 

concerns they had also. It was decided in a rather enjoyable way that 

if the teachers had concerns to bring up, they should write them down and 

include them in the problem box. 

Teacher C brought up something that was discussed in her class 

discussion meeting. The students decided to have another box which would 

be entitled "Our Friend." In this box students would put something on 



paper that was nice about the "friend for today." The "friend for today" 

would be a different person each day, who would then collect all of the 

comments put in the box, read them to the teacher if he so desired, and 

take them home. Teacher C commented on some of the positive changes in 

attitudes she had observed since the class had begun this new project. 

Since this was the last meeting, the concluding minutes were 

taken by the teachers to make comments about the counseling program. 

Teacher A commented on how the situation with her own children had im

proved. She felt there had been much improvement in some of her stu

dents, but some hadn't changed at all. Eer feeling was that doing things 

in the classroom such as had been suggested in our meetings was fine, but 

it took a lot more time and effort. Teacher B felt that things really 

weren't too much different, but at least she was able to relax more. She 

definitely expressed the feeling that the children could accept more res

ponsibility for their own work and behavior. Teacher C concluded the 

discussion by explaining specific changes she could see in the different 

children that had been part of the experimental group. Most of her com

ments were positive. 

Ninth Teachers' Meeting 

As this was the final meeting, it included filling out the Child 

Behavior Rating Scale post-test and writing in comments on the question

naires. The teachers explained that they had asked the principal if the 

author could teach a course at the school with all the teachers that 

might be interested. A course was initiated and completed, with thirty-

two teachers taking part. 



APPENDIX J 

DETAILED DESCRIPTION OP METHODS MD PROCEDURES EMPLOYED 
BY COUNSELOR IN IMPLEMENTING 

CLASS DISCUSSION IN EXPERIMENTAL GROUP CLASSROOMS 

After the fourth week of the study, the teachers asked the coun

selor to spend thirty minutes a vreek leading class discussion as a model 

for the teachers to follow after the study was completed. The following 

appendix is a general description of the discussions that were held. 

The idea of having class discussions pleased most all the stu

dents in the three classrooms. Helping to solve their own problems that 

they have in the classroom, on the playground, and at home appealed to 

them very much. 

The students were asked at the first class meeting if they felt 

some ground rules would be necessary. After a discussion of what the 

ground rules should be and why we might need them, three ground rules 

(used in small groups) were applied in the class discussion setting. 

These were: (l) we are all of equal valuej (2) we should keep some 

things we bring up confidential; and (3) we are having the discussions 

to help each other. 

Some of the discussions were directly involved in dealing with 

problems of organization in the classroom. How many people should be out 

of their seats at one time,- how should this be controlled, and what 

should happen if someone does not cooperate were all topics of discus

sion. Suggestions or recommendations were voted on by the class and 

implemented during the next week. The four phases of the counseling 
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process, as presented by Sonstegard (1967), were employed by the author 

in the class discussions. The following is a description of a discussion 

concerning the number of children out of their seats at one time. 

The first phase of the counseling process was the development of 

a counseling relationship, or in this case the development of an atmos

phere of mutual respect and concern for others. The concern was that too 

•many people out of their seats at the same time caused undue noise that 

made studying difficult for the others. 

The second phase, or the discussing of the dynamics of the child

ren's behavior, followed. Why do children get out of their seats? Some 

possible reasons given by the students for this behavior were: children 

get too restless; students have to have more materials to work with as 

soon as they run out; students get the teacher's attention this way; 

and children show the teacher she can't make them sit down. 

Disclosure of goals or providing insight for their behavior was 

the next phase. The disclosure of why the children do what they do had 

already been discussed. The counselor referred to the last two reasons 

as possibilities for why students get up out of their seats. 

The reorientation part of the discussion was brought about by 

summarizing what had already been discussed and then trying to come up 

with a solution from the group. In this situation the students decided 

that wooden tickets (two) might solve the problem. One ticket started 

out from each side of the classroom and was passed down the rows. If 

someone needed to get up to go get something, this was permissible if 

they had the ticket. If they did not need the ticket at that time, they 

would pass it on to the next person in their row. This solution removed 



the problem from the teacher's realm of responsibilities and got her out 

of being involved with the children in a negative way. 

Although other discussions followed concerning this situation 

and the revision of some of the managerial methods, this system was used 

successfully to almost eliminate the problem. It was a very encouraging 

experience for the students and the teacher to find out they could solve 

these and other problems together. 

Other discussion topics for these three classrooms included: 

grades, making friends, fighting (both at home and at school), attention 

getting behavior, power drunk people and helping others feel a part of 

the classroom. 



APPENDIX K 

DETAILED DESCRIPTION OF METHODS AND PROCEDURES 
EMPLOYED BY COUNSELOR WORKING WITH PARENTS OF EXPERIMENTAL GROUPS 

In this appendix the author described how the parent groups were 

led and the course of study that was followed. Some taped transcripts 

have been included to give specific examples of counseling techniques 

that the counselor employed. 

There were two groups of parents that met once a week on separate 

week nights for a total of nine weeks. Most weekly sessions were divided 

into two parts. During the first part of each session the author coun

seled one of the participating families in front of the group. This fam

ily was called the family in focus. A discussion centering around the 

book,Children: The Challenge, by Dreikurs and Soltz, was carried on dur

ing the second part of the meeting. 

After the counseling of the family in focus was completed, a dis

cussion on specific topics was held. The study group guide developed by 

Soltz (1967) was used to determine the sequence of topics and chapters 

discussed. 

Following a discussion focused upon such topics as the family 

constellation, encouragement, or the four goals, the group was encouraged 

to bring up specific situations in their homes. These specifics were 

then discussed and evaluated by the group and further recommendations 

were made to the parents. The parents attempted to put these recommenda

tions into practice and then report the results at the following meeting 

for discussion by the group. The following is an example of one of these 

discussions. 
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One evening the group discussed encouragement. One of the fa

thers decided that the way he had been handling the homework problem had 

been very ineffective. He had forced the children to do their work, and 

then he had checked it for mistakes. This had resulted in a great deal 

of conflict in the home. The group, with the leadership of the counselor, 

made the following suggestion. The father would give the children a 

choice of doing their homework right after they came home from school 

or right after they finished supper. When the children brought the home

work to the father, he would comment only on the parts of the work that 

he thought were nicely completed. The next meeting the father explained 

that there had been a tremendous change in the home with regard to home

work. Ee had given the children the recommended choices. They did not 

all choose the same time, but they had all done their homework without 

being reminded. V7hen the eight year old boy, who was a part of the ex

perimental group, brought his spelling paper for evaluation, the father 

commented only on three words that he thought were well done. Much to 

his dismay, the child returned to his room and did the whole paper over 

to look like the three words about which the father had remarked. The 

father was tremendously encouraged by these results. 

The author counseled one family from each group. There was no 

father in either family. Family A's father was a prisoner of war and 

Family B's mother had been divorced for three years. Both mothers com

mented very favorably about the results they had realized through counsel

ing. These comments are included in Chapter IV. 

The following is an example of a specific conflict situation that 

was discussed with Mother A. There are three boys, aged ten, eight, and 

four, in this family. 
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Counselor: Of the three areas of concern you have mentioned, which 
one would you like to work on? 

Mother: The temper tantrums that the four year old has. 
C: Can you tell us a little bit about these again? 
M: Yes, any time I tell him to do something he doesn't want to 

do or doesn't like, he has one. Sometimes it seems like he 
is screaming off and on all day. It really gets to me. 

C: Could you describe a specific situation? 
M: Yes, this morning when I told him to eat his hot cereal, he 

said, "I don't want it." 
C: What did you do? 
M: I told him he could eat the cereal or go without breakfastJ! 

(antagonism in her voice) 
C: Did you say it just like you said it here? 
M: Yes. I was trying to give him a choice and follow it up with 

a consequence. (There was a discussion at this point about giv
ing choices, the tone of voice used, and how consequences used 
with a power drunk child usually are interpreted by the child 
as punishment.) 

C: How did you feel at the time? 
M: I was quite upset or mad at him. He continued to say he didn't 

want the cereal so I put him down from the table. He really be
gan screaming and kicking then. 

C: What did you do then? 
M: I spanked him and put him in his room. 

The counselor then explained that the mother was dealing with a 

very powerful four year old. No amount of spanking would make him do 

what he is supposed to do. The child was aware that even if he got 

spanked, he was in control. The counselor helped the mother see some 

alternative behaviors she might use in dealing with the child. She de

cided to give him a choice at first about his behavior and then put him 

in his room if he continued his tantrum. The child could come out as 

soon as he decided to quiet down. The mother was pessimistic about the 

boy's remaining in his room, but she decided to carry out the recommenda

tion. The counselor then explained that he would talk with the child 

to confirm the hypothesis he had drawn about why the child was behaving 

in this manner. After discussing some other situations with the mother, 
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the counselor asked the mother to leave and then brought the children 

into the interview. 

There was an explanation about why the family had come for coun

seling. Some situations that took place in the family were discussed and 

then the counselor talked to the four year old boy about temper tantrums. 

(C represents the counselor, BIO is the ten year old boy, B8 is the eight 

year old boy, and BU is the four year old boy.) 

C: BU, why do you get so mad and have temper tantrums when Mom 
tells you to do something? 

BU: I just get mad or I want something. 
C: That's a possibility. BIO, B8, why do you think he has these 

temper tantrums? 
BIO: Cuz he's a baby. 
B8: NO he wants to get his way. 

(At this time an argument began over the difference between 
"getting one's way" or being the baby.) 

C: (Interrupting the argument) You guys have some ideas. Would you 
like to know what I think, BU? 

Bh: Yes. 
C: Could it be you have these temper tantrums so often to show Mora 

that she can't stop you from having them, that you are the boss 
and do what you want to do? 
(At this time B^ smiled broadly and nodded his head.) 

C: B!+, do you like to have these unhappy times with your mom? 
B^: No. 
C: What do you think should happen then, if you are going to scream 

so loudly? 
BU: I don't know. 
C: Can anyone stop you from screaming? 
BU: Yes, Mom. 
C: For how long can she stop you? 
BU: A little while. 
C: It seems then she really can't stop you from screaming. But she 

can do something about where you scream. Where should you 
scream? 

BU: In my room. 
C: OK. You and your mom both know why you scream so much. This is 

your way to show who is boss. So Mom isn't going to spank or 
yell at you anymore. She will just help you to your room where 
you can scream all you want. As soon as you are quiet, come 
back out. What do you think about that? 

BU: Yes, but she'll yell. 
C: I will talk with her about that. 



A further discussion was carried on about the fighting and argu

ing among the boys and how people use their tempers to get their own way. 

The boys were then asked to leave, and the mother returned. The coun

selor explained what had taken place and then explained to the mother 

what she was to do when she noticed BU beginning one of his temper tan

trums. Other recommendations were made and the session was completed. 

At the next two sessions temper tantrums were reviewed and the 

handling of them was discussed. The mother carried out the recommenda

tions, but at times employed her old methods of handling the tantrums. 

Each week there was definite progress until at the time the study was 

completed, Bh had gone two weeks without having one temper tantrum. 



APPENDIX L 

USING GOAL DISCLOSURE (CONFRONTATION) AND CORRECTIVES 
FOR THE FOUR GOALS - BREIKURS' METHOD 

Sue Grunewald and John Piatt 

A number of steps are important to successful use of this proce

dure. The following information will be helpful but is not intended to 

act as a prescription. The idea is important but not the specific word

ing, which would need variations to suit the situation, age of the child, 

and his intellectual ability. 

Step One 

Observe the child's specific behaviors in re3.ation to the signifi

cant people in his life (parents, siblings, friends, teachers). It is 

important to have details of specific interactions in mind. 

Step Two 

The counselor should arrange a specific time to discuss the situa

tion with the child. This could be done as part of a demonstration of 

family counseling, a private interview, a classroom discussion, or a small 

group counseling session. 

The following procedural questions might be asked: "John, you 

seem to be having some problems with ." (This could be home

work, the parents or teachers, taking care of chores, or fighting.) "You 

don't seem to me to be as happy as you would like to be these days." The 

idea is to let the child know the counselor feels there is a problem that 

concerns the student and significant adults in his life. 
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Step Three 

Now the counselor will bring up the specific behavior that is of 

concern. The description of the behavior and disclosing the child's goals 

should be done in a manner that is not threatening to him. The counselor 

is not accusing the child but is suggesting what goal he is using. The 

following are suggested phrasings: 

A. "When you do (specific concrete acts) ." 
"I notice that sometimes you 
"Do you notice that you do_ .." 
"Your mother (teacher, etc.) tells me that you ." 
"Can you tell me why you do that?" 

B. "Do you know why you do that? 
"Had you wondered why you do that? 

(Child usually says no or gives some rationalization.) 

C. Get child's permission to tell him what you think . . . 
"Well, I've been thinking about it . . . could it be that when you 
do (repeat specifics) (add here wording appropriate to the 
goal level you believe the child is using)." 

"Well, I've wondered about it and could it be that when you do 
(specifics), you (add goal phrasing)." 

D. Some suggestions for goal phrasing: 
AGM: "You want mother to come and be busy with you?" 

"You want someone to come and pay attention to you?" 
"You want someone to come and play with you, 
remind you, coax, etc." 

Power: "You want to show me I can't boss you." 
"You want to show me I can't make you do anything you 
don't want to do." 
"You want to be the boss in the house," etc. 

Revenge: "You want to get even with me for hurting you." 
"You just don't care anymore and want to get even." 
"You want to punish people for hurting you." 

Assumed Disability: 
"You don't care anymore and want to be left alone." 
"You think things are so hard you don't want to try 
any longer." 
"You feel there's no use trying because you always 
fail." 
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Step Four 

Unless the child has a "poker face" there will usually be some 

recognition reflex on his face, some sign that the child senses the im

portance and correctness of the counselor's formulation. Sometimes the 

child will say "No," but his smile or other non-verbal signs indicate 

that the counselor is right. The counselor can make a wrong diagnosis of 

a goal, so it is advantageous to try another goal. It may be that the 

goal formulation is correct, but the wording did not have meaning to the 

child or the child may be covering up his true feelings. 

Step Five 

The counselor should reassure the child that he could not under-

stand by himself the reasons for his behavior. The child may react by 

being defensive or withdrawn. The counselor and the child can find ways 

for him to get positive attention, by having fun, being accepted, doing 

his work, etc. At this point the counselor should try to work out an 

agreement with the child to try something more constructive. It is help

ful to select something over which the counselor has some control so that 

he can follow through and provide positive reinforcement for the child's 

efforts. 
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