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. 'INTRODUCTION T

The utilization;'in a structured way, of the influ-
ence.whlch peers have on one another has 1ncreased signifi-
cantly in secondary schools .in the:past decade. The
expression "peer counselling" has come to represent ao
attempt on the part of counselling departﬁents to allow
students to enhance their interaction and'involvement with
other students. In a&aitiOn to providing an important means
of encouraging affective or emotional growth among etudents,
the maximizing: of positive aspects of the ﬁeer influence
model through peer eeunselllng programs is used w1dely as a
means of helplng the adolescent cultlvate more meanlngful
relatlonshlps through communlcatlon with other adolescents.
The purpose of the present study is to extend exlstlng
counsellor education theory an&-practice to the field of peer
counsellipé,byia comparison of three methods of training i

secoodary_school students as éeer counsellors. The three

.
.

training methods are.comparea through the decrease in aliena-.

. A s -
tion scores on the part of the junior students, the peer

- counsellees, with whom the senior students worked after re-

ceiving-their training. The rationale' for the present'study

~

is derived from the llterature on the psychologlcal needs of

the adolescent which is examined hereln.- The basic tenets of.

“individual and group counselling are then'examineﬂ as one

ﬁeans‘of‘helping the adolescent meet his psychological needs

- A’

™



{#

At

. INTRODUCTION o wvidd

within the,secondary:sohool setting; This examination is.
followed by & reéiew of existing research‘oh the effects of
adolescent peer influence. This literature is examined for
thé'purpose of determining the extent of the intlﬁence which
adolescents oah have on each other both. in natural and in
structured settings.

A review of thelliterature on peer counsellor training

indicated that part1c1patlon in aADevelopmental Group counsel-

llng experlence can- enable peer counsellor tralnees to create
h ~

W

an empathic climate and gain conSLderable insight. and empathy
for each other. The Developmental Group counselling experience
_can prov1de, ln a psychologlcally safe way, for the empathlc
personal growth of the part1c1pant. In addltlon, in Deveiop-
mental Group counselling, attention is focused on the develop-
mental tasks, the psycho—soc1al stages,. and the vocatLOnal
development stages of the adolescent. |
' “’//,‘ . The second”approach to, the tralnang of peer counsellors
focused on the‘didactic aspect of training. An approach was
sought which wotiﬂ lead directly to the acquisition of commuhi- ;
pation skills; the.acquisition of such skills would subéequently'
lead to increased peer counsellor growth ‘ .,
" Both the Developmental Group counselllng training,
whmch empha51zed growth 1n empathy, and the Mlcxocounselllng
training methodology, whlch_empha51zed growth in commuhlcatlon
skiils,_Wereﬁillustrated to be more than adequate asrtraining

¢
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‘methods for peer counsellors within a secondary school. A
further delineation of the,theoretical'rationale for the

. e
- . hypothesis did, howewuex, indicaﬁe that in the case of Micro-

counselling -training, extinction could take place'quickly if

the skills were not practiéed and reinforced. In the case

of Developmental Group training, the ekposu:e to the training
. - ) -

experience could teach one a great deal about what it was
o — _ . }
like to be in a counselling group, but not a great deal about

how to discriminate and. label precisely what was happening in

the group. The theory thus led to the conclusion that a
+ . \ .
combined Developmental Group-Micrecounselling approach to

. training would be superior to either training method used

separately.
- The experimental design of-the studyris contained in"
/ ) , - . )
.Chapter II. The results of testing.the:hypothesis are pre-

B =
sented and discussed in Chapter III. Chapter III is concluded

by.thé summary of the research and the statement of conclu-
'sions. The "annotated bibliography, the bibliography, 'the

appendices, and the abstract of the thesis conclude the

/- B o~

study.



CHAPTER I . ’ o -

REVIEW OF THE LITERATURE

9

The purpose of this chepter is to provide.e'hackh
ground in theory for the present: research project. In the
flrst part of the chapter, an examlnatlon of the psycholog1ca1

3 needs of the .adolescent is presented. The application of the
basic tenets of individual-end group.counselling as one means
of helplng the adolescent meet hlS psychologlcal needs within
the secondary ‘school settlng is examlned. In the next’ part |
of the'present chapter, a revrew of exlstlng research on the
lnfluence whlch adolescents-hav on one another in both
natural and structured setting the peer'lnfluence model,
is presented. Three methods of tralnlng senior students as -
_peer counsellors are examlned. -Thls examlnatlon is followed

] by 'a review of ‘the llterature on allenatlon, the dependent

variable Qf the study. The chapter is concluded with a state-

‘'ment of the problem and the hypothe51s of- the study.
1. The Psychological Needs of the Adolescent,'

The psychologlcal needs of the. adolescent are

examined 1n the present section. Maslow hHas commented exten—.

smvely on the psycholog;cal needs of the 1nd1v1dual. 'The .
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need structure.; For Maslow, while the individual does have-

needs for affection, dignity, respect, appreciation,lend
.honour, it is the lmp11c1t lmportance of his being anOlVEd

in meanlngful communlcatlon with people which is essentlal-

in order that his psychologlcal needs he satlsfled ﬁaslow:

. 7

. A ' .. V ) - '?'I
con31dered —— . =

a

e

s

that most neuroses involved, along with other
complex' determinants, ungratified wishes for
safety, for belongingness and identification,

- for close love relationships, and for respect
and prestlge.Z oo -

Maslow concluded that the failute of the individual to meet. .
his need for meanlngful comnunlcatlon with people was so
important that its lack of fulfillment was at-the core of the
most severe psychopathologf involvingfthe indinidual human
being. - ' U. | : - |

) Gonle, in commenting-on Masiow and’the-Third Fnrce,
Movement in peychology, said that "tﬁe psychologically sick
person is one who has never learneq'to achieve good human |

( relationships."3 | ‘
While the nature and causes of mental illness are \3\\

beyond the scope of.this werk, there seems to be little |
‘doubt tﬁap the individual who is functioning well

- ‘ ‘ ‘ 'q

1 Abraham Maslow, Toward a Psycholpgy of Belng, New
' York; Van Nostrand Reinhold, 1962, p. 200.*“

2 Ibid.; p. 21.%

'3 Frank Goble, The Third Force: The.Psychology of
Abraham Maélow} New York, Pocket Books, 1970, p. 72..

-
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psychologlcally within-dur society has pedple with whom he

can communlcate lntlmately gbout 31gn1f1cant aspects of hlS

existence. . . .

In his discussion of the possible causes of aliena-

tion emong-in&ividuals whose psychological needs are not

.being met, Hobart distiﬁguished emong three'interactioﬂally

*

related\phenbmene.ﬂ'For Hobart, alienation bebihs with a

feelipg,”whethet correct orx not, that others "don't under-

" stand," a resulting impaired ability to communicate with

others, and'a’ déepening sense of social isolation. The

" feeling ‘that others "don't uhderstand“ results .in a circular

process with fewer attempts on the ‘part of the alienated to

-communicate; the lessening of communication results in the

alienated “individual understarding less and experiencing

a deeper feeling of alienation.? )

Hobart has'maintaihed that the extreme withdrawel
'l

from personal 1nvolvement with others, present among the

allenated— is of the utmost- importancé. ‘In his words:

I fm suggesting that a key dimension in the various
aspects of alienation which have been identified by
others is the despermte feeling of not being able
to communicate with others. This, in interactfion
with the Ways of adjusting to this feeling, con-~ o
stitutes the:process of alienation.5 -

4 C. W. Hobart, “"Types of Alienation: Etiology
and Interrelationships,” Canadian Review of Anthropolng
and Socxology, Vol. 2, 9965, p. 92-107.

5 Ibld., p. 93.‘.
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Hobart's thesis that the alieﬁated individual ex-

'4

"perlences a decrease in hls patterns of meanlngful communi-

catlon with others seems to present a common behavloral
trend to be found among the allenated..- o

| Kuhlen whlle parallellng in many ways the work of
Maslow, is generally felt to have dealt more spec1f1cally
w1th the adolescent. He spoke of.the-need for.status and
acceptance and the need‘for understanding'and loﬂgurange
purpose as belng of paramount 1mportance to the developing
adolescent.6 These needs can be met by the adolescent

-

through the presence of 51gn1f1cant lnd1v1duals with whom

he can_communlcate. The- adage ‘that the adolescent finds "

himself;in part at least through others is of‘relevance when -

‘the satlsfactlon of psychologlcal needs is being considered.

In a 1ater work, Kuhlen p01nted out that while
durlng adolescence, glrls tend to have more stable relatlon- -
shlps than boys, for both sexes there is

little doubt that the status and degree Qf accep—

. tance -one has among -his peers play a fundamental
role in the quality of a person's adjustment. [...]
In close, warm, secure relationships with other
people, individually and in groups, are to be
found many of the most satisfying experiences of
life and the major sources of psychologlcal '
security.’

6 Raymond G. Kuhlen, The Psychology.of Adolescent -
Development, New York, Harper. Bros., 1952, 1—675 P.

7 S. L. Pressey and R. G. Kuh n, Psycholegical

. Development through the Life Span, New| York, Harper and Row,

1957, p. 506.
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Erlkson added am.gmportant d;menSLOn éo the need
e
for the- adolescent to have meaningful communlcatlon w1th

otkher adolescents when, in speaklng of youth he said: .

\S\\\%he domlnant issue of thlS stage, therefore, is
- he assurance that the active, the selective ‘
ego, is in charge.and -enabled to be ln charge
by a social structure which grants a given age

group the place it needs, and 1n which it is
needed.8 x

ot

Failure of EHe_adolescent to feel needed within our
society'haeyresulted'in the peer group becoming almost. a
small‘sociefy.in itself. 1Indeed, Coleman mﬁch earlier saw
the peer group as becomlng an ever—rﬁcrea51ng source of
adelescent 1nvolvement whlch malntalned an ever-decrea51ng ;
connection with the'outSLde adult world.9

. Bier has said tﬁat begauee-the individual adolescent
understands so little ef"himself, hie.greatest need is to be
uﬁdersﬁbed by others.lo- The understaﬁding;of which'Bier
spoke,has decredsed es isolation_of the adolescent as a
social entity has increased. | |

Koury recognlzed the'need for innovations to resolve
thé role diffusion which may pervade the life of‘the adoles-

. . i N *
cent as he attempts to establish an identity of his own

~—~

8 Erik ﬁ.:Erikson, Identity: Youth and Criéis, New
York, Norton, 1968, p. 246.

9 James .S. Coleman, The Adolescent Society:’ The Soclal'
Life of the Teenager and Its Impact on Educatlon7\New York,
* The Free Press, 1961, p. 312.

10 Wﬁlllam C. Bier, The Adolescent: 'His Search for

Understandlng, New York Fordham University Press, 1963,
1x—246 P. '
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through the meetlng of dis psychologlcal needs.ll on the ..

:problemjof ldentlty, Erlkson has said that where youth dur-'
‘1ng adolescence do not establlsh 1nt1mate relatlonshlps
w1th others, they may settle for hlghly stereotyped inter-
personal relations aud come to retaln a deep sense of
lsolatlon.lz\ |
ﬁeath, in a manuer'sihilar to Erikson, has spoken of
the deep sehse}of-alienation prevalent‘among modern.youth.
For him, aithough adoleSCents.have a degp desire for close
friendships, they exhibit a great hesitancy to risk initiating
and maintaining the intimacy neoessary-ror such'close relation-

ships. 'ﬂeath, less- concerned with theoretical aSpects of

adolescence than Erikson, saw one of our great needs to be

- ©a

the, development of institutionalized ways of teaching young

e :
people to communicate emotionally with one another. He said

that adolescents need to be taught how to express affection-
ate and apprecratlve feellngs, how*to develop more intimate
relatlonshlps wrth members of thelr beer group ‘and how to act
responsrbly id encounters wrth peers in order to test their .

hypotheses on thelr emerglng values.13 For'Heath,‘the

4

11 M. ‘A..Koury,."Crisis: Identrty,“ 'Adoles;:hoe,
Vol. 6, No. 22, Summer 1971, p. 229 233 . S

12 Erlkson, op. c1t., p. 136.

13 Douglas H’/%eath Humanlzlng Schools. New Dlrec—
tions, New Decrsmons, New York Hayden, 1971, P- 20
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qualrty of the adolescent s 1nterpersonal relatlonshlps,
‘partlcularly w1th his peers, was one ‘of the prlmary deter-
minants of maturlty and 1nte11ectua1 growth.i‘In agreement
_w1th.Er1kson, but with greater.emphaels‘onta solution to
.the problem, Heath said:

Kdolescents have few opportunities in our society
‘to perform meaningfully respon51ble service to
others. One learns to care by caring. .Adolescents
need to be challenged imaginatively, motivationally,
socially, ethically as well as intellectually [...]
Our schools will never have the resources to provide
the care and attention  that each child needs [...]
Every student in the eighth through the tenth grade
should have the responsibility for an entire school

. Year of helping two younger children become more
educable.1l4. ‘

By prov1ding opportunities for older students to be-
" come involved infpurPOSeful endeavours with younger students
‘within our scﬁoois,=heath feels. that we would be making ‘an

. important step in teachlng our young people to care for and
feel respon31ble for each other. The psychologlst and
educator, Bronfenbrenner,15 in a recent address, supported

?

Heath'§ positien. After citing’ statlstlcs to illustrate the

alarming deterioration o0f traditional fam;ly structureS'and,

after examining the need structures of the individual,

Bronfenbrenner concluded that larger institutions than the

~

14 Ibid., p. 191.

15 Urie Bronfenbrenner, "Families and Children--
Who Cares?", an addreéss, Second Pickering Lecture, Carleton
Unlver51ty, Faculty of Psychology, December 10, 1976.
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\famlly would haVe tc provlde a currlculum for carlng so
that the adolescent's psychcloglcal needs‘could be better
met. His challenge is that in North ‘America we must-remake.
our institcticna so that“people_ate put first.

| In conclusicn;‘the adolescent has, along with other

'psychologicalrneeds, the need for involvement throuéh mean-
ingful ccmmunication with others. Frequentiy the need is

_not ﬁet in our society. Ae:a result of our hesitation ahd
failure in helping the adolescent to meet his most important
'psychological heed, our adolescents opérate almost'ehtirely
within the confines of the peer group. The peex group as
it cperates naturally may have a negative effect on certain

',adolescents. The conscious acceptance by certain lnstltu-
<t10ns, llke the home and the school, of what should be one
of thelr roles, and the 1ncorpcrat10n into exlst;ng st;uctu:es,
of programa‘which énable the adclescent to meet his psychcl;-
ogical need for involvement through meaningfui ccmmunicatichﬂ
would undoubtedly have p051tlve beneflts. The adolescent
‘would experience more positive feellngs for the 1nst1tut10n
Which heretofore he may have-felt that he had llttle real
involvement in or'understanding'and-appreciation of. He
could also have the positive feelings that would come with
the realization that he is, at ieast in part, an acent cf

. change-in these institutione and not estranged and alienated

from them.
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2.- The Appllcatlon of the Ba51c Tenets of Ind1v1dua1 and jﬁ‘\
b ) Group Counselllng as One Means of Helplng the ' ) -
P - . Adolescent Meet His Psychologlcal Needs EEETRE
- ' : w1th1n the Secondary School. : O

» r \.-/_"_' . -
,///< The processes of 1nd1v1dual and group counselllng
-~

B _ ///Ere now examlned as, a possible means of helping adolescents
//,(// meet thelr psychologlcal need for meanlngful ;ersonal communi-
//f/ : cation. ‘At the same time, the processes are examlned as a
| means ‘of helping to reduce the feeiings of alienation which
— . ‘ 'adolescents may experience in our secondary schools.
Counselllng is a direct, interpersonal relatlonshlp
between counséllor and counsellee in which the principal
2 e objective'ithhe-improveﬁent of the welfare and the ameliora- :
| tion of the probtems of the counsellee.16 The primary purpoee
of counselllng is to maxmmlze human effectlveness.l7 From
- a practical standpoint, effective human behaviour is that
f behaviour which give$ the individual the greatest possihle
$ | long-term control over His environment and the affective
responses,within him that are evoked by that‘environment.l8
The basic assumption underlying the counsellihg pfocess is

that the human personality unfolds as a result of healthy

16. J A. Humphreys, A E Traxler, and R. D. North,
Guidance Services, Chicago, Science Research Associates,
1960, p. 5. . '

17 Donald H. Blocher, DeVelopmental Cqunselling,
New York, Ronald, 1966, p. 5.

]

18 Ibld.
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!

¥
'interaction betweéb_the.growing'organiep and his’cﬁlture or
enV1ronment.19 L0 B .

The tradltf/hal counselllng process has 1oﬁg pro—

'\vided a means by which the 1nd1v1dua1 has attempted to meet

his need for deep meaningful personal communication with
others. The'mean;agful personal communication and the re-

sultant involvement of the counsellor in the life of the
. . . w ;
client is generally felt to be ‘at the core of the counsel-

ling process, . >

Writing on the reason for more and more individuals

-

seeking the help of a counsellor, May stated: ) .
On the basis of my own clinical practice as well .
as that of my psychological and psychiatric
colleagues [...] the chief problem of people in -

the middle decade of the twentieth century is _
'emptlness 20

The emptlnesé of which May spoke has been likened hy

him to "estrangement, playing it cool, alienation, withdrawal

of feeling, indifference, anomie, and depersonalization."21

These feellngs appear to be conSLStent with the earlier
theorles presented in the present work where it was concluded
that feelings of alienation and even withdrawal exclusively

to the peer group could become pervasive where the need

19 Ibid., p. 4. -

20 Rollo May, Man's Search for Himself, New York,

21\@0110 May, "Our Schizoid Woxrld,™ LOVe and Wlll,.
New York, Norton,n1969, Chapter 1, p. 29.

-

. -
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of ﬁhé-adoléscent'for'meaningful.persopal cdmmunicatién with
| - . R T e U

.others was denied.
. \

~ - What is‘there inherent in the counselling process

which is related to the bsychological needs ‘of tﬁe adoles-

qéht? Carkhuff, in describing the nature’ of tﬂélgqpnselling
process, said: | \ C

The degree.to which the helping person offérs high

. levels of empathic understanding of the helpee's

world is related directly to the degree to which -

the helper is able to understand himself and

others.22

o Empathic invb;vement through meaningful-pe;sonél
communication is at the core of the dounselling.proceés.
Many thebries of counse;ling deal,'és Carkhuff has dealt,
witﬂ the Becessity of the counsellor becoming ;nvolved
in a relevant way in the life of his.client. Undoubtedly,
a good many clients'come to a counsellorvgéécifiqglly
because of the éifficulties involved for them in findiné
people in the 6utside woxld with whom they can meaﬁing—
fully relaée; These cliepfs are the individuals whose psy-
chological needs forrmeaningful personal communication are
not being meﬁhﬁiﬁhin the existing social structure. In more

recent times, in an attempt to increase the impact which any

‘one trained counsellor can have, counsellors have been ‘making”?

22 Robert R. Carkhuff, Helping and Himan Relations:
A Primer for Lay and_Profesfional Helpers, .Vol. T: Sellec~-
tion and Training, New York, Holt, Rinehart and Winston,
‘1969, p. 36. - :

-
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o
more use of group counselling principle

)

S. . An examination of

group counéélling as it is related to the present study

o P
follows. L -

Group counselling, a means ofiinqreasing the embathié
t involvement of one counsello;.with a larger number of clients, .

ﬁ$§”received iricreased attention in the literature since the
early sixties. In their su?vey of the literature from 1960
to 1965, Gazda, Duncan, and Meadows generated what is re-
garded as a classic definition of group counselding. .The
definition is preéeqted heré in order that’ counselling groups
may be seen in clearer perségctive. fo;Gﬁzda EE;EQ'?

Group counselling is a:dynamic interpersonal pro-
cess focusing on conscious thought and behavior
and involving the therapy functions of- permissive-
ness, orientation to reality, catharsis and mutual
trust, caring and understanding, acceptance and
support. The therapy functions are created tand
nurtured in a small group through the sharing of
Personal concerns with one's peers and the counsel-
lor. The group counsellees are basically normal
individuals with various concerns which are not
debilitating t6 the extent requiring extensive
personality change. The group .counsellees may
utilize the group interaction to. increase under-
* - standing and acceptance of values and goals and to 23
" learn and/or .unlearnm certain attitudes and behavior.

The recent-increased'usé of group counselling makeé
it an important medium through which greater numbers of
individuals can become involved in meaningful comﬁunication,

~

not only with a trained counsellor but with other members of -

23 'George M. Gazda, Theories' and Methods of Group
Counselling ih ‘the -Schools, Springfield, Thomas, 1969, p. 9.

' - K
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.a‘csudselling‘group,; The aﬁi;ities of one trained counsel-.
lor, as.faciiitator, can be utiiized so that the needs oﬁ‘.
--a'greater.numbqr of'pedple can be ﬁet. .
In discussing‘the_goals'and purposes of é;oﬁp
coﬁnse;Iing Within the schools, Gazda saw the experience as
providing a means whereby adolescents could explore what it
mesns to be a persos, could develop a better understanding

of other people through careful listening, could integrate
their feelings snd thoughts, could learn to become-more
effective in social situations, could re-examine their wvalues, -
and coulé 1earn to be more responsmble for thelroown behav:x.our.24
A counselllng group passes through four stages: Fhe involve-—

| ment stage; the transition stadge; the working stage; and

the ending stage.25 In the early stages of group develop- \\

ment, there are beglnnlngs of trusting and accepting rela-
tlonShlp formations and a desire to dlscuss feéiiggs and
behav1our. Both of these stages w1th1n a_group prov1de the
i —adolescent with a means of inéreasing his emotional involve~-
ment through meaningful pﬁpspnal communication with other
~adolescents. )
In conclusion, encouragement is.contained in the

1ite:sture for the increased use at the ‘secondary school
: -

24 Ibid., p. 90-91.

25 Clarence A. Mahler and Edson Caldwell, Groug

' Counselllng in Secondagz Schools, Chlcago, Sc1ence Research
Asgocliates, 1961, p. 66.

>
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1evel of various forms of group coﬁhs‘elling.-26 The counsel-
llng group provmdes the,ldentlty seeking adole§cent w1th an
ocpportunity to place hlS concept of existence in, relatlon .
toaother adolescents' concepts of exlstence.27 More impor-
tanf ‘to the presént ‘work, the counselling group provides

opportunities for 'increasing meaningful personal communica-

tion among adolescents. ThlS increased personal involvement

b

‘galned through opportunltles for meaningful personal communi-

”catlon was seen to be most necessary in the prev1ous}y

discussed treatment of the psychologlcal needs of the

adolescent. .

escént Peer Influence Model.

The adoiescentwéeer inflnence model encoﬁbasses that
influence which adolescents have on each other, when through
varlous modelling behavrours and the dispensation of rewards
and punishments, the individual adolescent comes to be con-
trolled by members®of his peer group. rPeer connselting
refers to a relationshio in which communication on matters

.of joint concern; with appropriate levels of empathic under—

‘standing, positive regard, genuineness and concreteness or

.- .. - ' R

N

26 -Daniel W. Fullmer and Harold W. Bernard, The
‘School Counsellor~Cohsultant, Boston, Houghton-MiffIinm,
1972, p. 1532.

- 27 Angelo V. Boy and. Gerald J. Pine, The Counhsellor
in’ the Schools: ' A Reconce tualization, Boston, Houghton-
Mifflin, 1968, p. 217.
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specificity of expression, is made available by'a trained

s .. . : . ' y R

peer desighated as "more knowing" to a person of approxi-
~ .

matelyithe same age designated as "less knowin'g_."28

-Q"} " . R . . ..
€7 there follows in the present section an ex ination

of various programs which have made structﬁ;ed-u e of the

Peer influence model. “The purpose of such exami ation is,

N . C ’ . . » ~
firstly, to ascertain the real effects that peers can have

on each other andh.secoqdly, to ascerfain the‘present-re-

search needs within ﬁhat general field which provides for a.

’structu;iné_of the.ngﬁﬁral effects of peer influence,' the

area of peer counselling.

There.have been numerous recent works which have
cited:aftempts,.thrbugh the usSe of individual and group

counselliné'programsﬁ to maximize the positive effects in-

herent in the peer”groﬁp. The enormous relatively untéppig

potential of thé'péer‘groﬁp has recently been used success- -

fully in tutorial programs at the college level by Brown29

30 ’

cand by Ware and Gold”’ and, in one~to-one counselling

s ' - . o

28 T. J..Vfiend, "The Peer Influence Model in ‘Coun-~
sellipg;f'Educatibhal‘Tebhnblbgy,_Vbl. 9, No. 3, 1969, p. 5

0.

29 William F. Brown, "Student to Student Counselling

for Academic AdjustmenﬁﬁW Personnel’ and Guidance Journal,
Vbl; 4BJHNO- 2' 1965’ P- 811_817- -
" '30-Claude Ware and Benjamin K. Gold, "Report on the

Los Angeles City College Peer Counselling Program,"” unpubli
.paper, July, 1970, no pagination. _See also, "The 1968-69

. . Student Counsellor Assistant Program: Persistence and Scho

_ship Sta;istics,"'lrls P.

shed

lar-
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srtuatlons at the unlver51ty level by Torney.Bi American‘

Uaner51ty in Washlngton has embarked upoh an extensmve peer

counselllng program with the overall alm of creatlng, over

a three- year perlod,'a student—centred unrversrty. Whlle

he main emphasis in the Amer;can UnlverSLty program in-

\ volyes academic_counSelling, there does'exlst, as one of the

efght aspects of ‘the program, a telephone service to handle

_personal—soclal crases. The'fact that'last year the peer

counselling crisis ‘staff handled more than 10 000 calls
indicates the degree of acceptance of the program. Eventu-

ally, ten percent of the students w1ll become actlvely

'_1nvolved as peer counsellors in this program Detalls are-

v

not available on the specific tralnlng procedures used by
the profe551onals, nor has there. been research and follow-up
work.32

In anothér peer counselling program at the university

level Mcntes and Ortega33‘uti1ized'peer counsellors'to.

'a551st potentlal,drop-out and low 1ncome students.- Peer

counsellors played a major role in the operatlon of the

31 D. J. Torney, l’The Rap Room, A Unlver51ty Peer
Counselling Centre," Unlvers1ty of Waterloo,. Ontario, Aprll,
1971, 1-7 p. O , ; :

32-Allaon. Leventhal, "Amerlcan UaneISlty Tries Peer
Counselling," Guidepost, Vol. 16, No. 10, 1974, p. 6.

33 D. Montes and L, Ortega,- 'Retention of the Non-
traditional Student through Peer Modelling;" a paper presented
to the Annual Convention of the American Personnel_and Guidance

. Association, Ehlcago, T1lindis, April, 1976, 1-13 p. .



}'m:if;gw 'O"F, 'THE LITERATURE /-L~' 17

: I o . e

o program by partlclpatlng w1th profe551onal staff in deter—

,‘fmlnlng program needs ‘and by helplng to dellver the avallable
;serVLces on campus to non—tradltlonalutype students. The

peer counsellors were chosen for the program on the ba51s of

;'1nterest, 51mllar1ty of background to the counsellees, and g

“avallabllmty. No formal tralnlng method for the peer.‘
dcounsellors was reported. ' |

| '_ In the hospltal settlng, professronal workers are

"f.now turning to the lnfluence of the peer model in their work

f-f'wmth cllents. The oak Rldge Mental Health Centre in

cPenetangulshene, Ontarlo, & maleum securlty correctlonal

'-7serv1ces lnstltutlon within Ontarmo,‘utlllzes the peer model

. J:and the Transactlonal Analy51s approach to therapy as part

of its treatment milieu. In the Oak Rldge Centre, patlents
in thelr rehabllltatlon process not only become well versed ,
in the language of Transactlonal Analys:l.s,34 but also must
spend tlme as group leaders helplng thelr fellow patlents.;s;
The- fact that the Penetangulshene Centre attrlbutes a good

t deal of its success rate to the use of peers in helplng

. roles, and the fact that the Centre has a very hlgh success

-

34 Transactional Analysis refers to a type of coun-
selling and psychotherapy pioneered by. ‘the Canadian, Dr. Eric
Berne, and made~popular in academic circles through Transac-
tional Analysis in Psychotherapy: A Systématic Individual
- and Social Psychlatrz, New York, ‘Grove, 1961, i-270 p.

35 Personal communLCatlon, G. J. Maler, Dlrector,
Social Therapy Unit, Oak Ridge ‘Mental Health Centre, -
Penetangulshene, Ontario, September 30, 1974, ‘ '
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36 The success of the Oak

Ridge Centre is judged more on the basis ot a low recidivism _
rate than- on the application of a true research model as a
means of evaluation. |

.In a program in Baltimore, Ma'ryland,37 fe@erally

sponsored by the Rehabilitation Services Administration, an

_ attempt was made to find out whether; and to what extent,

certain -adolescents could be utilized to divert other adoles-

cents from juvenile courts. Adolescents, as peer counsellors

1n the prOgram, were chosen malnly on the basis of availability
e

and 1nterest The brogect counsellors provmded coachlng and

counselllng to predellnquent and potentlally dellnquent

_students identified through the school system. Youth coun-

sellors, seventeen to nlneteen years of age, were recruited
to work on a part- tlme basis under the direction of an area
rehabilitation superv1sor. The youth counsellors were on

call day and night" for a two-year perlod. Two hundred and

sixteen youths were served during the first two years<of the

. project. Data from the evaluation done at the end of the

two.years indicated that the youth counsellors had a desir-

able effect on juvenile recidivism to the courts.

hd

36 Ibid.

Other Teens CGet It Together: An Evaluation of the Balti
Youth Advocate Project., Final Report," Mayor's Office’
Manpower Resources, Baltlmore, Maryland, March, 1974,

37 Baltimore Youth Advocate Project, "Teens Helpigi¢'
o

. 1-86 p.
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Recently, ihcreased'attention has beéﬁ devoted at
the élementary schobl level to the influence of the peer
group. Va550538 spokeiof the chaqhelihg of the positivé
aspectg‘inherent in the peer group as beiné one gf the
greatest soﬁrces of suppbrt and influence on which tﬂe
guidance cqunsellor cduld draw. Her rationale was simple
and was based on the fact that "adolescents look to the

1

opinions of friends on issues invelving attitudes toward

A ‘
39 The Vassos peer counselling program

school and learning.”
at Caréy Junior-Senior High School in New York was based on
the Big Brother/B;g Sister concept. This program involﬁe&
having grade six students serve as Big Brothefs or Big
Sisters to new entraﬁts to the school below grade six. " The -
program was implemehéed because consolidation, urbanization,
and bureaucratization were producing a sense of isoiétipn and
creating an atmosphere of anonfmity and facelessness that

was having a detrimqntal effect on studQEF performance.40
Eouhséllors, burdened by large case loadg, were unable to
deal with the general prdblem of alienatién_anq apathy withiﬁ

the school. Vassos, with the help of other counsellors,

making use of the peer influence model, set up a'program

3% Sonya. Thomas Vassés, "The Utilization of Peer
. Influence," The School Counsellor, Vol. 18, No. 3, 1971,
p. 209-214. ' R

39 Ibid., p. 214.

40 Ibid., p. 209. ' 3
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1

where junior students, if they wished, had access almost

anytime during the school day- to a Big Brother or Big Sister.

Tshe concluded that

the peer influehce model holds great potential for

assisting new students to develop more effective .

behaviour in the school setting, while at the same

time establishing a close and cooperatlve relation- o=
shqp with older students,4l ‘

In the Vassos program, the peer counsellors received no train-
ing. No attempt was made to ascertain what the peer counsel- ‘.

lors talked about ;n their work with the junior students;en&,

-

finally, there was no attempt to quantify any results of tme
‘program. | |

- Vriend eaw counsellors as rarely taking advantage of
strategies planned to modify the behaviour of a'specifie
group of students. - She'said: : ‘ -

Methods whereby resources other than those of the
individual counsellor [...] are seldom explored or
made operational. Peer influence is one such re-
source. Theke is a need to develop better ways of
organizing and’ utilizing the resources of students
and their ablllty to help‘other students to. become"
more successful in the school setting: 42 '

Vriend's research work, one of Fhe first attempts to max1mlze
the p051t1ve effects of the peer 1nfluence model at the
secondary school level, involved a superv1sed'prqgram of

peer leadership in counseiling andnstudy‘groups Within én_

41 Ibid., p. 214. S B
42 Vriend, op. cit., p. 50.

k]
[}
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inner-city school. "While Vriend did{provide in her work
some méthods of training the peer_leaders,'the train?ng in-
volved having seniér students. "sit iﬁ" on grdup_counseiling
sessions run by a tréined professional counsellor. - The
Vriend prdgram’was~important in that recognition was given
to the, idea pf'tr;ining'the studenté who were going to serve
as peer counseliors.- iﬁ.addi£ion, vriend evaluated her
program on phe basis of the academic performance‘of the
seleﬁtea‘stﬁdents; éttgmpﬁsrwere médé to use cdntrol
fgroups; .

Acaﬁemié performance in the Vriend study43'was

measured on the basis of Seqguential Tests of Educational

' Progress (STEP) scores for méphematicsy science, social

sciences, reading and writing; School and College Ability A

Tést (SCAT) verbal, Quantitative and total scores; and Grade

-Point Averages (GPA). Using analyéis of covariance;to éﬁm—'

‘pute differencés between the peer counselling and thé control

éroupsf on STEP scores the'nuil hfpothesisrthat'there would

- be no significant differeﬁce in scores betﬁeen‘the»peer

counseliing and contfol groups was rejected at thel;05'level..
: 8

Vriend used grouﬁlmean scores to compare the demonstration’

"and éontrol_grbup on SCAT scores. The differences on SCAT

43 T. J. Vriend, "Utilizing Peer Leaders in Counsel-
ling and Study Groups to Modify Academic Achievement: A
. Demonstratior Study in an Inner-city High School," unpublished

Ph.D. dissertation, New York University, 1968, p. 106-143:.

LY
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scores were not statistieally significant. On the third
eriterion, the grade'point average, three out of five demon-—
stration groups showed a SLgnlflcantly hlgher grade point
aveﬁgge. While Vriend's study was relevant for reasons .
mentioned above, the lack of adequate controls, the problems
which would be <involved in replicating the study and, fin-
ally, the use of grade point average as a criterion;of
sﬁccessi make the empirical aspect of the study of qﬁestionjf
able value., As -a demonstration study, the work does have
merit. |

Varenhorst44 hasffhitiateé a longitudinal research
project which is in its seventh year at.this time.  The
Varenhorst Palo Alto program is unique in‘that, for the first
piﬁeb stqdents at the secoﬂdary school level are eot limited
to’ the ;ole of academic tutor or eduzational advisor: Tﬁe
peer coﬁnsellors'are involved in'a wide range of‘legitimate
‘counselling roles as professional assistehts. The work of
the peer counsellors as professional assistanfs involvee'
helping younger students solve persohal problems,\@evelop
learning skiLls, and develop friendehips; There are aleo

sessions involving the learning of social skills and the

giving of career and vocational information.

44 Barbara Varenhorst and Beatrix Hamburg, "Peer
Couhsellor Program and Curriculum," unpublished paper,
Palo Alto Unified School District, Palo Alto, California,
June 29, 1971 1-36 p. .
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volved school personnel as\ as four psychiatrists from -~

L

the,Sﬁanfofé]Medical School. An important point in any over-'

all.assessment of the Palo Alt§ program is the fact thaﬁﬂthea

training méthpds have followed a traditional didactic modei.\ ‘

There has been 6nly a minimal opportunity for the peef k
counsellors to experience or apply their new leamnings
before or-after'program sessions. It is‘also important to
_nbte that, in the Paib Alto program, thé pfofessionals'have
beep actively involved and present as lea%ers\in the‘peef
counselling groups similar onthé way they were in Vriend's
45

earlier work. Much of the attentién in £he Palo Alto

program has been devoted to training the professional to
train thelpeer counsellors. The only selective criterion for
thefcﬁoice oésthe professional was a time éommitment on his
part; Thé maih focus of the prégrgm has involved the effects
on the peer counsellor himself of being chosen, being trained,
and having worked as a peer counsgllor. Little attempt has
‘beenr made to assess the effects of the program on the peer

counsellee population.46

Y e e -

. _ 45 Barbara Varenhorst, "Description Progress Report
and Current Status of the Palo Alto Peer Counselling Program,"
unpublished paper, Palo Alto Unified School District, Palo -
'Alto, California, March, 1972, 1-8 p.

46 Ibid., p. 7-8.
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;3 ‘: ' Théreson'and.Hamilton47 used peer social ﬁiodelling48
ag,h means of increasing céreerAexploratioq behaviours among
gradedele§en males during a four-week ptpgram conducted in a

‘suburban_étanford high school. The purpose of the Thoreson-
Hamilton program was to determine the effectiveness of three
typeéﬂof treatment in heiping students to procéss\informa—
tion én'careers. The three'methods were: video-presented
peer social modelling, group counselling with structufed
stimulus materials, and peer social modelling combined with
strﬁctured stimulus_materialé. It was hypothesi;ed that
students in eaéh of the three treatment groups woqf& engage

"in significantly more career exploration behaviours than
students in two control groups. .Assessment was on the basis
10f four dependent va;iables:_ (§) a knowledge test; (b)'é

simulated decision test;‘kc) the frequency of career .explora-

tory behaviours; and (d) the variety of career exploratory

behaviours. The results of the Thoreson-Hamilton study, one _ °

of the first studies in peer counselling to make use of a
rigorous experimental design, did support the hypothesis that

peer social modelling techniques were effective in promoting

-

47 Carl E. Thoreson ahd Jy A Hamlltoﬁ, "Peer Social
Modeling .in Promoting Career Behav1ors,“ Vocational Guldance
Quarterly, Vol. 20, No. 3, 1972, p. 210-216.

48 For~a~thorough treatment. of . .social modelling, see
A. Bandura, Principles of Behaviox Modification, -New York,
Holt, Rinehart and Winston, -1969, esp. Chapter 3, "Modelling
and Vicarious Processes," p. 118-204. ‘
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career information-seéking and pfotessing behaviours. The

' reports on the study did suffer from serious defects, how-
ever; The test criteria were not presented or explained so
that one is net certain of their rellanility and validity.

In addition, the study was managed by-one student-counsellor
over a Gery short period of time. While the.external validity
of she Thoreson-Hamilton study is questionable, the study

does show that it is possdble to involve large groups of
students in self help programs.

" Using twelve high school pee} counsellors, Leibowitz
and Rhoads49 provided training in two basic counselling
skills: effective listening and responding, and decision-
making. The authors report that'role—playing was the primary
mode of learning, although ‘nowhere in the report of the study
was the method of role-playlng described. Tralnlng was con-

ducted over nine weekly sessions of two-anduone—half hours

duration. The Carkhuff Empathic Underetanding'Scale was used
direotly as a training aid. 'Students were taught to differen-
tiate among level 1, 2, 3, and 4 statements. The tapes which
_ﬁere made of the training program wexe evaluated by a practi-
cum superV1sor and two graduate students. The authors re-

ported in the study that an analysms of variance was used to

49 R. Le1bow1tz and D...J. Rhoads, "Adolescent Peer
Counselling," The School Counsellor, Vol. 21, No. 4, 1974,
p. 280-283.




~ TN

'REVIEW OF THE LITERATURE

énalyse the data. An lmportant conclusion of this study
was that adolescents cou®d be~taught to make dlscrlmlna—

tions that appear to be germane to the counselllng Process. .
D

The peer counsellors were judged ‘to be keenly sensrtlve to
the counselleeswand to be able to respond approprlately to

their specific concerns.50 Whlle the conclusron of the

study is 1mpress1ve, the study as reported does not. contain

the detail necessary for replication. The number of students

in the. sample is small and the evaluatlve techniques are

"ig“steonable. In addltlon, it is impossible to determine

from the 1nformatlon glven exactly what data were analyzed.

Nevertheless, the study_does-represent an attempt to train

peer counsellors using techniques which have been success-
fully used for a number of years.in the training of profes-

N T
sional counsellors‘mh

h”’""'h

Roffers,51 in an attempt to develop a model for,
utilizing peer counsellors in an inner-city high school,
surveyed programs existing in the United States prior to
1975. Based on‘nationwide visitations to existing peer
counselling programs, an analysis of existing literature

and extensive'data gathering through gquestionfhaires, he

50 Ibid., p. 282. ‘ s

51 D. W. Roffers, "The Development of -a Model for
Implementing the Positive Peer Culture Program in an Inner-
city High School," unpublished paper. available from Xerox
University Microfilms, P.O. Box 1764, Ann Arbor, Michigan
48106 (Order No. 76-4090), 1975, 1-1.79 p.
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concluded: (1} there was a need forladﬁlt leaders who were

knowledgeable in various facets of the positive aspects of

peér culture; (2) there was a need generallj in existing
‘\
programs for more support staff; s(3) there was a need for

ﬁhe recognition that. the peer group is a more influential
force in changing behaviour in schools than aﬁe adults; and
finally, (4) there was a lack of sophistication in evalu~
ative piocésses for most programs.

In Ontario, the Ministr¥ of Education has reported

that there are nine informal peer counselling programs opera-

52

_tive at the secondary school level. Many of these pfograms

are in the North York and Etobicokehareas of Toronto. An

examination of the existing programs, both in Canada and
the United States, over the past three years léads one to the

following "conclusions:

1. Most of the work being done irivolving the train-
ing of peer counsellors is not of an empirical
nature. '

2. Where research is being done, either in peér
counsellor training programs or in actual peer
counselling prqgrams, little attention is being
paid to developing programs with adequate
controls for internal validity.

S -~

ey

~

52 Rolland Fobert, Executive Assistant to the ‘Deputy
Minister of Education, Ontario Ministry of Education, per-
sonal communication, 1977. The Ontario . Ministry of Educa-
tion has asked that peer counselling programs be implemented
throughout all secondary schools in the province. The docu-
ment, Guidance: - Senior Division, Ontario, Ministry of
Education, Publications Branch, 1977, 1-25 p., replaces the
Senior Division section of Curriculum I:3 and S:5. '
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3. Replication of training programs is difficult _ _
because the various training processes are not. \
labelled :ahd described. ‘

4, 'Littie attention is g{ven to setting down details
"~ involved in the implementation of the actual peer
counselling program. As a result, programs are

hard, if not impossible, to replicate and reported
outcomes of many studies are of questionable merit.

5. yIn most programs, the peer counsellors work under
close .one-to-one supervision with a trained pro-.
fessidnal. Evaluation of outcomes cannot be
separated from the influence of the supervisor. fp#

6. A rationale, a justification from sound theoretical
~principles, for what' is being attempted in peer
.counselling training programs is lacking.

7. Existing research on peer counselling indicates /
 that adequate administrative and organizational
time is. not being made available to -ensure that
well ‘organized peer counselling programs are
offered. ' ' ‘
‘8. " In many peer counselling programs, discussed
o - outcomes differ substantially from intended
" ‘outcomes. -~ ] ' . : .

In summary, theléeer influence mqﬁel offers one .
‘viable ﬁeans of humanizihg educatioh,53r but if maximumluse
T is to_Ee_made of the peer influence.mbdel at the secondary
school level, there is a need to. develop and évaluaﬁe
training pngramF for péer'counsellors; .
i To encagshlage the review of the.1i£e¥aturé”presented'

thus far, the conclusion, has been reached that there is ;

‘theoretical and practical justification -for increasing

~ . -

. ‘53 Richard A. Schmuck and Patricia A. Schmuck, A-
Humanistic Psycholol " of Educatiohi ' Making ‘the School
Everybody's House, Palo. Alto, National Press, 1974, v-388 p. x\
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. .

"1-utlllzataon of the peer 1nfluence model through peer

!counsellor tralnlng programs w1th1n secondary schools.
A ,The concluslon was arrlved at through an examlnatlon of
"the llterature on the psychologlcal needs of the adoles- -

cent where it was 1llustrated that an 1mportant psychol—

'.oglcal need of the adolescent, the’ need for meanlngful “
1.commun1catlon thh others, is not belng satisfactorrly
'fmet w1th1n exlstlng 1nstltutlons.' From the llterature on

l flndlvrdual and group counselllng, it was 1llustrated that

o the counselllng process, by provrdlng for empathlc per—

sonal 1nvolvement offered the adolescent a3 mllleu which

+

helped in the fulflllmenf of the need for meanlngful

'personal communlcatlon. Subsequently, the-group coﬁnsel— =4

llng milleu was seen to prov1de a better means of helping
) more adolescents meet thelr*maln psychologlcal need.

The personal lnvolvement of the varlous individuals parti-
’ c1pat1ng within the counselllng group was seen to be -

ﬂtherapeutlc.r In the subsequent treatment of the adolescent

L

peer 1nfluence model,_the conclu51on was reached that,

~ .

gwhlle numerous of the ex1st1ng programs were produc1ng -

fsatlsfactory results, there ex1sted a paramount need to

develop and evaluate tralnlng programs for peer counsellors

" at the secondary school level , Sl T o
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4. The Training of'Peer,Cdunse;ldEs.‘

SR S . .
- In 1952, .the learning theorist Eyse-nc_:ks4 presented

A_a.challenge‘to the‘counselling profession when helstatea

[
3

“that troubled people were aS';ikely to be rehabilitated if

fhéy were left alone as if‘they were‘exPOSed to counselling

and psychotherapy. As.a reaction to this serious chailenge,

oWt

intensive evaluations of counsellor tféiﬁing programs were

_Trudﬁ} Ciikhuff,‘and Douds > emphésizéd an integra-

tion of both. ic and the experiential approaches
to counselldr training.;'Spivack,56 in his compqghensive

review of numerous counsellor educatjon Efograms,.found

“that professidpals in many'counsellor.édﬂcétion programg -
had come to acecept Truax, Carkhuf?}_ahd'Dduds' thebretical'

position and were styiving for the proper balance between .

LN
]

+ Exfflained b iefly,-the didactic approgch'tp'coﬁnsél—- .

lor training refers t the‘trqditional training approach

54 Hans J. éysenckl\"The Effects of Psychoﬁherapy}]'
An-Evaluation,” The Journal of. Consulting Psychology, Vol.
16, 1952, p. 320. - o o

-

; 55 Charlés B. Truax, Robert R. Carkhuff, and John
Douds; "Toward an Integration of.the Didactic and Experiential
Approaches to.-Training ih..Counselling and Psychotherapy," ‘

' Journal of Counselling Psychology,- Vol. 11, No. '3, 1964,
‘p. 240-237. - . "

56 J. D. Spivack, "The Use of Developmental Tasks, for

- Training Counsellors'Using'InterperéQnal Process Recall," unpub—.

lished Ph.D. thesis, Michigan-State University, Lansing, 1970,
1-269 p. ST o . o )

# R
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Lichere"thé"'f“‘student is.taught how to be an‘effective counsellor
by a tralned profe551cnal The experieutiai appréach to
counsellor tralnlng glves credence to the concept that to
be an effectLVE”counsellor, one must experlence the counsel-:
‘_llng relatlonshlp from- the point of view of the client. At

the outset, experlentlal tralnlng emphasrzes exploratlon,

dlscovery and experiencing where thejtralnee can, through
’Els experlence with others, come to recognlze hlmself as 'a
| belng,wrtp unique needs, emotlons, and;confllcts. At the.
.‘same time, he can become'aWare:of, seneitive to,.and_under—
stauding of the needs; emotions, and ccﬁflicts of others.
In_generalizing rrom;the trainee'e‘own'perecnal.exéeriepces, f
- inductive learniugrwithin‘the‘traineevtakes place.- Because
.experlentlal learnlng involves recognition, understanding,
.and an accurate empathy for the Surface as Well as deeper
meanlugs of behavlour, ltzcan be vrewed as a process used to‘
acquire -and imprque counselling‘skills.57

The present work attempte to'appiy this existing
knowledge about the training of professional and lay coun-
sellors to the field or peerrcounsellorftraining. Develop-
58

mental éroup counseliing has béen chosen .as the experjential

approach to peer counsellor training; whereas, microcounselling

57 Truax et al., op cit., p. 245.

58 Blocher, °E- clt., Chapter 10, p. 156-182,
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Hés_been chosen as tgs didactic approach to training. An
o s vt fon e 3
examination of the applicability of'the above processes 1n

the light of. adolescent heeds follows.
A. Developmental Group Counselling

Developmentéllgroup counseiling refers to a parti-
cular form of group counselling in which attention is
directed to the needs of the age group being counselled.
More specigiéally, within the secondary schoql setting it
représents one means of dealing wit@ the devglopmental
needs of thé adolescent as outlined by Havighursj:,59 the
psychosocial $t§ges of adolescent development'as putiined

by Erikson,sq and the vocational dgvélopment-stggeé of adoles-

- ¢ence as outllned by Super.61

Gazda6 s%pke of the exploratory, tran51t10nal,
action and termlnatlon stages of-a developmental counselling
group. In préctice, developmental groups expefiential;y
emphasize both ;eiationship and behavioural principles. 1In

dealiﬁg with the relationship aspect, Gazda has maintained

59 Robert J. Havighurst, Developmental Tasks and

'Educatlon (3rd rev. ed.), New York, McKay, 1971, p. 75-82.

60 Erikson, Identity, Youth and Crisis, esp. Chapter 3,
"The TLife Cycle: Epigenesis of Identity," p. 91-135.

61 Donald Super, The Psychology of Careers: An
Introductlon to Vocational Develbpment New York, Harper
and Row, 1957, vii-362 p.

62 George M. Gazda, Grou 'Counsellln'.w A Develop-
mental Approach, Boston, Allyn and Bacon, 1971, vii-273 p.
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that developmental group counselling subscribes to the core

conditions of effective counselling as outlined by Carkhuff.63

McDermott64 recognized an interésting and iﬁportant
dimension of developmental group counselling when she empha-
sized that the groups exist as a means of meeting the psychol-
ogical needs of the members. -Group sizes range from four to
thirteen, depending on mgmber interaction, leadership, énd
intermember relations. It is fe}t that odd-numbered g:oupé
tend toward less po;arization. DeVelopmentalﬂgfoupg may be

composed of all males, all females, or a mixture thereof.65

McDermott hag iliustrated that, because of the structugé
Bréught into the groups by the members, the developmental
group counsélling medium provided a-péycholégically safe
opportunity for ad?lescents to talk over their mutual
concerns. It must be noted that, while numerous other
theoretically sound experiential_approachgs, including the
T-group and sensitivity training, could possibly be argued
for as suitable experientiai training approaches-for adoles-

cent peer counsellors, the developmental group counselling

milieun may be chosen for two reasons. In the first place,

63 Ibid., p. 33-35; see also, p. 153-159 for A more
detailed explanatlon.

64 P. McDermott, Developmental Group COUnselllng,
Toronto, Nelson and Sons, 1971, 1-31 p.

65 Ibid.
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an approach is requiréd which is relevaht to ‘the trainees;
whiéh takes into consideration the developmentél tasks, or
the Sklll knowledge, functlons or. attmtudes that an in-
d1v1dual acqulres durlng a spec1f1c period of his or her
life. w66 Secondly, the developmgntal group (DG} training
approach offers minimal psychological pressure and risk-
taking and is thérefore appropriate for use within the
secondary échool sétting.

Appropriate topies for adolescents may be determined
S0 that during the developmental group tralnlng program the
peer counsellors wouih be involved in the dlSCUSSlon on

tOplCS of interest and relevhnce to them. In addition, by

determlnlng the toplc being discussed, control for internal

:valldlty could be maintained during the DG Phase of the /’(

»

traininggfrogram;
n McDermott's words, "general topics, parent- -

Y
adolescent relationships, peer group ﬁelationships, percep-

tion of self.and others, and any other toplc felt to be

1mportant to the developlng adolescent in the group are

i
considered. suitable matters for discussibn.“67 While

McDermott is vague on just what adolescents like to talk

about regarding their experiences, other theorists are more

66 Hershel D. Thornburg, DeVelopment 1n Adolescents,
Monterey, California, Brooks- Cole, 1975, p. 6.

67 McDermott, op. c1t., p. 3.
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Indeed, from the various’theories on adolescent

)

develepment one can abstract the follbﬁing‘eight areas ae

those which are of main concern to the &oung adolescent.

l.

[N

The Way I Must Seem to Others: Adolescents become-
concerned with how others view_them as compared to
how they feel about themselvegifﬁ

‘What I Look for in a Friend: The adolescent is

characterized by remarkable clannishness and stere-
otyplng, with clique cruelty to the out groups.69
Right and Wrong: The‘adolescent mlnd is caught-'"
between the morality learned by the child and the

"ethics to be developed by the adult.. He is eager

to be affirmed by peers and at the same time con--
form to the rituals, creeds, ‘and programs of a
5001ety which define what is ev1l 70

.My Career Plans--How My ngh School Courses Relate

to Them: The teenager is expected to begin to
develop his ideas as to fields and levels of work
approprlate to him. He is expected to make tenta-

"tive choices in regard to the type of education and

training he will need, at 1east in a particular
specified occupation.71 :

My Responsibilities to Family, Friends, Community: ’
The adolescent begins to pay attention to civic
respon51b111t1es.72

Freedomr—What It Involves in the Famiidy, with
Friends and the Community: One developmental task
of adolescence involves achieving an appropriate

. dependence-independence pattern.73

68 Exrik H. Erikson, Childhood and Society (2nd ed.),

New Yerk, Norton, 1963, p. 261.

69 Ibid., p. 262.

70 Ibid., p. 263.

71 Super, op. cit., p. 92.
72'Thornbu;g;'o2f“cit., p. 12.

73 Gazda, Group Counselling, p. 140.
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7. The Role of Womén and Men in Adult Society:
Learnlng one's psychosocial biological sex role
is a developmeqtal task of adolescence.74

- 8. Dating: Explorlng p0551b111t1es for -a future

mate and acquiring* "desirability" is a develop-
mental task of adolescence. 75

The leader s_role in the developmental counselling

group is to serve as a facilitator and to diredt the parti-

- cipants géntly into the exploratioﬁ of their feelings on.

matters of cc::ncern..--‘-}r’6 An important aspect of the develop-
mental group. is that, as. it moves especially from thé’transi-
tional‘stagé to. the action stage, the members begin to show

a marked improvenment in theirlability;to{express concern for

one another. At the point where the group moves to the

- action stage, the members begin to relate more meaningfuily

to each other by communlcatlon whlch is. lllustratlve of more
trust, more ‘acceptance, and more openness. The 1mportance ;
of having helpe?s function at relatively h;gh‘}eyelS'on

certain interpersonal skills has long been‘estabiished in

the counselling_pfocess.77 Empathy,78 composed of tone o£

74 Havighurst, op. cit., p. 140.

75 Thornburg, op. cit., p. 12.
76 Gazda, éroup counselling, p. 140.

77 Carl R. Rogers, "The Necessary!and Sufficient
Conditions of Therapeutic Personality Change," Journal of
Cdnsulting Psychology, Vol. 22,.1957, p. 95-103.

78 Ibid., p. 102.
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imitativg-reéponse, perception or abstraction‘bflcore

material, and imaginative vgriation of‘response?g_on the

part of the counsellor, is one such essential dimension of

the cougselling p£océss. Carkhuff and Berenson, in advocat-

ing the application.of ﬁasic cdunseiling priﬁciples to teach-

ing, concludea: ‘"Phis dimension [empaﬁhyj emphasized entering

the feeiiﬁgs of the client. It remains the cornerstone of .

all helping equations.igading to helpee bénefits."BO.Parti-

cipation in a developmental group provides members with an

opportunity to quickiyAestablish focus and direction and to

. gain considerable insight and empathy for each other.Bl To

quote Blocher: ’ | | _ ,
They [participants in a Common Probiem Developmental
Group] can often create a more empathic climate and'

show greater insight for each other than can even a
skillful counsellor who has a different set of

5

experiences,.82 '

The theoretical stition,has been presented that peer
counsellor training is better than no training, in much the

same way that professional counsellor training is better

: 79 A. Buchheimer, "The Developmenf of Ideas about
Empathy," Journal of Counselling Psychology, Vol. 10, No. 1,
1963, p. 61. ‘

: 80 R.-R. Carkhuff and B. G. Berenson, Teaching and

" Treatment: -‘An Introduction to Counselling and Psychotherapy,
Amherst, Massachusetts, Human Resource Development Press,

) 1976 ’ p- 17 - . 4

81 MCDeImOtt,‘ -OE... Cit- r p. 26-

82 Blocher, op. cit., p. 214.
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than no traininét "furthe;mbre, the position has_been ii}usf
trated that eertainitraininé‘prograns are superior In-that
they ean lead to increased‘counsellor skills threughigrowth
in empathlc understandlng on the part of the peer counsellor-
in- tralnlng. Experlentlal tralnlng for peer ‘counsellors,
through participation. in a aevelopmental group tralnlng
program, has thus been 111ustrated theoretlcally to represent
one means of 1ncrea51ng empathy 1n peer counsellor tralnees.

Emplrlcally, Carkhuff has concluded that the Hegree
to'qhich the helping pexson- offersinlghjlevelSle empathlé
understanding of the helpeefs'worldlissselatee ditectly to
the degree to which the heipee:is-abiegtb7nnde£stand him—'-

. Coeam

-

self and others. He states that:

When the flrst person's. responses add 51gn1f1cantly '
to the expressions of the second.person in such a .
way as to express accurately feelings several levels
below what the second person was able to express,

or in the event of ongoing deep self-explofation

on the part of the second person, when the first
person is with him in his deepest moments, then

the second person can learn+through the significant
sources of learning to respond sensitively to his

own world and that of others.83

2

In conclusion, the desirability of an experientialn
approach in the training of peer connseliorslhas been pre-
sented. Participation in a developmental group counselling
experience ;epresents a suitable mode for training through

experiential learning. In the first place, this mode of

83 carkhuff, op. cit., p. 36.
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1.

traihing_giveg credence tofthé develQpﬁental ﬁeéds of the

adoIeSceﬁt as We%ljas to hié'psychosoéial stages and to his
Vocationa;‘development étaéeé. Sécoﬁdly; parti@ipation in
a deveiopmenpal group énﬁbles the peer goﬁnsellor trainees

to grow to be more empathic individuals.

B. Microcounselling Groups

The didactic aspect of micrbcounsel}ing training refers
to cognitive input, teéchihg, guidiﬁg, and modeiling behaviours
by which traineeslcén lgarn 6?jectively defined behavioural
correlates 6f.whét is consideééd effective facilitative coun-
Qélling prac ice.84' f;ainees gxe instructed in how to comﬁuni_
cate within_Zglected4dimensiohs'and{ﬁow'to'encourage counsellees
to communicate within them. ' The micrpcounselliﬁg model is in
accord with the basic aﬁproa&ﬁ_ﬁsed hérein that increased peer
counsellor tiaining éap lead tb increased peer counsellor
skills, which can lead to increéSed.péér‘couﬁsellor growth and

\:ltimately to increased.counselleé;growth: In commenting on

he Ivey microcounselling model, Carkhuff has said:

In my own terms, the business of counselling is one
of transforming helpees into helpers. [...] Indeed,
the helpees can be mogst efficiently transformed into

helpers by training them directly in helper's skills.85

. . '84. A. Bandura.and R. H. Wiyﬁers,social'Léarhing‘and
Personality Developtient, New quk{/ olt, Rinehart and Winston,
1963, p. 242.

85 R...Carkhuff,.in "Foreword".to.A..E. Ivey and J. R.
Moreland, Micrbcounsel lingt Inhovations in Intervi ewing
Training, Springfield, Thomas, 1971, p. viii.
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a useful technique, but a preferred technique of skills

acquisition.86 It has been. demonstrated that counsellor

87 '

candidates and, indeed, lay qounsellorsas'can be trained

in a relatively short time to become effective facilitators.

Parenthetically, for short-term training programs, chosen
candidates must be high;level functioning, i.e., empathic

J.nd:Lv:Lduals.89

Mlcrocounselllng involves a scaled down interview-
lng session in much the same way that mlcroteachlng 1nvolves

a scaled-down teaching se551on.90 $91

86 Tbid., p. ix. .

87 Allen E. Ivey, Cheryl J. Normington, C. Dean
Miller, Weston H. Morrill, and Richard F. Haase, "Micro-
counselling and Attending Behavior: An Approach to Pre-
practicum Counsellor Training," Journal of Counselling
Psychology, Monograph Supplement Vol. 15, No. 5, Part 2,
1968, p. 1-12,

88 Norma B. Gluckstern, "A Training Program.for
Parents in Drug Counselling," unpublished paper, Universitw
of Massachusetts, Amherst, 1970, no pagination.

89 Ivey et al., op. cit.

90 For detailed work on mfcroteaching; +the reader is

i,

carkhuff goes on to say that microcounselling is ypot simply T

referred to D. Allen and K. Ryan, Microteaching, East Reading,

Massachusetts, Addison, 1969, iii~151 p.

91 Both the microteaching and microcounselling
models, in development, have received extensive support
from the Charles F. Kettering Foundation, Denver,
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Since the initial work done by Ivey, Hackney, and

Oetting on attending behaviour, a total of ten skills have

been-i§tlated and are available for use in microcounselling
.training. The ten skills are beginning skills of inter-
viewing, including: attending behaviour, open inviiation‘
to talk, minimal éﬁcourages to talk; selective listening
skills, including: reflectinon of feeling, paraphrasing,
summarization of feeling, summarization of contént; and
skiils of self-expgeésion, including: expression of feel-:
.ing, sharingrbehaviour,‘and direct mutual COmﬁunication.gz--"
A brief explanation of these skillé follows.

The three beginning skills, relevant to all types pf.l
interv:irewing , involve attending behaviour, open ‘invitation to
talk, and minimal encourages to talk. Attending behaviéﬁr,
made‘ﬁp_of eye contact, physical posture, and verbal following".
behaviour on the pa;t of the_céunéellor, enabies ‘the counsellér:
to selectively reinforce "various types of affective and

cognitive content which the cliént offers.“93

Open invita-
tion to talk is specifically concerned "with teaching the . T
beginning interviewer to ask open-ended questions which

encourage the client to talk and explore his thoughts and

feelings."94 The client is thereby offered many alternatives

92 Ivey and Moreland, op. cit., p. xvii.
93 Ibid., p. 53.

94 Thid., p. 54.
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’?for'selfteﬁpression.hithohtthesimposition'of ohly certain‘_‘
Lcategories for'discussioh.gsx Minimal ehoouraéegftoftalk--rit.
:1nvolves the Sklll of helplng to keep the’ cllent talklng
1'through the use of . repetltlons of one or tWO words of what
*fﬂ:has just’ been- sald, Or. one word questrons, “umrhmms "'or
tf-phead nods as well as..a varlety of body postures and ges-(h~ ;

hturesfgs By u51ng mlnlmal encourages, the counsellqi‘iz:

o lnterest and 1nvolvement whlle the cllent LS permltted

-_fdetermlne the prlmary dlrectlon of the 1nterv1ew..fThe

:technlque offers the cllent relnforcement of his: behav1our.

_—

Reflectlon of feellng 1nvolves selectlvely‘attendlng
~and reflectlng observed feellng states lh the cllent._ The
-fuse of the Sklll on the part of the counsellor enables the
dcllent to feel that the counsellor can- accurately sense the
r‘world as - the cllent is feellng and perce1VLng 1t.97 The‘
ﬁcounsellor, ‘from a 1earn1ng theory perspectlve, lS consc1ously

relnfbro;ng emotlonal states whlle extlngulshlng more cognl—r'
- tive aspects by ignoring them. . | |
Paraphra51ng, a varlatlon,of selectlve attentlon,-

‘may’ be termed a “restatement of content" on" the. part of the

'counsellor. The, skill is useful in that it helps the cllent

95 Ibid;;;p;‘SSLh
96 Ibid:

‘197 Ibld., 2 sa B o —
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to clarlfy confuslng verbal content, to tie a number of

.recent comments together, and to hlghllght certaln 1ssues. h

-Ideally used, the sklll enables the cllent to talk more s

93

--deeply about the subject at hand Summarlzatlon of fee1~

\

1ng 1nvolves attendlng o the clléﬂt, accurately sen51ng

) the feellngs whlch-are belng expressed, and meanlngfully

1ntegrat1ng the varlous responses of the client. “The Sklll F

- i

on the part of the counsellor is exempllfled by summarlzlng
and p01ntlng Out the dlverse and complex feellngs of the

client. - The clrent s comments and behav1our are selectlvely

‘relnforced ‘in such a way that-he galns an overall prec1se :

plcture of hls feellngs.gg-k-F'_rLl ";H‘f:: z”, o

In summarlzlng the content of the 1nterv1ew, the
=counsellor attempts to recapltulate, to condénse, and to

LY

.:'crystalllze the essence of what the cllent has sald - While

"ﬂ‘the sklll resembles the sklll of paraphra51ng, the twoi;'

dlffer in’ that the summary puts together an “entlre phase-'

: . Ll 0 ‘
'{,Of a sessron or an entlre 1nterv1ew 0 whereas, the para-,

.phrase deals w1th a shorter temporal perlod.f Flnally, the

'-,_sklll termed "expres51on of feellng“ clearly teaches the _

‘-Qcounsellor the dlfference between the cllent s cognltlve

98§ Ibid., p. 60 61.
99 Thid., p. 59. S

100 Ibid.
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ang affedtive realms, In~addition, thefdounsellor is able
to accurately "sense, identify and verbalize the afigp@@ve

w101

component of -a verbal ﬁeSSage. The counsellor is better

able, through his training in thié skill, to identify and

-own his own feelings with the client as the interview pro-

gresses. The eight skills outlined abéve'represent those
ﬁicrocounselling skills which were presented to tﬁe'peer
counsellors.
- The basic microcounselling model, though subject to
variations, .involves the'fbllqwing progressive steps: .
"l. The trainee receives instructions to enter a

room where he will interview a client. Depen-

ding on the situation, the topic may or may

not .be defined. Similar instructions are given

to the volunteer client, with the exception that
he is told that he is about to be interviewed.

N ’ ',‘&“ ’
2.. A fijve-minute diagnostic session' with the '
.trainee interviewing the client is then ks
,videotaped.

3. The.'client leaves the room and completes-.an
evaluation form or he may be interviewed by
& second supervisor. These data are then avail-
able for the supervisory session with the trainee.

4. The trainee reads a written manual describing
" the specific skill to be learngd in this session.
The supervisor talks with him about the session
- and about the -manual, :

5. Video models of an_gxpert- demonstrating the
specific skill are shown. There may be a posi-
tive and negative model of the_aﬁill. :

’ ¥

~ , L ,
101 Ibid., p. 63. -7

o
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The trainee is shown his initial interview and
discusses this with his supervisor. He is
asked to identify- examples where he- engaged

in or failed to apply the specmflc Sklll in

question. o

The supervisor and trainee review the skill
together and plan for the next counselling .
session.

The trainee re- interviews the same client for
five mlnutes. :

r .

Feedback and evaluation on the final session -
are made available to the trainee.l02

From a learning theory'point of view,.the micro-

.

counselling model involves cue ﬁlscrlmlnatlon, spec1f1c '

suggestlons-for 1mprovement, v1deo models, wrltten ‘

‘materials, and supervisor's comments. Operant techniques

. are stressed in that, w1th1n feedback sessions, the

emphasis is on p051t1ve growth little attentlon is paid

103

to errors made in the lnterVIew, The focus is on

learning and growth through reinforcement of that' which

is positive.

5

Mlcrocounselllng technlques have proven .successful’

with a vaflety of professionals and lay personnel among

. fl
¥

_is used

»
“ 1

102 Ibld., p. 6. The Ivey. mlcrocounselllng model
in this work with the permission.of Dr. Allen E.

Ivey, Human ‘Relations Center, Unlver31ty of Massachusetts,

'-Amherst.

- op.” clt.

R

- 103 Ivey, Normlngton, Mlller” Morrlll Haase,

t Pe 10

—— T .
! . . '

e
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them school counsellors,104 paraprbfessgbpals,los medical

students,lo6 and psychiatric patients.107"

Haase and Di Mattial08 in 1970, paying close atten- )

tion to the American Pgrsonnel and Guidance Association
(1967) guidelines £ the preparation of suppqrt,personnel,
chose sixteen fkmales, ages twenty-one to fift&btwo, for
training as support personnel for professional counsellors. -
Only one trainee had more than a hiéh school education.
Tfaining focused on; in addition to training in clerical!
iibrary, audiovisual and guidaﬁce centre skills, three

small group sessions of four hours duration on attending

behaviour, expression of feeiing, and reflection of feeling.

104 Allen E. Ivey, Harold L. Hackney, and Eugene R.
Oetting, "Attending, Island and Hiatus® Behavior: A Process
of Counsellor and Client. Interaction," unpublished paper,
UnlverSLty of Massachusetts, Amherst, 1968 1-13 p.

105 Richard F. Haase, Domlnlc J. Di Mattia, and
Mary A. Julius Guttman, "Training of Support Personnel in-
"Three Human Relations Skills: A Systematic One-year Follow=
up," Counsellor Edication and Supervision, Vol. ll No. 3,
1972, p. 194- 199.

, 106 John Moreland, "Video Programmed Instruction in
Elementary Psychotherapeutic and lated Skills, unpublished

Ph.D.. thesis, UnlverSLty of Massathusetts, Amherst, 1971,
1-216 p.

107 Allen E. Ivey, "Media Therapy: Educational
Change Planning for Psychiatric Patients," unpublished
papkr, University of Massachusetts, Amherst, 1968, no’
pagination.

< 108 Richard F. Haase and Dominic J -Di Mattia,
"The Application of the Mlcrocounselllng Paradigm to the
Training of. .Support. Personnel in Counselling," Counsellox’
" Education and Supervision, Vol. 10, No. 1, 1970, p. 16-21.
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These three sﬁills initially represented the main skills
presented in the Ivey microcounselling model. Objective '
judges, after reliability interaction was established, used

six criteria td evaluate the degree to which the trainees

'.acquired the skills. Means$ and standard deviations for pre~

and éosttraining were.computed. Differences between means

were analyzed byruse of a t test for correlated samples.

The gains on all_Variables were statistically significant 109
Findings in the above study _appear conSistent With
Carkhuff's work in which it is claimed that, although the
paraprofe551onal level of functioning remains below that
of professionals, "helper-trainees tend tc gain more ‘in
their level of functioning over the course of biief training
than some professionals do over years of t'raining“."llo
In.a systematic one—year follow-up of the preVious
study by Haase and Dl Mattia, Haase, Di. Mattia, and Guttman
attempted to determine the retention rate of learning which
takes place during a brief training Program. lll In their
later study; thirteen of the original sixteen suppert per-

sonnel were assembled for the presentation of an ovegyiew

109 Ibig.

110 Robert R. Carkhuff, "Critical. Variables in Effec-
tive Counsellor Training,™ Jburnal of Counselling Psychology,

111 Haase, Dl Mattia, and- Guttman, op.’ Cit., p. 194-
199,

‘
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of the--skills taught the previous year. They_wefe given

L]

the manuals which went with the videotaping of the previéﬁs

year. No videotaping was provided. Such procedure is con-

sidered accep-table.llz

Subjects were then divided into
three groups and were asked 5; fole—play'interviéws on the
Basis of the microcounselling skills taught a year earlief.
The sessions were videotaped. The same graduate stggent
raters were used as in the previous Haase and Di Mattia
study. New interrater reliability coefficienté wére eétab—

<" lished; the raters-assgésed the videotapes ﬁsing the same
criteria as those of the 1971 study. The data were'aﬁélyzed
using a one-way analysis of variance with repeated measures
on the trial factor. A post hoc comparison of ordered |

means utilizing a Newman-Keuls test was conducted; signi-

ficant differences were reported. The purpose of the Newman-

Keuls test was to determine between which means the differ-

ences existed. Tpe hypothesized changes in response effec-
tiveness occurred in rg&é&?on to two dimensions of the.
attending behaviour skill ;nd in tﬁe skill te:med "reflec~
tion of feeling." - A conclusion’ from this study was that
learning does follow a.generalléurve in the training of

support personnel: "When response—contingent‘reinforcemént

i

112 Ivey and Moreland, op. cit., p. 145.

\|
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is removed, rates of responding decrease._ - Guttman and
Haase,114 in a study of graduate students in counsellmng,

found that a slmllar extinction ofslearnlng occurs when the -
foilow;tp is as short as two weeke.

Aldridgel15 pioneered the‘uee of the microcounsel-
ling model with'junior high school.etpaents.- Sixteen
junior high school students were raﬁdom}y divided into a
microtraining group and a placebo_group?' The eight experi-
mental subjects received the standard;zed microcounsellieé
training in the skill of attending beheviour.‘ Training
maetels were modified marginally to better suit the age
dgroup. Interrater reliability on the rating scales wae
established with a Pearsonean correlation coefficient of
.90. Posttest means for the sixteen students showed signifi-
cance at the .0l level in three components of attending
behaviour at the .QS level on one compconent, and no signi-
ficant differeﬁce in two eomponents. This study led Ivey

and Moreland to comment that:

113 Haase, Di Mattia, and Guttman, op.. cit., p. 19s6.

114 M. J. Guttman and R. F. Haase, "The General-
ization of Microcounselling Skills to Counselling Practice,"
' Couhselling Cehter Research Report No. 17, University of
Massachusetts, Amherst, 1971, no pagination.

-

115 E. Aldridge, "The Microtraining Paradigm in the
Instruction of Junior High School Students in Attending Be-
havior," unpublished Ed.D.. dlssertatlon, University of
Massachusetts, 1971, 126 p.

N\



' REVIEW OF THE LITERATURE - . 50

Microcounselling -skills-need not be reserved solely
for' counsellor trainees but may also be taught to
people in general. [...] "Counselling skills are
.general communication skills and, .as such, should
not be restricted to a small group of professiocnals
but made available to pupils as part of their regu-
lar educatijonal experience.ll6 °

*_B:iéfly, the microcounselling didactic approach to

peer'coﬁnéelior training is charaéterized by the following:

1.

2.

.'. ..[f‘\,?:. 5 (]

‘It,brdvidés for the use of models in the social ~
' learning process.ll7 '

The microcounselling model is based on sound

operant conditioning procedures.ll8

The microcounselling model presents, in usable
format, a model which permits slight variations
in training procedure without loss of effect.lld

The microcounselling modelsprovides an opportunity
for self-confrontation or a fostering in «the trainee

of the ability to see himself as others see him.120

A training grogram of under sixty hours can be
effective.l2l

The microcounselling model is feasible to use
within a secondary school.

Essentialiy, microcounselling grdups can provide the

participants with skills which are deemed essential to the

116 Ivey and Moreland, op. cit., p. 193.
117 Bandura, op. cit., p. 143.

118 Ibid., p. 127. . |

119 Ivey and Moreland, op. cit., p. 124.

120 M...Berger. (Ed.), Videotape Technigues ih Psychi-

Catric Training and Treatiment, New York, Brunner-Mazel, 1963,

xv~303 p.

...... . . : 7 . -? ‘



._'B‘Evzr;w."‘os‘!r}m ;.ITE_RATURE I 51
meanlngful personal coﬁﬁhnlcatlon and 1nvolvement necessary
to the counselllng reiatlonshlp 122

From a dldactlc learnlng p01nt of v1ew, the micro- -
.counselllng model represents a consc;ous effort to teach
' peer counsellor tralnees the proger repertolre of correct
responses. The supervisory process may be seen as’ 1nvolv1ng
overt reinfo;cements to-produge-desirable skill behaviour in
the trainees. For the student, the experlence is one of 4
accentuatlng and 1ncorporat1ng a set of establlshed skllls.
Mlcrocounselllng tralnlngathys anears to be:well
suited as a didactic method of'training for peer:counsellors.-
Through the microcounselling traihing prOgram, soecific rela-
tionship skills are taught directly to the peer counsellor.
The relationship skills profide”the individual adolescent with
training necessary for'engaging others in meanihgful communica-
tion. That the” ablllty of the adolescent to meanlngfully
communlcate with others 1s essential in the meetlng of his own
psychelogical needs was 1llustrated‘earller in the present work.
More importantly, the trainihg‘in microcounselling provides the
peer counsellor trainee, through a didactlc methodoloé&, with the
skills which are essential for him to function.effectively as a

peer counsellor.

In conclusion to the precedihg two subsections,

122 Ivey and Moreland,'oEQ‘cit., v. 1l.
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been establlshed as two sultable methods for tralnlng peer
counsellors at the secondary school 1evel Part1c19at10n in

a developmental group was shown: earller to have the potentlal
of increaSLng empathy among thejéeer‘counsellor‘tralnees.
Empathy was evidenced to be atutﬁelcore of the counselling
process.. Microcounseliing trainiﬁg provides the peer coun-
sellor trainees with certain COmmunieation skills which are
considered.essential t9.thelcommunicatigijdf-empatﬁy, a further
important dimension of effective counselling.

There follows the rationale behind the use of a combina—

tion of both approaches as an alternate method of t;aining.
C. Developmental Group-Microcounselling Training

Microcounselling as a training technigue may have
one deficiency..-As seen in the previous examination of two
studies, extinction maf take place quickly if the skilieeare
not practised andl'reinforced.123 Exposufe fo a developmental
counselling group experience during tiainiﬁg‘can previde an
excellent opportunity for the stﬁdent to practise and receive
reinforcement in the‘skills being taught according to the
microcounselling.paradigm. " The eonvefse situation applies

.to an exposure to deVelopmental_group counselling alone as

a training medium. The experiential group experience as a

123 Guttman and Haase, op. c¢it., no pagination.

=
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tralnlng method, though useful by ltself may teach one a
great deal about what it is like to be-ln a. group, but not
a great deal about how' to dlscrlmlnate precrsely about what
is happening w1th1n the group. Whlle the mlcrocounselllng
experlence provmdes ‘the group partrcrpant wrth deSLIable
‘skllls and a manner of conoeptuallzlng various aspects of
the group process, the mlcrocounselllng developmental group
tralnlng experlence provades structured opportunlty for the
- peer counsellor tralnee to use hlS newly acquired skills
ahd concepts in an experrentlal setting shortly after they
have beeh taught. The deveIopmental group—microcounselling
training program for peer counsellors satisfies the generally-
accepted requmrement of those who subscrlbe to a didactic
and an experlentlal tralnlng program for peer counsellors.

e

#"in both of thekapoye methods should be better able. to work

7 In conclusion, the peer counsellors who ‘are trained

‘withlsmall groups of peer counsellees than the péer counsel-
lors who have had only one method of training.
| In the following section, adolescent alienation is
'examrned-as'a possible variable to be used to test empiri-
cally thefabove conclusion as to the relative mexits of the
peer couﬁsellor training methodologies of developmental group
| couhselling,'microcounseiling, and a combinatioh of develop~

byental_group eounselling and microcounselling.
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5. Adol%scent Alienation.
The.fo?mAt for the present section is as follows:
adolesceﬁt a;ienation.is examin®d with specific application

l being made tq the adoléscent in the secohdary.séhool.

The term ﬁalienation" has had a lengthy history. In
law, it wés used as far back as the Reformation to describe

the act of transferrlng property from rellglous to secular .
ownershlp. In yet another usage, "allenatlon" means insanity;
while‘in common language, thelﬁerm has been used to describe
variohs deérees of detachment froﬁ self and others.124

_ To present-day social scientists:

- Alienation has-come to refer to a myriad of psycho-
social disorders including loss of self, anxiety
states, anomie, despair, depersonalization, rootless-
ness, apathy, social disorganization, loneliness,

atomization, powerlessness, meaninglessness, isola-
tion, pessimism, and the loss of belief or values.l25

Keﬁiston,lzﬁ,concerned that the term was beginning to be
T )

used to allude to a vague emotive concept, attempted to add
clarity and precision to it.
Keniston ' posed four essential queﬁtions which have

provided a basis for more spécific clarification of the

124 Eric Josephson and Mary Josephson, Man Alone:
Alienation in Modern Society, New York, Dell, 1962, p. 1l2.

125 Ibida ’ po 12-13.

126 Kenneth KenisEon, The Uncommitted: Alienated
Youth in American Society, New York, 1965, Dell {(Laurel
Edition}, 1970, p. 390.
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limitless types of alienation. He saw litérature on aliena-
tion as implying generally that individuals became a1ienated
from somethipg. ~For Keniston then, the focus, Ehat from |
ﬁhich the indifidual was alienated, ha@ to be included in

any discussion of the concept. Thus, his first clarifying

question was, "From what is the individual alienated?"127

The second essential questlon was, "What replaces

the old relatlonsh1p°“128‘ With regard to his second ques- -

tion, Kenlston presupposed that the,individual establlshes

-

within hls life numexous relationships with people as well'
as with varlous lnstltutlons.' The degree or intensity:

of these rélatlonshlps fluctuates.' One might come to feel
g

a sense of allenatlon from hls work, for example, and mlght

A—

seek,;gs a source of meetlng hlS needs, a recreational

- . -l

act1v1ty’v

The third question involved the mode of alienation
and was expressed as, "How is the allenatlon manlfested?“129
The answer to this questlon is dependent upon whether the
allgnatlon is mild or severe. As Keniston has illustrated,
there is a neceséity for a sBciety to héve some men and

Pl

women sufficiently'alienated-to "challenge the established -

127 Ibid., p. 391.
128 Ibid., p. 392.
129 Thid.

o
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otder, to decry lts assumptlons, to suggest remedles for

,lts faults, 1n order that soc1ety undergo major soc1al

1mprovements.l At the other extreme, .the allenatlon of the

.common crlmlnal the su1c1dal person, the psychotlc, and

fthe agent of alrenatlon°“

the apathetlc 1nd1v1dual rarely leads to fundamental

. 1mprovement in the socraI“condltlon.l?O
| The fourth and final questlon 1nvolved the agent or

- causal factors and was expressed by Kenlston as, “What ls

13} The questlon Seems to 1mply a

) fs;mple answer. The assumptlon 1s often made that s1nce all"

'""allenatlon 1nvclves exclu51on, socmety has therefore excluded

"d1v1dual and lS the cause of the lnd1V1dual belng -

'f..atlon, whlch derlve from Marx, deal with allenatlon 1mposed

:Lon the 1nd1v1dual by socrety. Often in the - ‘case of lmposed

L

'allenatlon, the lnleldual 1s consmdered to be unaware of

‘his feellngs of allenatlon.f In hlS dlscuSSlOn of the agent

S
or agents cf allenatlon, Keniston made the p01nt that the =

agent may rnvolve the dellberate rejectlon of soc1ety by thet

individual ln whlch case the 1nd1v1dual and not soc1ety, is
the maln cause. In the case of the. severely allenated _
1ndlv1dual w1th pathologlcal symptomology, there rs llttle
doubt that the causes of allenatmon are complex and

lnterrelated

130 Ibid., p. 359.. "«

allenated Indeed, most of the soc1010g1cal works on alien*k Ly,

el
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In summarlzlng the four questlons, Keniston has

el

pornted out that

one can be allenated from almost anything; an
... enormous number of new kinds of relationships o
- may replace the lost one; alienation may be .

‘ 9;3 expressed in a great variety of modes, and have

a great number of agents.132 | -

Whlle all four of Kenlston 5 questlons are of impor- .

tance ln any complete exploratlon of the concept of adoles—

-cent allenatlon, two of the questlons are of prrme importance

to the present study. In the first _pPlace, the question,

“What replaces the o©ld relatlonshlp?" has led to certaln

_theoretlcal formulations whlch have enabled researchers to
'ﬂ';deflne and measure the components of allenatlon.as they

}”3relate to-the adolescent in -a secondary school. Secondly,‘

ol

'-t‘the allenatlon manlfested°f indicatgs that allenatlon among

Q-'adolescents can lead’to certaln undesrrable behavrours. The

concept of adolescent allenatlon from school 1s therefore
measurable and of relevance for use as a crlterlon varlable.
Kenlston s quest10n concernlng "What replaces the

old relatlonshlp?" may be examlned through the work of Seeman.l33

Seeman publlshed an 1mportant theoretlcal paper which added

'_ further clarlflcatlon to. the multldlmen51onal concept of

-.132 Ibid., E\-asag

133" Melv1n Seeman "On' the Meanlng of - Allenatlon "

fAmerlcan Soc1olog1ca1 Revlew, Vol. 24 No. 6, 1959, p. 783- 791.
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alienation. Seeman stated that’ the méin purpose- of his work

‘was to make tfaditignal iﬁte;est”in"aliéqgtibn mere -amenable

134 ; :

to sharp empirical statement. By tracing the:traditional -

sociological roots of the dimensions of alienation, Seeman

presented five basio:components and a clear, researchable
-

statement oflmeaﬁiqg for each. His definitions of the com-

ponents of alienation have provided a basis fé; manycof‘tge .

more recent socio-psychological studies on alienation:

1. Powerlessness is described by Se€eman as the- -
' "expectancy or probability held by the indi¥idual-
that -his own behaviour .cannot determine the
. occurrence of the outcomes or reinforcements
he seeks."135 :The individual who suffers from
a sense of powerlessness believes that external )
" conditions.such as luck, chance or manipulation "
by others contrel his ‘future; he feels that R
. there is little he can do-to personally. influence
the outconies of his behaviour.

2. Meaninglessness is described as a state of aliena-
tion characterized by a "low expectancy that
satisfactory predictions about  future outcomes .

' of behaviour can be made."136 wWhile powerlessness.
refers to 'a sensed inability to control outcomes,
meaninglessress .refers to a sensed inability to
predict outcomes. The individual who has a sense
of. meaninglessness is characterized by a lack. of

4 understanding of' the events in which he is engaged.
He is.unclear as to what he should believe and
cannot choose with confidence among alternatives.

-~ 3. Normiessness.is described as a "high expectancy
that socially unapp;pved.behaviours are required

S s ,

134 Ibid., p. 783. -
. <135 Tbid., .p. 784.

136 'Ib.id.', p. 78_6-
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‘to achleve glven goals.' 37 The individual who
. is alienated in the normlessness sense will be. ..
, prone to maklng his decision ‘on the basis of \\“"\/
. ;potentlal effectiveness in spite of the soc1a1 :

: norms - lndlcatlng the contrary.

S

- 4. Isclatlon refers. to "the a551gnment of low reward .
~value to goals or: beliefs that are typically highly
-, valded -in a society."138 The term, as used by L
Seeman, does not -refer to a lack of warmth or : :3
. lntenSLty in social contacts. It refers instead, :
| ‘to a situation in which the individual hds become
. ‘detached from his society and culture. ' The iso-
lated individual tends to choose a new social
_‘structure with a new and dlfferent set of
'prlorltles.
.- 5. Self-estrangement is descrlbed as “the degree o
- dependence of the given behaviour upon ant1c1paﬁ£d )
future rewards."13%9 This component of alienation '
encompasses the idea of. intrinsically’ meanlngful'
activity. The self-estranged individual is unable
to.find activities which are self—rewardlng. He )
‘must find a reward outside the activity in which
he partlclpates, an activity is never pursued for
its own sake.

Seeman s work on allenatlon adds spec1f1c1ty to the

theoretlcal orlentatlon of Kenlston by prov1d1ng a classifi-

‘catlon of allenatlon as a multldlmenSLOnal concept, thereby

»

maklng emplrlcal studles on alienation pOSSlble. In answer

to the questmon, "What replaces the old relatlonshlp?“, one’
'can then conclude that among allenated 1ndlv1duals, feedings

gof powerleSsness, meanlnglessness, normlessness, 1solat10n,

end"self-estrangement replace, in varylng degrees, the old

T

137 1bid., p. 788.
. 138 Ibid., p. 789.

. ... 139 1bid., p. 467.

LY
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Anderson140 elaborated on Seeman's theory of aliena-
tion and made more specific Seeman's classification as if_

[y

‘relates to the secondary school environmeht.. Replacing
Seeman's conbgpts of normlessness and isqlatién by mis-

féésance and futility respectivély, Anderson "used the

- .

fdlldwing:ééfinitions_of the five dimensions of alienation
‘as they relate to the alienated student:

. 1. Pdwerlessness: A low exéectancy of ability to .
determine or control outcomes of reinforcements
sought in school. c '
2. Meaninglessness: A low expectancy of ability to
make satisfactory predictions about the future
outcomes of behaviour .in the school. -

3. Misfeasance:  An expectation that tHe use of
means which are proscribed by .school authorities
is necessary in order to obtain goals, desired by ‘
the student. L ) S -;//9

4. Futility: Assignment of low reward values to .

) goals and beliefs that are typically highly
valued by school authorities.. ‘

55, Self-estréngement: Participation in school and
school-related activities is based largely upon

anticipation of future rewards, rather than upon. .
rewards inherent to participation, such as ,
pleasure.l41l ,

Thus, in answer to Keniston's guesﬁion posed. above,

in the adolescent at'the secondary school léﬁel, it is

140 Barry D. Anderson, "pureaucratization and Aliena=
tion: An Empirical, Study in Secondary Schools," unpublished
Ph.D. dissertation, University of Toronto, Ontario, 1970,
1-299 p- . . ) . ' '

& - . 141 Ibid. ' ‘ ' .

s
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- feelings of powerlessness, meaninglessness, misfeasance, '

secondary school.
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futility, and self-estrangément which rfeplace the relation-
ship which the non-alienated adoléscent ﬁas within his

In answer to Keniston's major question, "How is the
alienation manifested?", one must note that the manifesta-
tions of 'alienation are classifiable as being either allo-

Riastic, if the alienation is expressed primarily as an

attempt to dhéﬁge'the wBrld; or autdbiagtio, if it is ex-
'.presséﬁ through' various modes of self-adaptation. Because
0f the nature of the present study, the above-mentioned

question of Keniston I's examined primarily in relation to

the.éeif—adaptive.behaviouré of the alienated adolescent.

' 'The alienated adolescent~ié identifiéble either
through certaln overt behav1oura1 manlfestatlons or .through
attltudes whlch are inferred from the individual's Yehaviour,
Allenated‘students are seen to have d;stortlons in the way

they view their sociai world. They tend to feel that other

© ke

students are more alienated than ié'actually_the case.
Davidsl42lcqnciuded that the alienation whichipermeétes the
studgnt'S'self—picture and distorts his perception of others
influences both his cognitive processes and his social

relatlons. The allenated student tends to underachleve, to

: 142 Anthony Davids, "Alienation, Social. Apperéeption
‘and Ego Structure," Journal- of Cbnsultlng PsYchology,
Vol. 19,° 1955, p: 21-27.
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L3

“have little interest in his school performance, and to have

few meaningful social cqntécts.;‘Bylesl43 stated-that aliena-
tion is related to sociaily deviaﬁt behavipur which c&n

extend in serioﬁsness_tolthefts and the'éarrying of cdncealed.
wédpqns. (::oster144 saw the existence of alienation with its
feeling of apartness as a possible fertile beginning for
violent protest. { |

Other researchexrs have concluded that classroom

progress is related to .the.degree of alienation present

amqﬁg_the_;tuaéntg.145'146'147'148 Low status in the pgér

oo
v

k.

143 John A. Byles, "Alienation and Social Control:

- A étudy of Adelescents in a Suburban Community," unpublished

D.S.W. dissertation, Washington University, St. Louis,

Missouri, 1960, 185 p. '

144 John K. Coster, "Factors Related to Morale in

_Secondary Schools," unpublished Ph.D. dissertation, Yale

University, New Haven, 1955, 276 p.
o 145 D. Epperson, "Some Interpersbnal and Performance
Correlates of Classroom Alienation," School Review, Vol. 71,
NO. 3"1963’ Pl 362_376-

. 146 Melvin'Seéman and John W. EVaqs,."Learning‘in a
Hospital Setting,” American Sociological Review, vol. 27,
No. 6, 1972, p. 772-782. '

147 Gaston Franklyn, "7 Comparative Empirical Study

of the Relationship between Alienation from School and
Academic Achievement," unpublished Ph.D. dissertation,

University of Ottawa, Ontario, 1971, xi-252 p.

148 Charles Pulvino and Douglas Michelson, “aAlienated
Feelings.-of Normlessness--and..Discrepant Academic Achievement,”

- Journal of Educational Research, Vol. 65, No. 5, 1872,

p. 216-218. ' o
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‘group and negatxve manifestations of mental health, as

evidenced by severe acting—out behaviour, are also asso—

149

C1ated with alienation. The severely alienated individu-

al withdraws into himself and interacts with others at
150,151

-,

. Minimal and superficial level. One might conclude

that the range of behaviour to be found in the alienated
adolescént does encompass an extremely wide areé of essen-
tially non—productivé behaviour.

From an examination of the numerous ways in which
alionaﬁion can manifest it;elf behaviourally; the conclusion
is reached that the concept is of relevanoo to the adoleooent

in the secondary school. The concept of allenatlon is of

further 1mportance to the presenﬁ study in that, in the dis-

cussion of adolescent needs, the'adolescent's greatest need
was eviéenced to be the need for meanihgéul communication.
The need was shown to relate to the circular process at
play in the allenated individual . where.there was a feeling

of less empathy for ‘others coupled w1th a lessening of

communication. Developmental Group Counselling (DG) has.

149 E. H. Mizruchi, "Social Structure and- Anomlelln a
Small City," -American Soc1010g1cal REVLew, Vol. 25, No. 5,
1960, p. 645-654.

150 Leonard Pearlin, "“Alianation from. Wofk- A Study

of Nursing Personnel,": Amerlcan Soc101og1ca1 Rev1ew, vVol. 6,
Nq. 3, 1962, p. 314-326. '

. 151 Arthur G. Neal and Melv1n Seeman "Organlzatlons
and. Powerlessnessg: .A Test of the MedlatLOn Hypothesms "

‘Amerlcan Soc1ologlca1 REVlew, Vol. 29 No. 2, 1964, p. 216-226.
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Been shown to rgpresent a means of trainingrpeer counsel-
lors.- As a training program, the DG milieu foé:ses on the
empathy diﬁension. MicrocounSelling-(MG) has been_éhbwn to*™
represenﬁ a means of training peer counsellors which focuses
on the communicatibn'dimension. Since both the empathy
dimension and the communicatg?n~dimensién_gfe inherent in
the concept of counselling, i£ follows that a training
program which encompasses both training methodologies
should repre;ént the most suitable methodology for training
peer counsellors. A combined Developmental—Miqrocounselling
(DMG} training program should be superiér when aliehation |
. of junior students is used as thgﬂcriterion or dependent
variable. : 1. - .

. | There follows the statemeht of the problem and the

hypothesis for the present study.
6. The -Statement of the Problem.

The review of the literature has indicated that
many of the psychological needs of today's addléscent
are not being met within many of the institutions which
.make‘up the total sogiety. In particular, it has been
indieated fhat one of the adolescent's’greatest psychol-
pgi;él needs, his need to be involved in meaningful !
.personal communicaﬁion with other people, is being sever%}y

frust;ated.
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Thegené;ai ﬁedium 6j,gr§ué counselling has been
"shoﬁn to contain potential for. providing oppdrtunities
within our schools wherebf students can ﬁeet fheir p§ycholf
ogical need for meahingfuL communication witﬁ other adol?s—
cents and thereby feel 1ess alienation from .school.

Numerous programs which utilize lay adult personnel

with minimal training are now successfully operative in

various avenues of preventlve and therapeutlc mental health °

work. In many of the prognams, high-level’ functlonlng .
candidates are chosen aS'helpe£—%rainees. It has been
illustrated that, following a brief period utiliﬁ}ng a com-
bination of ﬁ didactic plus an experiential approach to
ﬁraining, these candidates can function more than adequately
as helpers; Developmental counselling groups represént a
means of prdviding experiential training for persons inter-
ested in serving in helping roles. Microcounseiiing_repre-
sents an effective means of fulfilling the didactic aspects
of tﬁe training process. Both training approaches have been
used widely in the training of 1a¥ and professional
counsellors.

' The maximizing of the positive aspects of the peer
influenée model within the secondary” school setting has

been largely ignored. The positive aspects of the peer

influence model are based on the positive-gains whlch can

accrue as a. result of the natural affinity of youth for youth

\—_.
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___;-—-_-_-—‘_‘— - - » . .
within the secondary school setting. The peer influence

model used within the existing etructuge of a secondary
school cbunselling'services'department represents a reser-
voir of support and influence from which the counsellor
can draw. Programe which make use of Peers in a tutorial

sense are available. Peer counselling programs are
beginning to be utilized in the secondar§ school setting.
There is a scarcity of information on criteria used in
selecting peer couﬂseilors."Trainihg programe are brief
‘0r are lacking completely; Those.which ekist are hard
to reproduce. As well, there has been little attempt to
measure either the effects of the training program oh £he
trained peers, or the effects of the peer counselling
program on both the helper and the helpee in the re}ation—
ehip. The major purpose ef the study is to extend present
thedry':n counsellor education to the field of'peerlcounﬁ-
sellor educa@ion ﬁq;ough a comparison of three ﬁetﬁods of
training peer ‘gounsellors. The purpose of the stﬁdy may be -
further delineated in more practical terms to be the assess-—
ment of the relative effectiveness of theAthree peer coun-
sellor training methods: Developmental Grqu§=ﬁﬁB?f'\
Microbounselling Groups {DG), and a combination of Develop-
mental and Microcounselling Groups (DMG) .

The above reasoning ie translated.into.tﬂe following

hypothesis:
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7. St%tement of the Hypothesis.

Male juniorjstudents, where intelligence and socio-

Ny ' N . AL
- economic status afe statistically controlled, exhibit signi-

ficantly lower aliehation from school'foilowing peer
counselling sessiong conducted By senior peer counselloré'
trained by a combination of Developmental énd MicroCoﬁnselling
Group Counselling than following peer counselling sessions

conducted by senior peer counsellors trained by either Develop=-

mental Group Counselling or Microcounselling Group Counselling,

——




CHAPTER II

EXPERIMENTAL DESIGN

The present chapte;-is comprisedﬁof_six sections.
Iﬁ the first section the procedute used in.seiecting the
senior students who sef;;é as the peer counsellor trainees
and then as the peer counsellors is presented. .The procedure
used in selecting the junior students who served as the peer
counsellees is discﬁssed._ In the second ﬁajor section of
this chapter, the inStru@ents used to measure the variables
are described. In the third and fourth sections are pre-
sented the peer counsellor training prograﬁ and the peer
counselling program, Fespectively. The fifth section con-
tains the stateme?t of the research hypoﬁheSis of the study.
The sixt% and fipal secFion of ﬁhis éhapter contains the-

-

plan_of the statistical analeis.
1._ Popuiation and Sample.
0N )

The populétion éonsisted.of students attending a
large suburban secdndary school. Two samples were drawn
from the population:r the senior students to be trained as
the peer.counsellors, and alienated male junior students to
be_ﬁfilized as the peer counsellees in the program. To ‘
provide clarity in this section, the sampling procedures B

used are presented in two phases. In phase one are presentedL

<&
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the proceduree used in ¢choosing the senior students who are
trained as peef counsellors by the three different training

2

methods. In phase two“is presented the sampling procedure
used for choosing the junior maleystudente with whom the peer
 counsellors worked following their peer counsellor training

programs.
A. The Selection of Peer Counsellors

The senior student sample for the peexﬁﬁguneelling
training program was chosen withjattention tggthe necessity

of obtaining ste%ents who were conSLdered “hlgh lqye

tioning" in relation to certain skllks deemed necessa%y for

effective counselling. Carkhuffl,has emphasized the impox- -
tance of selecting for tralqiga_g;agrams only those people
who are regarded -as hlgh—level functlonlng trainees. T;:uax,2
in providing a model for counsellor training, agreed that
.thertrainees should have reached a certain level of effective-
‘ness prior to being accepted as trainees. In his words:

I believe that Qe can previde these two essential

ingredients, selection and intentionally structured
0.J.T. [on-the-job-training] to people who don't

: 1l Robert- R. -Carkhuff, Helping. and Human Relations:
A ‘Primer for Lay and Profe551onal Helpers. Vol. I:  Selec-
" tion ‘and Training, New York, Holt, Rinehart and Wlnston,
1969, p. 137. .

?

- 2..Charles. B. Truax,-"An. Approach to.Counsellor Educa- -
tion," ‘Counsellor Educatlon and Supervisicn, Vol. 10, No.
14, 1970, p. 4-15.
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- have unlversrty degrees, or:even hlgh~school
cdiplomas.. Moreover, I believe that if we use
the best of our, current. knowledge in selectlng
. them and in’ structurrng this 0.J.T., we will
wind up with a persén who, under supervrsronp
can excel as a. rehabllrtatlon counsellor 3 i
] o Two crlterla were used in the present study 1n an
attempt to obtaln only hlgh—leVel functlonlng candldates in
-the Carkhuff tradltlon for the peer counsellor tralnlng
program. | : '

The flrst crlterron was teacher evaluatlon of the
prospectlve peer counsellors.. Slx months before the peer
counselllng program began, all of those staff members then
1nvofved or who had been involved prev1ously ln teachlng

the grade eleven and twelve students. of the large composrte

school with' -1 populatlon of 1,580 students were surveyed

" InTthe survey of staff members, the teachers were asked. to .

_wrlte doﬁh the names of flve returnlng students whom they

felt had 1nd1cated during the year a concern for and an
1nterest in the wefi-belng of fellow students. The surveys
were collected and the results tabulated Of the elghty-

nine staff members who were surveyed, elghty-flve completed

- and passed in their surveys. One hundred and s1xty students

were consrdered suitable by at least flve staff members.“h‘f

‘copy of ‘the survey form used at this stage of the select;on
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-

The second crlterron was that of measured level of
;:-_empathy. Six. months later, when standardlzed testlng was
berng conducted in the school -the 160 grade twelVe and

; thlrteen students, chosen by teacher ratlngs, were glven a
modlfled ver51on of the Carkhuffﬂniscrlmlhatlon Ihdex.ql

1 -

The seventy students who scored hlghest on thls Index were

e .
consrdered elrglble for training. No attentlon was paid o

to the academlc achlevement of the senlor students.‘ A

copy of the Carkhuff Dlscrlmlnatloh Index is. contalned 1n

Appendlx 2.

Ll

After the selectlon processes presented above' were
conducted three counsellors met wrth the s;;enty senior.
;students who.were;Selected;.and explarned to them ln general
terms, the‘program‘dn‘which‘they were about_tqiparticipate.
Emphasis mastplaced_on.hom}the.program-mould increase
interaction'hetmeenljunior'and'senior students of'the'sChool.

)

The students were asked to consider whether they wmshed to

become lnvolved ln an exten51ve tral 1ng program whlch would
take approx1mately thlrty—flve hours of. class tlme. It'

was ' explalned that the program had full Board approval
Students were: asked to respond in four or flve days. Five
~grade. thirteen students and two grade twelve students, while -
1nterested in the program, rndlcated that because of other

o

ektrafcurrrcular;1nvolvements or because’ of‘therdeSLre for

P

"4 Carkhuff, op. ¥it., p. 113-133, 7

e
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c “academlc excellence ‘and scholarshlp status, they would be,

‘ unable to partrcrpate.

A ‘\ ‘ '

The srxty three students who expressed an lnterest -

1n the program were . glven a letter describrng the program
The letter was to be read, srgned by their parents, and re~-
turned to the Guldance secretary. Appendlx 3 contalns a

1;-,h,,‘, ;.copy.of the letter. There wWas no pressure placed on. anyone h

\\.
1n the, school to partrcrpate 1n the program Any pressure put

- on parents eame from students who had a sincere desrre to be-
L
come 1nvolved in the progect In the final. analysrs, many of

the parents who J.n:LtJ.ally questloned the progra.m became .the

keenest supporters of the program.j Slgned 1etters, lndlcatlng
The

parental approval, were recerved from srxty senlor.students.
To solrcrt staff support for the program, .Mmembers .

of the School Guldance Department spent a good deal of time

-t

talklng to. staff and answerlng general 1nformatlon questlons

‘about the proposed Peer Counselllng Program. Before the

L4 -

training program was lmplemented, staff were 1nv1ted to the .

B Gu;dance Department one day,durlng thelr spare periods. for a
_ dlscu551on of the prOJect Response to- thlsfday was excellent.‘
:The general feellng On the part.of the. counsellors ‘was that, .-

w1th one or two exceptrons, the staff. had_a good knowledge

of the Program and were supportlve of 1t. There were thus

T

. '51xty students chosen for the tralnln% part of the program .1*:'

xl".

with staff and parental support These srxty students

* v .. . ]

. w . .. _— , ) “ ‘ .
. . a . . . . g . . /
. - -

- f5AN o . ] B ::“\ 4 ) - oo o : o
) . . . ) - s . -. . " \ . H . - . ,-."

L



'were aSSLgned randomly, u51ng a table of random numbers,

for consideration as peer counsellees.

o
;
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to one . of three tralnlng groups-- a Developmental Group

'(DG) a Mlcrocounselllng 8roup (MG); or a Comblned'Develop-_

mental and Mlcrocounselllng Group (DMG)

B. The Selectlon of Junlor Male Students
.as the Peer Counsellees.

In part two .of thlS sectlon, the method

in choosing the junlor male students w1th whom ( the peer a

counsellors worked‘following thHeir training program is
presented. ‘

Three hundred and 51xty junlor male students,f

representing the ninth and- tenth grade populatlons of the

school were given Anderson s Student Expectatlons Inventorx

\
Testing was carried out ;n conjunctlon with other standard-

ized testing being done In the school.' An inventory score

was judged to be invalid if three or more items were
L1

unanswered.‘ In total, 349 usable lnventorles were obtalned

-

from the junior students. Total scores were computed and

~ ranked. The 150 highest, ranked students, the most hlghly

alienated junior male students'an,the school, were chosen

-~

Because there- appears to .be a more 51gn1f1cant

- deégree of allenatlon present among boys than among glrls '

-
.z . . 4 . =

Q e
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at the grade tern level,s only males-were nsedtas the’peef

-

counsellees in the present study. Also, whlle lntelllgence

-~
-

and soc10-econom1c status have not dlsplayed a conSLStent
pattern of influence on allenatlon rgi%ll studles, these

variables were relevant in some studles.‘ In the present
study they are controlled statlstlcally by belng used as. .
covariates in the multlvarlate enalysrs of covarlance.l

When part two of the program, the‘actual peer

counsellino prograﬁ, was about 3o'begin, the same 150 grade

nine and ten boys were,interviewe@«inrgroups of three by

one of the three professional counsellors involved in _the
overall coordination of the program The junlor students
were lnformed that they had ‘been chosen to part1c1pate in

a program whlch would‘glve ‘them more personal contact with
——

" the senior students in the school. They were asked to

part1c1pate in a serles of fifteen group sesszons which
would he .conducted solely by senioxr students where tOplCS

of mutual.rnterest and concern would be discussed. The

junior students wererlnfo ed that their teachers would

v -permlt them the necessary time off from classes for the

—t,
group sessions. Formal permissioﬂ had beén received-from

tne principal'of the-schoel and the school board to allow

5 P. J. Patsula, "Felt Powerlessness as Related to -
Perceived Parental Behavior," unpubllshed Ph.D. dlssertatlon,
University of Alberta, Edmonton, 1969, P. 36. -

N



\‘ -
P L)

.Appehdix 6 contaihs-a copy of.this‘letter. S

'EXPERIMENTAL DESIGN . = . - = ', 75

students to také time from classes ‘to participate in the

Peen Gounselling Program ':Permissiou had been received from

the Ontarlo Mlnlstry of Educatlon to allow the students to

be wrthln the school, yet unsupervrsed, whlle they were
l

7part1c1pat1ng in the program

[

In an effort to communlcate°w1th the parents on the-

' nature of the program, a letter of explanatlon was glven to

each junlor student-at the end of his meeting wath a pro—

fessional counseilor.j The grade nine and ten boys (gelsd)

. were asked to_tahe the letter home and have it sighed.

One hundred and thirty~seven students took home letters.

The overall reactlon from the ]unlor students and
their parents was favourable. It must be emphasrzed that the
school where the present study was conducted is unlque ‘in

many ways. The communlty whlch the school serveq'ls made

up almost entirely of cmvrl servants who are 1n highly pald,

respon51ble p051t10ns w1th1n the federal govarnment. The

a

remalnder of the parents are educators, executlve businegsmen,
.‘l"' ' ‘ ' ' ’

or self-employed professionals. - The involvement ‘of these

parents in matters pértaining to ' the éducation of their sons

..and daughters is a Serious one. The serious involvement of

the commuﬁity}-plus the intense commitment of a staff, where

the majorlty of teachers lS beyond the specrallst 1eve1 in

L]

thelr subject area, may be considered relévant.

J A R L4 N . s
’

1
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‘ Numerous requests for 1nterv1ews with counsellors
,”‘:were made by parents of the selected junlor students durlng R

. the_next two orﬁthree days. The 1nterv1ews w1th the parents

.. -
-

were mainiy‘of an informationfseeklng nature.. Parents ‘were
informed that'their_son had‘heen.chosen'for the program be-
cause he had evidenced'a dislike for school as rndicatedlby
‘testing conducted earlier. When parents were 1nformed that‘
rmany of the most 1nvolved and best all—round senlcr'students
would be glVlng time’ and effort to work with, thelr sons,'
general acceptance of the program followed.' Only tweﬁ?y
students did not.return signed consent 1etters.p There were,"
as a result of .the various selectlon criteria outllned in. ;
detail above, 117 male junlor students who were chosen as

counsellees within the actual peer counselllng program.

a.(‘ 3 . .‘- : )
\ 2. The Measuring Instruments.

Outllned in the above sectlon were the selectlon

procedures ‘used, for the senior and junlor students for the

rch study. In the present section, the four 1nstruments

used to'collect the data,for the study are discussed.

A. The derson Student Expectations Inventory (S}E.I.)

The Student'Exp\btations'Invento;xjis'comprised of

items rouped 1nto flve subscales. The five subscale scoresf

are de31gned to measure the follow1ng components of allenatlon-
(
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"powerlessness, meaninglessness, . misfeasance, fetility,7and"
.self—estrahgemeﬁt. The total score ls determlned by com-
binihg the five subscale scores. Appendix 4 contalns a ccpy
of the S.E.I., a critique cf the validity and rellabll;ty

cf th¢ instrument, and the raticnale for the‘use‘pf the
_total scale_scores as the operational definiticn of aliena-

”

' tion from school in the present study. (

B. The Carkhuff Discrimination Index

‘l

The qukhuff'Discriminationflhdex was used as a

means cf selec ing those’ senior students whc would be: the

most helpful in worklng as peer counsellors,with the junlor

3

students. The evaluatron of communication derlved from
_printed responses to helpee stimulus expressrons represents
A '

cne successful way of selecting persons equipped to functlon

effectlvely mn the helplng role.6 The - 1nstrument measures

two facets which are, deemed 1mportant in asse551ng the 1nvolve—

ment of the counsellor w1th hms cllent. . These are the level
of’ fa0111tat1ve condltlons offered by the helper, and the
helper s act10n or:Lentat:Lon.7 Appendlx 2 contalns a copy.

-cf the Carkhuff Dlscrlmlnatlon Index ‘and the scorlng method-

-ology foliowed for the present study. -Mentlon is also made

Gf the QLlldlty and rellablllty of the. Index.

A *
Ll

6 Carkhuff, E'”citJ} p. '110.
7 Ibld., P. 123.. “

¥
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-

. C. Henmon-Nelson ‘Intelligence Test (1973}
- . Py

Henmon-Nelson Intelllgence Test scores were used

as a means of statistically controlling for intelligence
in the present study. From the l973'manual, the valldltyT
(content, congruent, and criterion related) scores were-
found to range in the mid to high seventies. -Odd—evenl'
rellablllty, corrected by the Spearman-Brown Formula ranges

from .93 to .95 for grade ten students.

D. Bllshen Socio~economic Index for Occupations
in Canada (1967)
r

The 1967 Blishen Index was used to collect informa-

tion on the socio-economic characteristics of the junior
students in the present study. The information was necessary
in order’to statistically control for the socio-economic
status of the junior students.

Blishen, using data obtained from the Canadian
population, worked with information reported in the 1961
Census of Canada. He grouped occupations in Canada aqcording
to income and fears of schooling. The average income and
* average years of schooling were determined by Blishen for

each occupation; these valuee were transformed into Z scores.
The two standard scores thus obtained were combined and the
occupations were ranked. The resultlwas a listing.of 343

occupations which were grouped into seven classes. Class

' one represents the highest gfguping on the Blishen Index.

; = AN\
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The use -of the Bllshen In&ex requ1res that a stated

occupatlon be determlned on the scale and aSSLgned a class
rvalue. In the present study, student 1nformatlon cards were
used ﬁo obtaln*the'stated'occupatlons of the parents. In
those cases wheré:ﬁoﬁé’informatibn was necessary than was

_ contained on the student informégion cards,_eachfgtudent
was asked to give a Short aééCription‘of his parents' occu-
pation in order that-iﬁ could be ideﬁtified with greater
précision. In cases where both parenfs were employed full-

, time, the student was assigned .to the class which included

the parent with the higher occupational class standing.
3. The Peer CounsellorrTrainihg Program.

The assignment of fhe'seniof students to a training
- group and an elabofation of the three training programs--

. the Developmental Group, the Miérocouhselling Group, and the
Combined Dévelopmental and Microcoun;eiling Training Group--
are respectively presented in thi; section.

The sixty senior gzﬁgents, chosen in the manner out-
lined earlier in this chapter, were randomly assigred to one
of sik training groups. Each of the three training methods
was randomly assigned'to two of the six groups. Eacﬂ of the
three counsellors taking part in the trainiﬁgrsessions was
randomly assigné& to two of the six trainingigroups. ‘The

training groups were set up as follows: two groups received
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training through participation in a Deve;opmental Counsel-
ling‘Trainihg Group; two groups received training through
participatién in a Microcounselling'Trainin§ Group;‘andltwo
groups received training through a Combined Developmental
and Microcounselling Training Group. Training was conducted
with a counsellor working with_pne_group of ten students at
a time. Counsellors involved ih the training sessions had
graduate degreés in Counse}ling.. The tféining sessions took

place during the regular school day.’
\ \ vd

A. Developmental Groups'(DGl

, The following eight topics tend'to‘be the main con-

cerns of young adolescents as evidenced through a review of

~ -

the literature'dh\Edolesqent‘development:

1. The Way I Beem to Others: Adolescents become
- concerned with how others view them as compared
to how they feel about themselves.8 (2 sessions)

2. What T Iook for in a Friend: The adolescent is
characterized by remarkable clannishness and
stereotyping, with clique cruelty to the out
groups.9 (2 sessions) ) ) -

3. Right and Wrong: The adolescent mind is caught
between the morality learned by the child and the
ethics to be developed by the adult. He is eager
to be affirmed by his peers and at the same time
to conform to the rituals, creeds, and programs of
‘ a society which define,what is evil.l10

.
8 Erik H. Erikson}'childhbd& and Society {(2nd ed.},
. New York, Norton, 1950, p. 261.

5 9 Ibid., p. 262.
10 Ibid., P., 263.
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4. My Career Plans--How My High School Courses Relate
- to Them: The teenager is expected to begin to
develop his ideas as to fields and levels of work
appropriate to him. He is expected to make tenta-
tive choices in regard to the type of education and
- training he will need, at least in a particular
specified occupation.ll (2 sessions)

5. My Responsibilities to Family, Frienﬁé, and Community:

The adolescent begins to pay attention to civic
responsibilities, 12 ‘ :

6. Freedom--What It Involves in the Family, with Friends,
'+ and in the, Community: One developmental task of |
adolescence involves achieving an appropriate depen-
dence—independeqce pattern.13 (2 sessions)
" 7. The Role of Women and Men in an Adult Society:
Iearning one's psychosocial biological sex role is
a developmental task of adolescence.l4d
8. Dating Behaviour: Exploring possibilities for a
future mate and acquiring "desirability" is-a
developmental task of adolescence.l5

[

Within the DG training method sessions, the students

were given an opportunity to add a maximum of three ad@itional

-

topics of concern. There were fifteen developmental group

training sessions.
: f

r

/ 11l Donald E. Super, The Psychology of Careers: An
Introduction to Vocaticnal Development, New York, Harper
and ROW, 1957' P.‘ 92- :

12 Hershtl D. Thgrnbuxg,'DeVelopment';p'3£01EScents,
Monterey, Caligprnia,.Brooks—Cole,'1975, P. 9K -

L 13 George M, Gazda,'Grbup‘CqUnselling}"ﬁ'DéVelop—
mental Approach, Boston, Allyn agg Bacon, 1971, p. LAO.

' :14 R. J. Havighurst, Develogmenfal Taska and Educa-
tion, (3rd ed.), New York, McKay, 1971, p. 75-82,

15 Thornburg, op. cit., p. 7.
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All se551ons ‘were of forty-flve minutes duratlon.
The sessions were audiotaped; tapes were evaluated as a
check on the internal valldlty_of the tralnlng prpgrams,

using the evaluation forms included in Appendix 7.

B. Microcounselling -Groups (MG)

The training taﬁes used by Ivey16 and éemprising part

methodology of the Ivey Mic¢rocounselling

Model were obtained d utilized in MG-training.‘ The

following skills werg taught to the peer counsellors:.

interviewing, which include attending

behaviour, open invitation to talk, minimal encourages to

beginninyg skills o

talk; selectlve listening skllls, whlch include reflectlon
of feellng, paraphrasing, summarlzatlon of feellpg, and
summarization of content; and 1ast1y{‘skills of self-
expression; which include expression of feeling. Two addi-
tional skills of‘self—expression, thqse of sha;ing'behaviour
and direct mutual communication, later included in the Ivey
Mierocounselliné’Model, were not available on the traieinq
tape at the time of the preéent study. The MG tralnlng,
llke the DG and DMG tralnlng, was confined to flfteen

- sessions, eachysession being forty-five :minutes long. Th%

training procedure as outlined in Chapter I was followed.

L)

16 Slncere thanks- is expressed to Dr. Allen E. Ivey,
University- of Massachusetts, Amherst, not only for permission
to use his training tapes, but also for prOV1d1ng the tapes?%,
and for consultating.on their use. .

\r | | B 5-
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‘Appendix 8 contains a copy of the training manuals for the .

eight MG skills.

¢

- . -

C. Developmental and Mlcrocounselllng ; . - ..
Groups (DMG) ‘ '

TWO groups, each made‘up of ten students who had
been randomly assigned to DMG (DG and MG) tralnlng groups,
were exposed to a combination of both tralnlng methods. Care
was ‘taken to ensure that the tralnlng time prov1ded to the
DMG gtgup of senior students did not exceed the tralnlng
time of fifteen 45-minute SeSSlonS spent with groups in the
‘other two tralnlng programs '’ (DG and MGL.

Training sessions were conducted over an eight—
week . perlod. All Developmental Group training sessions'
were audiotaped; the Mlcrocounselllng Group and Comblned
u . Developmental—Mﬁcrocounselllng Group sessions were audio—

| taped when ‘this was feaSLbie. Two procedures-were followed

’1n order to ensure the lnternal validity of the tralnlng pro-

gram.- "The audlotapes were checked to determlne whether the

' -tralnlng groups actually were being exposed +o the.specified

training methodologles. -In addltlon, counsellors lnvolved in

= «

the training programs malntalned contlnual close communlcatlon
thh one another. The contlnuous use of a tape recorder dld
lnltlally cause some_minor concern among the participants in
the progran.' However, when the need for the recofders was

explained, and the confidentiality of the tapes_guaranteeg.

[}
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. . . ) . rs

the presence of the tape recorder was soon fptgoyten.
Throughout the trainiﬁg‘ﬁrogram, members of thé Guidance
Department acted in a consultative role-fo; all\the st;dents
invdlved in the study. o L . ’

¢

Q
4. The Peer Counselling Program. _
| v
Féllowing the eight-week Peer Counselling Training
Progrém, the ll7—Jjunior male students who had shcown them-

selves to be highly alienated from schcol accordiné to

scores on the Anderson Student Expectations Inventory (S.E.I.)}

. . e
were randomly allocated to pairs of senior students who had —

“ been members of one particular training‘group. There were,
then, ten pairs cf senior students'who had undergcne Develop-

-mental Group counselling tfaining, ten pairs who had undergone

Microcounselling training, and ten pairs of senior students
who had been expcsed to both approaches within tﬁei; training
program. ) ‘ ‘

The senicr students, who had ﬁéeﬂlrandomly paired

with each other as outlined above, were advise/d that their

‘role in the treatment part of the program ‘w tb,éerve'as

leader-participants in a series 6f'fifteen.counselling—

criented group discussions on the fcllowihg eight topics:
1. The Way I Seem to Otheré. (2 sessicns)
2.% What L Look for in a Frlend. (2 sessions) . .. QE%
3. Right and Wrong. v

4. My Career Plang—How My ngh School Courses
Relate to Them. (2 sessxonsl

L



“The initial two sessions of the programs were classi-
fied as "

'students wexe lnstructed to have each Junlor student wrlte

‘Dating Behav;our.

:'EXE"ERIMENT‘AL DE‘s__IeN. S 1

Y ‘5_:'

My Respon51bllltles to Famlry, Frlends, and

:VCommunlty.‘ ' | ‘ f ~

.i.Freedom——What It Involves in. the Family, w1th
-‘Frlends“ and in the COmmunlty. (2 sess10ns)_

LlThe Role oi,Women and Men in an Adult Soc1ety.

‘

getting—to-know—you" sessions. Here, the senior

<

‘;dOWn five thlngs aboutr hlmself whlch he felt he could share

w1th the students(3 or4 junlor students, 2° group leaders) in . -

A Y

._'ihls group so that everyone would know hz:ebetter‘- The grovp -

leaders

were. asked to lead 1n the exerc1 and were advised

"that the 1tems they ohose in descr1b1ng themselves would

tend to set the tone for the Junlor students. Towards the.

-}:end of the program, junlor students were permltted to submit:

1

in writing to their group 1eaders three addltlonal toplcs

which they WlShed to dlscuss in the. group before *the group

disbanded: ZThe se331ons,uunder the leadership of the peer

counsellors, were audiotaped. Students were informed that

o the ta

would be kept,ptivate but would be listened to by

ers of - School Guidanceé Department, purely as a check

on the inter?éi validity of- the program. )

available to the peer counsellees for consultation during-

3

- Members of the School Guidance- Department were

this part of the program. Many Jjunior students’ questions

)

“a -

-
3

.\ lbl
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program.  Frém the above review of the literature and the
" discussion of the experimental design of the present study, .

there'follows a further statement of the hypothesis.

4

5. ' Statement of the Hypothesié.

Male junior students, where intelligence and socio—
economic status are statlstlcally controlle&}‘exhlblt sig-
nificantly lower alienation from school following peer
counsellinyg s;gsions conducted by seniorzpeer counsellors
trained by a cpmbination of Develépmenﬁal and Microcounselling
Group QOunsellihg (DMG] thaﬁ following peer counselling

LY
sessions conducted by senior peer.counsellors trained by
- X \_ .

elther Developmental Group Counselllng (DG} or Mlcr0counsel-

ling Group Counselllng (MG)
6. Plan of the Statistical Analysis:

The plan of the statistical anélysis is as follows:
to carry out-a univariate analysis of covariance, on pbsttest
S.E.I. total scores, with peer counsellor training ;ethpds
(Dé, MG, and DMG) as the independent Gariable, and alienation
from school as the depehdent variable, with intelligence. and
sdcio—economiC'status as the éévariates-

The presentation and discussion of the results of
the study  follow in Chapter III,

;,

Y



 CHAPTER III

PRESENTATION AND DISCUSSION OF RESULTS

‘the hypothe51s of the present study are reV1ewed. The revmew
" of the reeeerch problem and the hypothesis is followed by a

| presentatlon\and a discussion of the results of the study.
The chapter is completed by a dlscu551o; of the conclu51ons

"and the implications for further studies.

1. The Reselrch Problem. ; : .

) | a S .
The research problem (of the present study was to

determine whether a‘combiﬁed Déveiopmental Group Counselling-
Miorocounselling (DMG) method of training peer couneellors
at'the secondar§ school level would be superior'to either

a Developmental Group Counselllng (DG) or a Mlcrocounselllng
: L]

(MG) tralnlng approach.
2.. The Reeearch.Hypothesis.

B The research hypothesis .of the present study was

'
as follows: ' o .
Male'}pgior studehts, where intelligenoe and socio-~
economic status are statistically controlled, exhibit signi-

ficantly. lower alienaﬁion from school following peer counﬁ

selling sessions “conducted by senior peer counsellors trained
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by a combination of Developmentaliaﬁd Microcounselling Group
Counselling (DMG) than following peer counselling sessions

conducted by senior-peer'counsellors trained by either

'Developmentai Group Counselling (DGY‘orfMicrocounseiling

-IGroup,Counselling:(MG).

fﬁ*‘S‘\~Presentation and Discussion of Results.’

—

-

Thelfollowing results are presented in this chapter:
(a) the teét—reﬁest reliability coefficients of the Student

Expectations Inventory'CS;E;I;l; (b} the means and standard

deviations for posttest alienation scores'(;dtal S.E.I.,

intelligence and socio-economic status; (c) the univariate

analysis of covariance on the total scores for the S.E.I.

(thi? analysis is used to test the null hypothesis); (d)

‘means and standard deviations for posttest alienatiend

§;§;£. subscale scores; and (e)'multivariate analysis of

variance af'the §;§;£- posttest éubscales (this analysis is

used as a post ﬂoc]analysis to test whether there is a lower-

ing of élienatiOn scores on any of the subscales which make |
-

'IJP the S-E-f-‘)o -

+

A. ‘A Test-retest Reliability Study of the
student Expectations Inventory

: ’ a
Because the S.E.I. was used as a measure of aliena-

tion, the dependent vériable of the present study; a test-

retest reliability study .0of the S.E.I. was-carriéd out. The

- A [
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".
~

rellablllty study was conducted in a large compOSLte school .

similar to the secondary school where the sample was chosen

. for the present research study. - o k

Fifty-six junior male students were admin}stered .
the S.E.I. accoxding to standardized instructions. Five week;
later, thetesthaha again administered to the same studente.
An Inventory was jndged wmsuitable for use in this aspect of
the present study if three or nore items were unanswered. &

\ .

total of flfty-four Inventories were judged to be sultable.

Table I contains the n@sults of the rellablllty

study. The correlations obtained in the present study .

' . compare favourably to those found by. Anderson in his

validation of the instrument among 3, 792 secondary school
lstudents from‘numerous types of secondary schools in Ontario.
- The hlgh correlatlons, both for subscale and totalfscore,
support the contention that the S.E.I. exhlblts adequate
reliability #s a measure of ‘alienation for use in the
present_study. |
B. Means and Standard Deviations for Posttest

. Alienation Scores (Total) S.E.I., Scholastic

Aptltude ‘and Socio-economic Status

The means and standard deviations.of-the ﬁenmdn;

Nelson I.Q. scores, the S.E.S5.° scores, and the posttest

‘\N
allenatlon scorea,(total) S.E.I. are-presented in Table 1I.

-
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\
- .
_Table I.-

" Test-retest Rellablllty Coefficients of the Student Expecta-
‘ tlons InVentory (S E I )

Subscales plus : .

total. score . . .. . . . .. ... ..Correlatioﬂ
‘Powerlessness ' i ot .97
Meaninglessness . - .83
Misfeasance ' o . r S .82
Futility , ' : ' .87
Self-estrangement ' ' . .74
Total score | i “ i .88

N = 54

?fme interval = 5 weeks

A
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Table II.- -

Means and Sténdard Deviatlbns for Posttest Alienation Scores
(Total) S.E.TI., Scholastlc Aptltude and Socmo—economlc
R Status

Training Groups
: DG (n=39) MG (n=40) DMG (n=38)
Variables . X . - SD X . sb . +X. . SD.°

-

Alienation : . .
Posttest 135.69 14.76 135.40 21.21 135.37 18.09

Henmon-Nelson

I.Q. 111,38 8.59 112.43 9.57_-115.50 10.99
5.BE.S5. 59.92 12.81 65.17. 7.66 65.53 11.23
Note: DG = Developmental Training Group

MG = Microcounselling Training Group
DMG = Combined Developmental and MlcrOCounselllng
Training Group
S.E.S. = Ratings on the Blishen Socmo—econom;c Index'.




»

C. Univariate Analysis'of Covariance on the
Student Expectations IﬁVEntory ¥S.E,I.}
Total Scores

A univariate analysis .of covariance on Anderson's

Student Ekpegtations‘Inventory,total scores was carried out
as . a means o% testinthhe null hfpothesis: that there is no
significant difference an alienation scores on the part of
jupior male peerICOuhsellees who had been exposed to senior
peer counsellors whouhad.traiping'in Developmental Group
Counselling (DG] .or Mlcrocounselllng (MG), or a combined

Developmental—M;crocounselllng (DMG) approach where intelli-

gence apd socio-economic 'status were statistically controlled.

L3

Equality of variance among the treatment groups. had been

determined through use of Levene's test. v
\ .
From an examination of these results presented in

Table ITIX¥, one can conclude that there was no sigrificant

\-..

difference in the ! hree training programs. The null hypothe-

\

sis, on the basis of a univariate analysis of covariance of
total scores,.was not rejected. ;

A further‘examinatioﬂ of the results of the univari-
ate analysis of covariance indicates that;support cannot be
presented 1n this study for the use of I.3. and S.E. S. as
covarlates. Respectlvely, the -t value for the covariates
was found to be -0.90 for I.Q0. and -0.21 for the S,E.S.

'variable. These variables were dropped in further analyses

for this study.

 PRESENTATION AND DISCUSSION OF RESULTS. 92
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Table III.-
Un:.var:.ate analysis of Variance on Anderson s Student
Expectatz,ons Inventory (S.E.I. 1 Tc:ltal Scores .
* Sources of ‘/ Sum of ' Mean
Variable - variation = . Squares . df - . Square F - P
3 -
Alienation = Between : .
Posttest groups 2.48 2 1l.24 0.00_: n:s.
{ ) “groups 3793&.61 114 332.?6
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D. Means and,Standard Deviations for Posttest
Alienation (S.E.I.} Subscale Scores

The means and standard devigtions for posttest
alienation subscale scores are presented in ToblelIV.
| The subjects 'represented ;n Table IV were 117
gréde ten male students who had indicated a high degree
of alienation from school oo the-§;§:£. pretest. ‘These
students participéted in 'a peer counselling program
where,they'me£ in small groups led by senior'peer ‘
counsellors who had been trained by one of three training

bl

methods.'»

E. Multivariate Analyéls of Variance on the
Student Expectations Inventory (S.E.I I )
Subscale Scores

The results of the multivariate analysis of variance
of the‘oubscale scores of the S.E.I. are presented in
Tablé V. - | _ ' R e
From the theorf, thE~prediotiontwas made earlier
that'the.juqior students.who had-been worked with in small
;zoups by peer oouhséllors trained by a combined Devélopméotal—
Mlcrocounselllng Group Counselllng method of tralning would
evidence less alienation from school than those junlor
students &ho had been worked with- by peer counsellors

trained by elther a Developmental Group method or a Mlcro-

counselling Group methdd. The null hypothesis, tested by

. L]
I (55}
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t

Table IV.- i

Means and Standard Deviatfons for Posttest Alienation Scores,
S:E.I. Subscale Scores .

.
Ty

' Training Groups

. DG {n=39) MG (n=40) - DMG ‘(n=38)
Variables . X ....8D . - . X .. ... 8D ..... . X . , Sb
1 17.67 4.26 17.42 4,25 18.37 3.98
2 22.10 .09 22.40 ' 4.87 21.97 4.73
3 '28.49 3.48 27.72 5.21 = 27.92 4.90
. 4 26.72 4,38 27.05 5.02 27.63 4,99
5. 40.72\ 6.51 40.80- 9.61 39.47 6.66
Note: Variable. 1l =-Powerleséhess, Subscale S.E.IL.
Variable 2 = Meaninglessness, Subscale S.E.I..
Variable 3 = Misfeasance, Subscale S.E.I.
Variable 4 = Futility, Subscale S.E.I.
Variable 5 =

Self-estrangement, Subscale S.E.I.,

-~

s . ) u

ey
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Table V.-

Multivariate and Univariate Analyses of Variance of S.E.I.
- Subscalg.Scoxes... -

...................
m———————————————————————————————————————————————————— PP

Variables . .. ... .. di..}.g.fﬂ...E'Ratio .. ......p Value

Multivariate Test

, ! 10,220 . 488 ' .897
2 ' d
- 2
3 & .
4
B L e e e
Variables: . ... Mean Square ... df . . F Ratio ... .p Value
/ Univariate Test ) :
’ 1 | 9.29 2,114 - .534 .588
2 . s 1.88 - .078 .867
3 6.15 , .291 .673
4 8.22 ' - . 355 ) .608
Lo 5 S : 21‘23 Do ' D ::'. ',- H :. b ;' ‘354 A '415 :' !
Variable 1 = Powerlessness, Subscale S.E.I.-
2 = Meaninglessness, Subscale S.E.I.
3 = Misfeasanee, Subscale 5.E.I. '
4 = Futility, Subscale S. E.L. _ - .
5 = Self—estrangement, E"Dscale S.E.IX. E I.

.
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the univariate analysis of covsriance of the total scores
on the §.E.I., was not rejeoted. Thet present post hoc
analysis was oa;ried out toidetermine whether thefe|were
.significant differences in alienation scores on theibasis'
of the individual scales which make up the total score on

the S.B.I.

From an examination of these results, one can
conclude that there was no SLgnlflcant dlfference among
the three tralnlng programs on overall subscale. scores.
Once again, such dlfferences, of possxble interest in

the development of fﬁture studies, are not germane to

]

the question posed in the present'study,-which involves
a comparison of training methods as opposed to a

determlnatlon of the overall effectlveness of such methods.
= ‘ =
A number of possible reasons are now explored

in an attempt to undexrstand the lack of significant

differentces among the three training programs.

agh

In the first place, the question of whether the S E.I.

was sen51tlve enough to measure distinctions among three

training p;ograms ust be asked. - Alienation, as defined in

-

the literaturé and used in the present. study, is a comp lex

multifaceted concept. While numerous -other measures of

r

‘alienasion were examined, the S.E.I. was chosen. both on the_
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¥ © ) ) . ;‘]'

basis of its reliabllity as evidenced in'previous studies

and its appllcabrllty to secondary school students. There

is 1rttle dOubt that the" instrument is. an effective measure

of allenatlon. The results reported hereln, however, cast

doubts as to whether-it is a sensitive enough 1nstrument to

énable one to make as fine a differentiation as was attempted

'in ‘the present study: Further research on the instrument

av

appears warranted.

-

A second explanation for the fallure to distinguish
thefbest form of training for peer counsellors in the present-
study centres around the length of the total: program. ’The
questlon can be examined in/two parts: Were there enough

peer counselling sessions? Were there enough: training

sessions for the peer counsellors?' An attempt was—made'in'

" the present study to extrapolate and apply the models which

exlst for the tralnlng of lay counsellors to the tralnlng of
peer counsellors at the secondary school level. It is pOSSthe
that the senior students, heing younger, and less mature than-
the. 1ay counsellors, should have been exposed to a: longer
tralnlng program than that deemed adequate for older subjects.
In this study the relative success of the peer counsellor .
tralnlng programs wasg. belng evaluated not by a drrect assess-
ment,, but rndlrectly by the relatlve decrease in allenatlon

scores on the part of the junlor students.‘ There is a _ .

pOSSlblllty that a longer peer counselllng program following
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the peer counsellor training program might have produced
the desmred results.

Another possrble reason for the fallure to reject the

null hypothesrs centres around the use of alienation as the'

criterion variable. A srmple varlable assessed in a more

direct way might naﬁe been more-effective than the more . _?
complex multldlmen51onal varlable chosen.

v - A four%h reason may be that, while there is theoreti-
cal ev1dence to support the concept of an experlentlal milieu
for the training of adults as lay counsellors, it rs possiblet
that the adolescents were unable to extrapolate froﬁ the
training program to the peer counselling sessions which they
were‘required to conduct. . .

. ﬁecause the literature indicated comnon areas of
concern among adolescents, certain structured topics were
chosen as discgussion topics during the- Developmental Group

~

training program. Feedback during the training program from

' the peer counsellors being trained through the use of the:

_the groups would assemble and feel like discussing‘a topic

Developmental Groups indicated that there were occasions_when\\\\

. P r
that was not "today's" agenda topic. There:is'tﬁe?pOSSibility,

in retrospect, that more prov151on should have been made for

the DeVelopmental Group tralnees to dlscuss the proper order— :
ing of the topics and to introduce certaln.other topics of -

mutual interest and concern to the group members. While
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-

.‘the speclflc tOplCS were never felt to be as important as
. the quallty of the 1nteractlon among the peer counsellor

.tralnees, and’ whlle the 1nternal validity of the tralnlng

-

program as well as the peer counselllng program was 1mportant,
there is a possibiiity that the trainees who underwent the
Developmental Group training program would have beneflted
more had they been allowed to choose one toplc of interest

and concern to them at the beglnnlng of each trarnlng

‘.'sessron.” A check through the use of an audlotape could have

been carried out to determine whether the:topics choseh were
consistent with those topics which the theory statee are
important to the age group under'considerationr‘

As a sikxth possible explanatlon for the nonsrgnlfl-
cant results, the question must be ralsed concernlng whether{

-

the peer counsellor training groups were as distinctive orx

,"pure“ in practice as they were in theory. This statement

opens up the whole problem of conductlng emplrlcal outcome-
type research witRin a school settlng. Every effort was made

4,

to keep the research "pureg-and to keep the peer couhsellors
, 7 _ :
in one training'group from communicating oh‘the'hatdre of
their training program.with members of the E%her training
groups. Also, every effort'mas made to ensure thatpthe

peer counsellor trainees and the peer counsellors,ﬁat a later

phase 1n the study,. wére not aware of what was’ belng attempted

.by the study. However, human nature being what it is),



21

PRESENTATION AND DISCUSSION OF RESULTS - ° 101
o K . v - -, R .

one can assume.that some.communlcatlon-dld take place among.

the . tralnees, thls communlcatlon detracted from_ the purlty
of the research‘ Indeed, from a practical pomnt of view,
the varlous ethlcal and 1egal c0n51derat10ns 1nvolved are
restrlctlve ln respect to llmltlng communlcathn among

trarnees. From a research p01ht of v1ew, the possmblllty

-of conductlng emplrlcal research across a number of schools

would - undoubtedly enable greater control for 1ntérnal
valldlty. - o E | ST

4. Summary. o ' G

The objective~of this study was to provide an empixi-

cal teet of whether a combined Developmental-Microcounselling

-~

v

.Group (DMG) method for training senior secondary school .

stﬁdehts‘as peer counsellors is more successful than either
a Developmental Group (DG) or a‘Microceunselling Group (MG)
training method. |

The study lnvolved the follow1ng hypothe51s' Male

junior students, where 1ntelllgence and soc1o economic status

are statlstlcally.controlled exhibit segnlflcantly lower

allenatlon from school following peer counselling sessions

.conducted by senlor peer counsellors trained by a comblnatlon

of Developmental Group- Counselllng and Mlcrocounselllng Group
Counselllng (DMG) than follcw1ng peer counselling sessions

conducted by senior peer counsellort tralned by either
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Degélopmental GrouplCouhselligg (DG) Or;MiCrocouﬂsgiliﬁg
,Groups (MG) . : B 3' o - B

a The subjects for the experlment weré sixty junlor
students who were, tralned as’ peer counsellors by one of
‘three tralnlng methods, and 117 junior male students with
whom ghe peexr counselldrs worked in small §roups in the
actual peex;%ounselliﬂé.proéfam.u Alienation from school on
the part of the juﬁior male étudents_was utilized as the
criterion vaziable in the study.

The data obtained were analyzed by means of‘aluni—
varlate analy515 of covarlance of. posttest ‘results, with
lntellig?nce and soc10—economlc status as covariates. In
summary, in testlng the hypothesis, it was concluded:

1. that there was no smgnlflcant dlfference in the
tliree programs for training senior students as
. peer counsellors, when alienation of junior male
’ sﬂudenﬁs was used as the dependent variable;
2. that tﬂe two covariates, intelligence and socio-

economic status, do not have a 51gn1f1cant linear
relatlonshlp to the dependent variable, alienation.

5. Conclusions and Implications for Further
. Research. '

»
The following are suggestions for further research
which originated in the present study:

l. That a number of replicative studies be undertaken
over a longer period of time to ascertain whether
clear statistical trends might become evident.
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' Zl‘Thﬁt othef'less abstréct and more‘direCtly measurable .
™ dependent variables be used as®criteria for determining
. the success of peer couhsellor training programs. In .

the first place, the possibility exists that alienation
is too complex a variable to have been utilized satis-
factorily in a relatively short-term study. Secondly,
in the present study, the comparative success of the
training programs was ascertained indirectly through a
decrease in alienation on the part of junior students
in phage two of the program. A simpler dependent
variable and a direct assessment of the relative
effects of the peer counsellor training programs on
this variable might.have led to more desirable results.,

. Such results would have to be interpreted cautiously,

3.

however, because of the possibility of the decrease
being due to the regression phenomenon.

That further attention be devoted in peer counselling
programs to assessing the benefits which accrue to the
peer counsellors who work with junior .students. An
examination of Appendix 11 indicates that the peer
counsellors felt that they had gained a good deal in a
gualitative sense from their participation in the total
program, ' : ‘

That high school students in grade thirteen be clearly .

informed of the time commitment that may result from
participation in a peer counselling program. The re-
sponse expressed in Appendix 1l by the students to the
effect that the program was time consuming for grade

thirteen students has merit.

. That the possibility of planning and implementing short

programs’ involving students working with students within
secondary schools be seriously pursued. There seems to
be no doubt, as a result of mnot only the qualitative

feedback received from students involved in this program - °
but also as a résult of positive feedback*.received from .

other students involved in peer counsellor programs over
a five-year period, that numerous benefits can accrue

to “students who work with students within a secondary
school. s P - : \\

That involvément in peer counsellorftraining programs
be made available to high school students at an early

‘age. There has been no indication that the "laws of

" .helping" must bg-limited to having the senior students.

serve as help€r¥s and-the_junior students as helpees.
Numerous opportunities are available within any secon-

- dary school for junior students, students in grades

nine and ten, to offer assistance to fellow students.
"

/
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SURVEY TO TEACHING STAFF  *

e

To: All staff Members
From: Guidance Department

Date: May 30, 1972

In order to help .us implement a proposed peer counselling
program at Sir Robert Borden, we solicit your support in
providing us with some names of senior students whom you
teach, or whom you know from past years of teaching.

We are looking for students who are sound students academi-
cally. . We are looking as well, for those grade 11, 12, or

3 students who appear to be lnfluentlal in a positive way
with their peer group, who could, given basic training,
become more effective in a helping role within this Depart-~
ment and within the- school. Our hope is to, by our peer
counselling program, train these students to work formally
in a group counselling setting with junior students.

We would be sincerely appreciative of your taking a moment
and forwarding names to us.

Please list names of appropriate studénts and return this
form to Mr. Hardy's mailbox before Friday.

Thank you.

Roger Hardy
RH/ef

It
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The carkhuff Discrimination Index

A Measure of Youxr' Effectiveness as a Helper

*

The effective helper (counsellor) discloses himself
in a geénuine and constructive fashion in response to others.
He communicates an accurate empathic understanding and a
respect for all of the feelings of other persons and guides
discussions with those persons into specific feelings and
experiences.- He communicates confidence in what he is doing
and is spontaneous and intense. In addition, while he is
open and flexible in his relations with others, he is quite
capable of active assertive and even confronting behaviour
when it is appropriate.

The following excerpts involve a number of helpee
(client) stimulus expressions and in turn a number of helper
(counsellor) responses. There are fourteen expressions by
helpees of problems and in response to each expressiord there
are four possible helper responses. '

P

You are asked to read the helpee expressions. and

' put the number 1 in the blank opposite the helper expression

which you feel is most appropriate. Place the numbers 2 and
3 in the blanks opposite the helper expressions which you
feel are the second and third best choices. Please make
three choices for each series of four helper expressions. : -

When you have finished rating the expressions
please place the completed. scale in the envelope and pass
it in when the testing period is over.
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Excérgt'l

Helpee: I don't know if I am right or wrong feeling the
~ way I do. But:I find myself withdrawing from
7 people. I don't seem to socialize and play their
/ stupid little games any more. I get upset and
come home depressed and have headaches. It all
seems so superficial. There was a time when I
used to get along with everybody. Everybody said,
"Tsn't she wonderfuli She gets along with every-—
body. Everybody likes her." I used to think that
was something to be really proud of, but that was
who T was at that time. I had no depth. I was
what the crowd wanted me to be--the particular
group I was with. ‘

Helper responses:

" 1. You know you have changed a lot. There are a lot
of things you want to do but no longer can.
3 . .

2. You are damned sure who you can't be any longer

" but you are not sure who you arg. Still hesi-
tant as to who you are yet. ,

3. Who are these people that make you soO angry?
Why don't you tell them where to get off?
 They can't control your existence. You have
to be your own person.

4. So you have a social problem involving inter-
personal difficulties with others. -
- - i

Excerpt 2

Helpee: I love children and my husband and I like doing most
household things. They get boring at times but on
the whole I think it can be a very rewarding thing
at times. I don't miss working, going to the office
every day. Most women complain of being just a .
housewife and just a mother. But, then, again,

I wonder if there is more for me. Others say
there has to be. I really don't know.

Helper responseé:

1. Hmm. Who are these 6ther péoplg? ----- '
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2; So you find yoﬁr elf raising a'lot of questions
* about yourself--gducationally, vocationally.

3, Why are you dominated by what others see for you?
If you are comfort d ‘enjoy being a housewife,
then cefitinue in this job. The role of mothex,

- homemakelr .can be a full-time, self-satisfying
job. : a '

4. While others raise these questions, these
questions are real for you. You don't know if
there is more out there for you. You don't
know if you can find more fulfillment than
you have. : -

) Excerpt 3

120

Helpee: Sometimes I question my adequacy of raising three

Kl

boys, especially the baby. I call him the baby--
well, he is the last. I can't have any more.. So
I know I kept him a baby longer than the others. .
HEwon't let anyone else do things for him. 1If -
someone else opens the door, he says he wants

Mommy to do it. If he closes the door, I have 'to
open .it. I encourage this. I do it. I don't

know if this is right or wrong. He insists on
sleeping with me every night and I allow it. A2nd

he says when he grows up he won't do it any more.
Right now he is my baby and I don't discourage this
much. I don't know if thishcomes out of my needs or
if I'm making too much out 0f the situation-or if
this will handicap him whefi he goes to school--
breaking away from Mamma. Is it going to be a
traumatic experience for him? Is it something I'm
creating for him? I do worry more about my children
than I think most mothers do.

Helper responses:

. 1. So you find yourself raising a lot of questions
as to whether what you are deing is pzight for
your child. :

2. Is it perhaps possible for you to have the child
become involved in a situation such as some experi-
ences in a public park where the child could play
and perhaps at a distance you could supervise--
where the child can gain some independence?

-~
"
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3. Could you tell me--have you talked to your
husband about this?

4. While you are raising a lot of questions for
yourself about yourself in relation to your
youngest child, you are ralslng some more basic

- gquestions about yourself in relation to you.
In lots of ways you're not certain where you
are going--not sure who you are.

Exc‘ezgt‘ 4

Helpee: ‘Gee, those people! Who do they think they are?
just can't stand interacting with them anymore.
a bunch of phonies. : They leave me so frustrated.

121

Just

They make me so anxious. I get angry at myself. I
don't even want to be bothered with them anymore.
I just wish I could be honest with them and tell

them all to'go to hell! But I gquess I just can't

do it.

Helper responses:

1. They really make you very angry. You wish you

could handle them more effectively than you do. ’

2. Damn," they make you furlous' But it's just not
them. It's with yourself too, because you don't
actuon how you feel.

3. Why do you feel these people.are phony? What do
they say to you?

4, Maybe society 1tself is at fault here--making
you feel inadequate, giving you this negative
view of yourself, leading you to be unable to
successfully interact with others.

Excerpt 5
.
Helpee: They wave that degree up like it's a pot of gold

% ’ -

at the end of the rainbow. I used tg/ think that,
too, until I tried it. I'm happy befing a houswife;
I don't care .to get a degree. But the people I
associate with, the first thing ‘they askis, "Where
did you get your degree?" I answer, "I don't have
a degree." Christ, they look at you as if you were
some sort of freak, some backwoodsman your husband
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picked up along the way. They.actually believe
that people with degrees are better. In fact, I

122

think they are worse. 1I1've found a lot of people

without degrees that are a hell of a lot smarter
than these people. They. think that just because
they have degrees they are something special.
These poor kids that think they have to go to
college or they are ruined. It seems that we are
trying to pérpetrate a fraud on these kids. If
no degree, they think they will end up digging
ditches the reést of their lives. They are looked
down upon. That makes me sick.

Helper responses:

l. You really resent'having_to meet the §oals other”

people set for you.

2. What do you mean by "it makes he sick"?

\

3. Do you honestly feel a degree makes a person
" worse or better? And not having a degree makes
you better? Do you realize -society perpetrates
many frauds and sets many prerequisites such as
'a degree. You must realize how doors are closed
unless you have a degree, while the ditches are
certainly open. .

4. A lot of these expectations make you furious.

Yet, they do tap in on something in yourself you
are not sure of--something about yourself in
relation to these other people. '

t 6

Excerp

Helpee: 1 get so frustrated and furious with ny daughter.

I just don't know what to do with her. She is
bright and sensitive, but damn, she has some
characteristics that meke fhe so on edge. I can't
handle it sometimes. She just--I feel myself
getting more and more angry! She won't do what
you tell her to. She tests limits like mad. I
scream and yell and ‘lose control and think there

a

is something wrong with me--I'm not an understanding

mother.or something. Damn! What potential! What

she could do with what she has. There are times
she doesn't use what she's got. She gets by too
cheaply. I just don't know what to do with her. .
Then she can be so nice and then, boy, she can be
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as orﬁery as she can be. And then I scream and’

yell and I'm about®ready to slam her across the

room. I don't like to.feel this way. I don't

know what to do with it. : \
. ' ' )

Helper responses: *

1. Sb“?ﬁu'finq yourself screaming and-yélliﬁg at

your daughter more frequently during the past -
three months. °

2. Why don't you try giving your daughter some
very precise limitations. Tell her what. you
expect from her and what you don't expect from
her. No excuses. : '

3. While she frustrates the hell out of you, what

- you are really asking is, "How can I help her?.

How can I help myself, particularly in relation
to this kid?"

4. While she makes you very angry, you really care
what happens to her. '

- Excerpt 7

Helpee: He iéhridiculous! Everything has to be done when

he wants to do it, the way he wants it done. It's

everything he wants to do. There is a range of

things I have to do--not just be 2 housewife and

take care of the kids. Oh no, I have to do his

typing for him, errands for him., If I don't do it

right away, I'm stupid--I'm not a good wife or

something stupid like that. I have an identity of

my own, and I'm not going to have it wrapped up

in him. It makes me--it infuriates me! I want to
punch him right in the mouth. What am I going to do?

Who does he think he is anyway?
Helper responses:

1. It really angers you when you realize: in how d
many ways he has taken advantage of you. {~

2. Tell me, what is your concept of a good marriage?
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Your husband makes you feel inferior in your
own eyes. You feel incompetent. In many ways
you make him sound like a very cruel and
destructive man. :

4. It makes you furious when you shink of the one-
sidedness of this relationships He imposes upon
you everywhere, particularly in your own struggle
for your own identity. And you don't know where
this relationship-is going.
Excerxpt 8 N

Helpee{ I finally'found somebody I can really get along

with. There is no pretentiousness about them at all.
They .are real and they understand me. I can be myself
with them. I don't have to worry about what I say and
that they might take me wrong, because I do sometimes
. say things that don't come out the way I want them to.
I don't have to worry that they are going to criticize
me. They are just marvelous people. I just can't
wait to be with them! For once I actually enjoy
~going out and interacting. I didn't think I could .
ever find people like this again. I can really be
myself., It's such a wonderful feeling not to have
people criticizing you for everything you say that
doesn't agree with them. They are warm and under-
standing, and I just love them! It's just marvelous.

Helper responses:

to you.

Sounds like you found someone who really matters

Why do these kind of people accept you?

That's a real good feeling to have someone to
trust and share with. "Finally, I can be
myself."”

- - —————

Now that you have found these people who enjoy
you and whom you enjoy, spend your time with these

-people. Forget abdut the other types who make

you anxious. Spend your timé with the people
who can understand and be warm with.you.
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helpee' I'm really excrted! We are gomng to california.
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. I'm going to have a second: lease on life. I found -
a marvelous job! It's great! It's so.great I can't
‘believe it's true--it's so great! I have a secre-
tarial job.: I can be a mother.and can have a part-

time job Wthh I think I will enjoy very much.

) can be home. when the kids get home from school.

It's too good to'be true. It's so exciting.
horizons are unfolding. I just can't wait to

I

New
get

started. It's great! ‘ : fw#

Helper responses.

1.

bon't you thlnk you are bltlng off a little bit
more than you can chew? Don't. you think that
working and taking care of the children will be

‘alittle bit too much? How does your husband

feel about thls°

Hey, that‘s a mlghty good feeling. You are on

- your way now. . Even though there are some things

you-don 't know along the way, ‘it's just exciting

- to. be gone.

-

Let me cautlon you to be cautlous 1n your judg-
ment. -Don't be too_hasty. Try to, get settled -
first. . ‘ o

It's a good feellng to coﬁtemplate d01ng these

',thlngs.'

Excerpt 10

Helpee- I'm so pleased with’ the kids. They are doing

just marvelously. They. have done so well at
school and at home; they get along together..

It's

amazing. I never thought they would. They.seem

a little older. They play together better a
they enjoy each other, and I enjoy them. Lj

as

become so much easier. It's really a joy to r
three boys. I didn't think it would be. I'm Just
so pleased and hopeful for the future. For them

and for us. It's just great! I can't believe it.

It's marvelous.

T



Helper responses- flu-_'liw

l. It's.a good feelmng to have your klds

ettled once agaln. T . ' o

- I
2 It ;s possrble your klds were happy before’ but
you never noticed it before.v You mentioned -
. your. boys. How about your husband? - Is he
happy? *

3 Do you*feel thls Ais a permanent change?
4 Hey, that's great' Whatever the’ problem, ‘and

! Lyou. know there will be problems, it's great -~
j‘;, to have expermenced the p051t1ve side-of 1t.

o ‘E'iiceggt 11

Helpee: I'in so thrliled to have found a counsellor—

‘ 1like you.. I ,didn't know any existed. You

seem to: understand.me ‘so-well. It's just .
~great!’ R feel-like I'm coming alive again..

L I have not felt 11ke thls in so long.~‘
* . . g ) Do

' Helper resp0nses-‘- ~1;+._ ‘ﬂ.dfhﬂ_“umi ST

1. Gratltude 15 a natural emotlon.ri

. 2. This is qulte nlce but remember, unless extreme
caution is’ exerCLSed, you may flnd yourself
mov1ng in the othez. dlrectlon“ SRR -

e Lo . e o .

3. That's a, good feellng.‘t“ .

4. Hey, I'm as thrllled to hear you talk this- way--

. as you arel I'm p;eased that I ‘have : -beer” helpful.-

© I do think- we- stlll*have some work to do yet,
though. -. ToL AT , 7 -

Excerpt 12 ' *Ef;fa§““

Helpee. No response. (moving‘abott:inrohair) o

Helper responses-'“

-

R You can't really say all that you feel at
. this moment. . . A Lo

. :'.u__* oo _,: K .

S {"f “ \? |
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2 a penny for your thoughts.

\

3. Are you nérvous° Maybe you haven't made~- |

; N -%j .the progress ‘here ‘we hoped for. AR
. 4.}%32’;§%E{don t know-what to say at this-: L ' y
A L . ome R g o . . g N . ‘ " S
. N . 7- . ) . ——
Excerpt 13 .

Helpee Gee, I'm so dlsappOlnted I thought we could get
along together and you could help me. We don't
seem to be getting anywhere. You don't understand

v .. me. You don't krnow I'm here. I don't even think
you care for me. You don't hear me when I talk.
You seem to be somewhere else. Your responses
are 1ndependent of ythlng I have to say. 1 don' t

"I'm just so—-doggone it--I

n't know what I'm going to do, but I knqu you

can't help me. There just;iscnorhope;‘ '

o,
i
e
\.~

esponses:

trust and only then can we. proceed to work on”
your problem ffectlvely.s ;;__\;

3. It's dlsappo'ntlng and dlslllu51on1ng to thlnk
you have made, so little progress.

4. I feel badly that you feel that way. i do want
to help. I'm wondering, "Is it me? 1Is it you°
Both of us? Can wé\york something out?

* AN

Excerpt 14

.-

Helpee: Who do yeou think you are? You call yourself a
therapist! Damm, here I am spiliing my guts

out and all you do is look at the -clock. You
don't hear what I say. Your responses are not
attuned to what I'm saying. I never heard such
‘therapy. You are supposed to be helping me.

You are so wrapped up in your world you don't hear
a thing I'm'saying. You don't give me the time.
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The minute the hour is up you push me out the
door whether I have somethlng 1mportant to say'.

. " or not, I - uh - it makes me so. goddam mad!
X . : . ‘ : _

Helper responses:

1.‘

.Note 1:

Note 2:

You are suggesting I'm wrapped ‘up in myseif
Do you think that perhaps, in fact, this is
your problem’

I'm only trying to listen tolyou. Really, I
think we are maklng a whole lot of progress
here.

You are pretty dlspleased with what has been
901ng on here.

All right, you are furious, but I wonder if it's
all mine or is there something else.eating you?

For a detailed treatment on valldlty and rellablllty
- of the Carkhuff Discrimination Index, the reader is
referred to R. R. Carkhuff, Helping and Human Rela-

tions: A Primer for Lay and Professional Helpers,

128

Vol. I: Selection and Tralnlng, Chapter 8, "Assessing

Dlscrlmlnatlon,“ p. 113-133. "Because of the novel
design of this 1nstrument, validity and reliability

numerical data in the traditional. sense are not avail-
able. Detailed descriptive studies are reported Ly the
author in an attempt to illustrate the basic soundness

of the instrumentation as a measure of the level of
facilitative conditions offered by the helper as well -

as the helper's action orientation.

with the expressed permission of the author.

L

The Carkhuff Dlscrlmlnatlon Index is used in this work
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B The Carkluff Discrimination' Index consists of -
fourteen client statements. For each client statement L

there are a series of four responses. The correct ordering

of the responses for each statement on the empathy dimension

is as follows: . .

Statement
1. 2, 1, 3, 4
2. | 4, 2, 3, 1
3. 4, 1, 2, 3
4., 2, 1, 4, 3
5. . . 4, 1, 3, 2.
6. - 3, 4, 2, 1
7. 4,1, 3, 2
8. 3.1, 4, 2 .
| 9. | 2, 4, 1, 3
g 0. . - . 4, 1, 2, 3°
Y. - . 4,3,2,4
12. _ 1, 4, 3, 2
13. ’ T 4, 3, 2, 1
14. -E, ' 4, 3, 1, 2
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St Rohert Borden High School

131 GREENBANK RD,’ — OTTAWA, ONT. K2H 8R1 - TEL. 829 - 5320

Principal
G.M.Ferguson, B.A., M.Ed.

Viece-Principal
D.C.Armstrong,B.A. ,B.P.H.E. ,M.Ed.

5 February 1973

Dear Parent:

In an effort to improve the quality of the educational
experience offered at Sir Robert Borden, counsellors of our
Guidance Department will be involved shortly in implementing
a Peer .Counselling Training Program. Fourteen such programs ‘
are in operation at present within various high schools
within the Province. Our program at this high school has the
support of our senior administrative personnel. My purpose
in writing you at this time is to provide you with general
details on the program and to solicit your approval to allow
your son or daughter to_partlc;pate.

‘ Last May the entire staff and senior student body of the
school were surveyed by our counsellors. Btaff and students
were asked to choose those senior students whom they felt
would best benefit from a training program which would enable
peers to work with peers in an organized manner. Your son or
daughter was one of eighty students chosen from approximately
nine hundred senior students. In the opinion of staff and
fellow students, those students chosen represent in many ways
some of our finest senior students.

Training during the program will be carried out to as
large an extent as possible during study periods and free time
which your son or daughter has during the day at Borden. Train-
ing sessions will be of an experiential nature or they will
involve training in communication skills through the use of
closed circuit video tapes. Some students will receive train-
ing in both of the above methods. All training will be carried
out by counsellors qualified at the Master's level or beyond.

I sincerely hope that you will give permission for your
son or daughter to undergo this tralnlng program. Please

indicate your consent by signing this letter which will be
retuxrned to us.
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feel free to contact myself or members of our Guidance

Should you wish further details on our prpgram, 'pleas&P
Department. : .

Yours truly 4

G. M.. Ferjuson

Principal . i
GMF/ef ‘

Parent's signature: _ ~

. Dates 0 T
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Student’ Expectations Inventory

- The following forty-four statements describe different
sorts of feelings about school. Please indicate the extent to
which each of these statements describes you feellngs about
your school. Please do not evaluate the statements in terms
of "good" or "bad"--just read each statement and answer in
terms of how well 1t describes your feelings.

Directions -

(a) READ each. statement carefully.

(b) THINK about how well the statement descrlbes
your feelings about school.

(c) DECIDE whether you strongly agree, agree,
disagree, or strongly dlsagree with the
statement, :

(d) DRAW A CIRCLE around one of the five-éymbols
(S.A. A ? D . S.D.) to show the answer
you have selected. .

strongly agree

S.A., =
A = agree
? = neutral or undecided .
D = disagree

S.D. =

. strongly disagree

.1. 1In order to get ahead in this school,
I am almost forced to break school
rules. ) . S.A. A

“
w]

2.7 1f I suggest something to my teachers, :
they will listen to me. S.A. A 2 D

3. I just don't see how completing my
' high school education in this school
will guarantee me the ability to
provide myself with all the thlngs
we w1ll need S.A. A ? D
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14.
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Generally speaklng, I- think that my

part1c1patlon in school athletic
activities is (or would be} a waste
of. tlme.

1

- ) ot
There ls"little I can do about the
way this school is run.

Cheating is the only way for me, to
get what I want out of school.

Even though I don't need credit in
some courses in order to graduate,
I take them because I enjoy them.

The best way for me to get ahead
in this school is for me to be -
honest in all my dealings wzth the -

" staff,

There is not much chance that I can.
do anything to make this school a
better place in which to learn.

I will probably have to break school
rules if I am to obtain some of the
highest awards this school offers.

I just can't see any relation between
my school experiences and my becoming
a better citizen.

For mé to be really successful in
this school, I would have to use -
methods that are illegal as far as
teachers are concerned.

I think that school prepares me to
make better decisions about life's
problems.

I really enjoy my work at school.

In order to get ahead in school it is

necessary to do some things of which
school authorities do not approve.

If I had the chance to do things over
again, I would be in school this year
because I really enjoy it.

)

")



17.

18.

19.

20.

21.

22.

23.

. 28.¢

29.

APPENDIX 4

School doesn'‘t help me decide what -
I want to do with my life.

I, as ah individual student, can't

‘do anything about what goes on in

this school.

I often do thlngs in school that I -
wouldn't do if T dldn't want to
graduate.

I think what 'is taught in this school
is mostly useless in today s socmety

I would have to do things which were
not really honest in order to-get an
honours standlng

I think that the extra-curricular acti-

vities offered in this school are

‘really useful..

I think that my siiccess in school is

controlled by plots over which I have .
-no control.

My teachers generally'do'what'they
want to do, no matter what ‘I say.

If I had my way, 1'd drop out 0of this
school because it is a waste of time.

The courses  ‘available in thls school
are extremely valuable to me.

For me to be successful‘in this school

regquires the' use of absolutely any

means I can devise--whether or not such

means are "approved" by school
authorltles.

What happens in this school happens
no matter what I do., It is like the
weather, there ls nothing I can do
about it. .

I would prefer to be out working
rather than to remain in school.

’
-

"~
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30. R
31.

32.
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My school courses help me decide
what I want to do with my life.

I have better things to do with my time

than fool around in school clubs.

I don't understand how the attitudés

and habits which I learn in school will

- help me to lead a better life.

33.

34'

35.

36.

37.

38.

39.

40.

41.

42.

43.

44.

Note:

My school studies help me make predic-
tions about the kind of world in which

I will live in:the future.

For me, participating in interschool
competitions {such as basketball,
debating; chess, etec.) is worthwhile.

as far as I'm concerned it is impor-
tant that I-do well in this school.

School is like a hobbyfgg\qf.

Most of the time I have to force
myself to. go to school.”

School is usually interesting
enough to keep me from getting bored.

I feel fairly well satisfied with

school. .

I definitely dislike school.

1 feel that ;I am happier in school
than most other pupils.

Most days I am enthusiastic about
scheool.

Each day of school seems like it will
never end. :

I am disappointed that I have to
attend this school. '

Items designated by an "R" are reverse scored.

’

*J
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Development of the Studenﬁ‘Exp&ctations InVentory—
(S.E.I.) took place in four steps. Content validity of the
S.E.I. was attended to by the author in that items were
coftected from the literature and revised. Revision of the
items was necessary in order that the items be made a.suiﬁ—
able operationalization of Seeman's five dimensions, and in
order that the items detect alienation from school rather
than alienation in general.

As the second step of the developmental wark, an
attempt was made to determine the construct validity of the
items as measures of the five dimensions of alienation.
This step was taken in conjuncti?p/ﬁIth the developmént of
scales to measure six dimensions of bureaucratic structure.
A pool of 360 items intended to measure either bureaucfatic
'structure or alienation froﬁ school was randomly divided
among six questionnaires of 60 items each. Each of these
questionnaires was administered to between 25 and 30 grade
ten students drawn from a large composite high school (the
students who were tested were representative of the range ’/’—-
of‘academic ability to be found among gréée ten students).

The students were given simple definitions of the eleven
. concepts the items were intended to measure (6 dimensions
of bureaucratic structure and 5 of alienation from school},

and were asked to match each item with its appropriate

definition. Using their responses, a frequency distribution
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was"™made up for each item, showing the number of times it

N

s PR .

had been matched with its "proper" définition:as_a_fraction r»’
. of the number of attempts to match it with ?nf definition} |

If this fraction were not la;ger.tﬁén‘what could have been

expected by chance, the item was discarded. This. procedure
eliminated items which Wefe ambiguous to students, and it

also tended to ensure that the measures of burean;:i?

structure and student alienation_ﬁeré not'merely o differ-

ent measures of‘the same concept. )
The third stage in the development of the Student

EﬁpectatiOnS'InVEntOry was'an attempt to establish the pre-

dictive wvalidity of‘each item by determining its ability to
distinguish between alienated aﬁd—non-alienated vouths.

- | The S.E.I., which consisted of 104 items at this
.point, was administefed to two groups of adolescents: the
first Qﬁ'these was a g%ass of twenty-seven grade eleven‘.."
studénts all of whom ﬁere (l)'heaviiy involved in extra-
curriculaf activities, (2) taking one or more extra academic o
courses, (3) attending‘sdhool even though they wére legally
f;eé to leave} and (4) regarded by their teachers as students
who truly énjoyed schocl. In short, thié was a groﬁp o{'
students one wodid not normally consider to be alienated
from school.: ‘

Thefsécond‘group of youngsters was drawn from two

sources: a boarding house established to.aid alienated

"
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youths} and a drop;in centre operating in a church basement
“and loceted in an area where alienated youths congregate.
.Staff members of the drop- 1n.centre:and of the boarding
house identified some of the most alienated youths in the
-two centres and flfteen of thes%‘youths, all but one of
whom had dropped out of school completed the S.E.I.

If an item on the scale is a useful measure of3r
alienation; it ehould differentiate'between these two
groups. Welch}s:apnroximation to the t test nes used_toj
compare,the meen'scores of-each group on each item, and’
only those 1tems which’ dlfferentlated between the two groups

were retalned for use in the flnal scale.

The fourth step.in the development of the Student

Expectations Inventory involved a further ettempt at’ con-
'struct'valldation,through a cluster analysis of-the eﬁbscales.
Correlationrcoefficients between'the items thought to compose
each subscale were calculated end_the matrices examined.

Iteéms showing low correlatione with remainlng iteme_in'the
subscale were droppedrbeCauee‘they were measuring "different"
things than the remaining iteﬁe. | | - =

These four‘steps resulted in a Student Expectations

Inventory containing‘forty-four rtems distributed among the
" subscales as follows:. Powerlessness, 7 items; Meaningless-
ness, 7 items; Mlsfeasance, 8 items, Futlllty, 8 items; and

Self—estrangement,‘l4 items.
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Factor analysis was used by Anderson to obtain

estimates of item reliabklity for the S.E.I. While the
estimates of reliability, ranging from .17 to .59, are low,

it must be remembered that'tﬁe reliability data are based
on item as opposed to sqgle reliability; Apdgrson, cn the
basis that scale rel;abilities are a function of length,
hypg#hesizgdthat test-retest reliability data would:be'
higher.l He‘reported ?ést-retes? estimates of reliability

to range from .24 to .82 with an average of .47, While the

L

estimates are low, the teét—retest‘reliability study was

riébrpus and, in the final analysis,‘ the data on reliability

t . = N . ) .
are indicative of as satisfactdry an instrument as can be
. . F m . l-. )
found to measure alienation. .
e A
. Alienation as a global concept is utilized as

the dependent Variable in thé present study. According
. . ‘i ; V

. u e . .

" to ﬂhdergon, the global concept is composed of the .
T . . . 3;.' \.\

E R ) =
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2
summation of the five subscale scores. Because alienation

as a global concept can be measured by adding the various

subscale scores on the S.E.I., the total scale scores are

iy

o

used as the opeféfipnal definition of aliengtion frém
school %n tﬁe present study.

Further details on the factor analysis and item
analysis of thé S.E.TX. may be pbtained by referri#g to
B. D. Andgrsonf "Bureaﬁcratization and Alienaﬁion: An
Empirical Study in Seéondary Schools," unpublished Ph.D.
disSertation, Universi;y of Tofontq, Ontario, 1970, xvi-

298 p. The 8.E.T. is used in this work with the permission

of B. D. Anderson.
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DATA FOR RELIABILITY STUDY OF THE
Student Expectations Inventory




101
201
102
202
103
203
104
204
105
205
106
206
107
207
108
208
109
209
110
210
1

211
112
212
113
213
114
214
115
215
116
216
117
217
118
218
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DATA FOR RELIABILITY STUDY OF THE
+ Student Expectations Inventory

34354434444423430413453343445323355333324334
34353433444442333414454343434333334444334342
323523142444041324322253254324454455233242321
42U52442223441335224455254414444485453225243)
42552544254513532451553153515144555344323243
5225244325341 1432232453242414253254224422245

42152512244441411231443211414132141555355553

52441421041511411141434113422121143555555554
54454543455344434234545254534444534322213211
S45545434545445444455442545454444834322212211
S54454545454544545355545354555544435322213222
S54443544454544534334545454554444444332223222
4a443553343440404243452352543144335332212321
Ua4434533434444404243452352544254345332212322
444534223448443425445453454445444454824222422
444534243444483428234444443434244454422324322
443445423545535213434444424422241208424324442
S3U23552454543422344434444422224424423224342
4444244544804404444404484144452484444232240422
444444444440443434344044444444444343422223327
34551543130452325234453344324434445534333423
43442444234342324233442244343434444534332432
444555525454442445445542544844545455442214221
445554424444044354844544544454443508322223322
43342534243533424233443342422232233434434433
33443433343343324233344343423433334424333423
434%1444234443044234323254425242444422222234
43442444340443444234444254424344440322223332
S4U4S2443445034454]144454254428424455422222232
44452454444454444235454244442444450422222222
54455545455544544445545354544444355422213421
S54554545454544544454545354545454355442223222
234115441352434048124222234224424415444422455
43422454234 443444244423202424424224422334444
4225144244444243222444425204442454482482242222
S5425255244444423422424342424242442544322244
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219
120
220
121
221
122
Y-
123
223
124
224
125
225
126
226
127
227
128
228
129
229
130
230
131
231
132
232
- 133
233
134
234
135
235
136
236
137
237
138
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4544245444444244543454445454484444845424422421
dudgugqdquqdauaaasyasdygyagdqas24q444sy22222422
S2441544444448484421044225442542422422221444]
428415441440444004124442244408254244344242104482
442524342424324242244444534242424854422322342
430420430424400442340444004424843345432222242¢2
33452433134431222224433242314234244543243552
44351423234341312244334342514344354554453552
54542543344545845535445454443425435212211222
Sqd44aadadaqaaudgaaaqdadqdqaq4443433iag22212213
34322444234403333204444355455425435253323342
344244430453533344353444544454254025242223333
432545344205424023243234353342432444842221433)
A4542524343444335343433453443433445322213232
445514542340355455235544255312525455212211332
U3551444125444355135442255312424445222213231
41554522235422322143232244311235443444441443
43352342234231254421312234322424442534442443
434414432424334833232443352324333444444323443
uuaa1uu21uauaaaauaa14aa2aau2auuaauusuasauusa
35131211131111211131151111313111111532555555
141113111131131313311114111113811111545555555
444324432445023343532433433244142240435333343
430832343434333334343434243423423244534333342
43453454354443434225450354444454355323212232
S34524344544444343344532544248444455322223231
43344523323444324234444383344424424433244442
444445244308443422425453344344422434422334424
S3442534343533444234544344435434435433223422
445345343544334342344443444244484345433322322
43251452233241222234245143225344344555454453
434524522343541223224444233224254254554443443
53452543455553435225543355535544434434323422
43453443354443425324544354435444343334324432
Sa4244424042148242244442083422434434444455554
Ha242444240842121222224422222222222455556555655
4335155%454521413342533434532214324534445443
424444442434220144324443325423442345237344332
44252443241422411112555232421134154542224432
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238
139
239
140
2440
141
241

142

242
143
243
144
244
145
245
146
246
T 147
247
148
248
149
249
150
250
151
251
152
252
153
253
154
254

Note 1:

Note 2:
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443524444048411411212445122221134244552454435
24231443034432332234324332322224333434234443
3322134332424231112232323233232232254544445y
1455453355544 3445533453455454525455312211231
S4154544454454445434453455345545555312113121
43242544254443034334433354344324444322213332
42542434254444444234442244424334304222223322
545515454544 244548434555452545354355153212231
5445444454453455445504533445454551552151144114
342424441645%53435323234345433454345444323342
43242433244452233123433145434324445543223322
34343543344855344443344434448404043348443223332
55555555455553542445545355554343345423323332
443524453454434324333544524442443484422213222
44353444244433232223354343334344450422223322
44455545555555555554545454555445544412212211
54444545455544554455554454545444444222212221
4015404554445432424240544454443042452482212223

44444444044445802424056485858554455422222222

2124232223124132434132312123231333455545355%
45441323123211212232233222222233244345553555
44553445444444449842448444404400u84u4up22p22222
4445444344444443442444484840484a04d4444222224@222
44351454242423022333453333542222243534333443
53252543343423432353444333433232254432333343
44353533043443433434424344448333343422233222
53354723454543533434544354533344444323222322
uul0252u342&23“222“2“20&22&2313u433u2ua2222a
44122544242413451241442442023424224422223%224
444524322404434242083444242423244248422224433
Aq452444244442422224444202424244244322pp2u42
S54544555454545545425455455544445445242243222
443515432534544845454533554344515545144344145

indicates pretest score.

indicates posttest score.

The number 1 at the beginning of a data line

The number 2 at the beginning of a data line
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S Robert Borden Higl School

131 GREENBANK RD. — OTTAWA, ONT. K2H 8R1 — TEL. 829 - 5320

Principal
G.M,Ferguson, B.A.,M.Ed.

Vice-Principal
D C.Armstrong,B.A.,B.P.H, E.,M Ed.

9 April 1973

Dear Parent:

In an attempt to bring our junior grade nine and ten
students into closer communication with our senior students
and thereby enable all of our students to feel a greater
sense of oneness toward each other and toward the school, 4
our Guidance Department since mid-January has been in the
process of training some 75 of our top senior students in
certain skills which are deemed useful for good communica-
tion. Phase one of our program has been condutted during
the students' free time by three of our counsellors who are
trained at or beyond the Master's level. We are pleased that
the first phase of our program has received enthusiastic
support from our senior students and their parents.

When we begin phase two of our program shortly, we plan
to randomly select a certain number of -junior students with
whom the trained senior students will work on a small-group
basis., Some of the junior students are being chosen because
we feel, on the basis of their past performance, that they
are capable of doing better academically. There are numerous
other reasons for our choices. In some cases junior students
are being chosen because they have expressed an interest in
talking things over with another mature student. It is
becoming fairly routine procedure at this point in many
Guidance Departments for volunteer senior students to be

available to help counsellors in their one-to-one work with
students.

My purpose in forwarding this letter to you is to inform
you of our program and to solicit your support in allowing
your son-or daughter to participate in it. We can assure
you that insofar as is possible students will be involved
in this program only during their free time during the school
day. I, along with members of our Guidance Department and
the Senior-Administration at the Board office feel that this
program, though it is not a tutorial program, should result in

higher marks on the part of certain of our junior students.
L
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Should you have further questions: regarding the program,
Please feel free to contact Mr. Hardy, the Co-ordinator of
the program, Mr. Watts, Head of Guidance, or Mr. Bunn, a
member of the counselling staff. ¥You may reach any of these
staff members by phoning 829-5320,

Yoﬁrs ruly

?/y taom,

. Ferduson

Principal

GMF/ef . )
R

Parent's signature P s g
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RATING FORM EOR_ﬁpDIOTAPE EVALUATION

Group C . gu&?e""""

Instructions: Place an "R" for discussion related to goals
" or a "U" for discussion unrelated to goals
. opposite each minute interval.

Dates or Session Numbers

Minute Intervals
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Microcounselling Training Skills Manual
A. Attending Behaviour

Good attending behaviour demonstrates to the client
that you respect him as a person and that you are interested
in what hé has to say. By utilizing attending behaviour to
enhance the client's ‘self-respect and to establish a secure
atmosphere, the interviewer facilitates free expression of
whatever is on the client's mind.

The following are the three primary types of activi-
ties which best characterize good attending behaviour:

1. The interviewer should be physically relaxed and
seated with natural posture. If the interviewer
is comfortable, he is better able to listen to the
person with whom he is talking. Also, if the
interviewer is relaxed physically, his posture and
movements will be natural, thus enhancing his ‘oWn-<.
sense of well-being. ThlS sense of comfortableness -
better enables the interviewer to attend to and to
communicate with the client. :

2. The interviewer should initiate and maintain eye
contact with the interviewee. However, eye contact
can be overdone. A varied use of eye contact is
most effective, as staring fixedly or with undue
intensity usually makes the client uneasy. If you
are going to listen to anyene, loock at him/her.

3. The final characteristic of good attending behaviour
is ‘the interviewer's use of comments which follow
directly from what the interviewee is saying. By
directing one's comments and qguestions to the topics
provided by the client, eone not only helps him to
develop an area of discussion, but reinforces. the’
client's free expressmon, resulting in more spontanelty
and animation in the client's talking.

In summary, the interviewer's goal is to listen atten-
tlvely and to communicate this attentlveness through a relaxed
posture, use of varied eye contact, and verBal responses which

4
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1nd1cate to the client that he is attempting to understand ~
what the client is communicating. Specific behaviours
which may be utlllzed are the followxng

l.' Relax physmcally, feel the presence of the chair

N as.you are sitting on it. Let your posture be
comfortable and your movements natural; for example,,
if you usually move and gesture a good deal, feel
free to do so at this time.

'2. Uée eye contact by looking at the person witﬂ whom
you are talking. '

3. Follow what the other person is saying by taking
. your cues from him. Do not jump from subject to
.subject or interrupt him. If you cannot think
- of anything to say, go back to something the client
- said earlier in the conversation and ask him a
guestion about thats There is no need to talk about
yourself or your oplnlons when you are attending.

A flnal point is to respect yourself and the other
person. Ask questions or make comments about thlngs that
interest and seem relevant to you. If you are truly inter-
ested in what is being said, -attending behaviour cften
follows automatically., But, remember, the more interested
you are, the harder it sometimes becomes to keep yourself
quiet and listen to the other person%<

[End of Tralnlng Sklll No. 1 - Attendlng-Behéviour.
Please pass in training manual before you leave.]
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Mior0counse11ing'Training skills Manual
ra . - . -
- ) B o ’ N . - L . i
B. Open Ihvitation to Talk ° ‘ .

B : » ) " -

co The client comes into an interview with something
- that he feels is @a problem. The initial task of the inter-
viewer is to stay out of the: interviewee's way so as to find
out" how the client sees his situation..  Most useful in deter-
mining -this is the technlque of providing limited structure .
..through the use of an.open invitation to talk.
N
An open 1nv1tatLpn to. talk may be best unﬁerstood
. when compared with a closed approach to 1nterv1ew1ng For

example- o , \\“;fb : _ . s

Open: Could you tell me a little 'bit about your
: nmarriage?

or : How did you feel about_tﬁat?

Closed: ' Are you married? Do you get along with

your wife?

I+ may be- observed that the open comments provide
room for the client to express his real self without the
imposed categories of the interviewer. A2An open comment
allows the client an oppoltunity to explore himself with the
support of the interviewer. A closed invitation to talk, on
the other hand, often emphasizes factual content as opposed
to feelings, demonstrates a lack of interest in what the
client has to say, and frequently attacks or puts the client
in his place. Closed gquestions can usually be answered in a
feW\words -0r with a yes or no.

Crucial to open—-ended questlons is the concept of N
who is to. lead the interview. While the interviewer does
.ask questions while using this skill, the questions are
.centred around concerns of the client rather than around
concerns of the interviewer for the client. Questions
should be designed to help the”client clarify,his own -

problems, rather than provide information forf/ the interviewer.
A typical problem with closed questions & at the intex-
viewer leads the.client to topics of interest to the intex-

~ viewer only.. Too often. an interviewer projects his own
theoretical orientation onto the information he is trying
to gather, imposes artificial structure too early. If the
interviewer relies on closed questions to structure his
interview, he is often forced to concentrate sO hard ong

[

te
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thinking up the next question that he fails to listen to and
ttend to the client. |
Open 1nv1tat10ns to talk are extremely useful in a
number of different 51tuat10ns. The following are some
examples: . ‘ . .
1. They help begln an 1nte§h¢ew. (What would you
1like to. talk about today? How have things been
since the last tlme we talked together’) : @3

. 2. They help get the interviewee to elaborate on a
- point. (Could you tell me more about that? How
did you feel when that happened?) .

.3. They-help elicit examples of specific behaviour.
' so that the interviewer is better able to under-
stand what the interviewee is ‘describing. (Will
<= " you-give me a specific example? What do you do
S " when you get "depressed"? What do you mean when
you say your father ie out of his mind?)

4. They help”focus the client's attention on his ~
feelings. (What are you feeling as you're telllng -
me this? How dld you feel then’)

Go through the examples above again and glve your
superVLSor some possible closed-ended questions in each case
above. Then change your closed guestions to open guestions. -

[End of Training Skill No. .2 - Open Invitation to
.Talk. Please pass in training manual before you leave.]
. ) - ] )
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Microcounselling Training Skills Manual
C. Minimal Encourages to Talk )

Once the client has- been helped by the intervie;;;yéfp/
attention and open-ended gquestions to begin telling his
" story, the interviewer's task is to facilitate his continu-
ing to talk. The interviewer really needs to say very little .
in order. to encourage a client to continue talking, elaborat-
ing, and explaining. ;

. Simple "um-hmm's," repetitions of one or two words

from what he just said, one-word guestions, such as "Then?"
are pften sufficient. The word "minimal" refers both to
how much the Interviewer says, which can be very little,
and to the amount of direction or intervention he imposes
on the content and flow of the interview.

This technique presupposes that the interviewer has
tuned in to what the client is discussing. Minimal encourages
to talk should follow directly from what the interviewee has
just said. When used correctly, the interviewee, although
maintaining control of the interview in that he is talking
-about what he wants to discuss, is forced ta e orate, explain,
and to take a more in-depth look at his problem. ™

. )]

Often the interviewer will want and need to talk more
and to more actively direct or focus the content of what the
client is saying. However, this is an extremely useful
technique: whether it is used as an adjunct to other techni-
ques or relied on primarily by itself.

More examples of the type of comments described by-
the title "minimal encourages to talk" are the following:

1. "oh?" “So?" “Then?" "And2"
2. The repetition of one or two key words..
3., "Tell mé more.f
4. "H;w did you feel about that?"
5. "Give me an example."

6. "What does that mean to you?"

7. . "Umm-hmmm. "
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Too many counsellors are unaware of the power and
importance of minimal encourages. As such they ‘are unaware
of how they may unconsciously influence the direction of
intexviewing sessions. An understanding of minimal encour-.
ages should lead to more self-awareness on the part of the
interviewee.

[End of Training Skill No. 3 - Minimal Encourages
to Talk. Please pass in training manual before
you leave.] .

o
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D. Reflection of Feeling

How can you help another person tc express the central
. concerns that he is experiencing? One excellent way is to
listen for and repond to the feelings of the client. Try
communicating "I can accurately sense the world as you are
-feeling and perceiving it," and you can facilitate the
client's movement toward more complete self-awareness and
self-understanding.

Being alert to and responding to the feeling being
expressed, rather than attending solely to the content of
- what the person says, Is the skill with which we are .pre-
-sently. concerned.: What the client is saying is the content
portion of the message being communicated. One must also
. listen to how the client says what he does. For éxample,
. the client may speak more quickly when communicating
enthusiasm, more slowly when communicating dlscouragement.
It is this feeling portion of the communication' to which
you are to pay particular attention.

Belng alert to and respondlng to the feeling being
expressed is a skill which is appropriate at any time, re-
gardless of the nature of the feeling (positive, negative,
or ambivalent) and regardless of the direction of expression
{(toward self, others, the counsellor and counselling
*situation).

In the examples below, you will have an opportunity
to select the alternative which indicates that you understand
the client's attitude, the situation as it appears to the
client--the alternative which, if spoken to the client, would
most likely evoke a response of "That's right!"

Example 1: .
"So I'm wondering 1f you can help me find a new major?

.+. [pause] "I suppose if I did find one, I'd just
bungle things again ..."

(2) Are you sure that it is necessary to leave the
major you are now in?

.(b)_You feel that it's pretty futile to try again.
(c) What majors have you been considering?
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In the first example, responses (a) and (c) seek
additional information from the client, without giving
adequate recognition to client feelings. Response (b)
accurately reflects the feeling being expressed.

Example 2:

"What do you think I ought to do--jump of{fgﬁ?gidge,
or look for another college to flunk out OFX™

(a) There just doesn't seem to be any way out!
(b} Have you applied to other schools?

(c) Have you thought about trying a junior college
where there would be a little less competition?

In this example, response (a) accurately reflects .
the client's feeling, whereas responses (b) and (c¢) provide
suggestions as to what the client might do, without giving
adequate recognition to the feeling of discouragement which
the client is experiencing. .

Example 3: "

“You know, it's a funny thing, but when I go in for
an oral guiz, I just feel shaky all over! 1It's the
silliest thing! Why should I do that?" ' '

(a) Are you an anxious person in'many situations?
{(b) How shaky do you become?
, (¢) This reaction puzzles and concerns you!

Here, responses (a) and {b) seek additional informa-
tion, whereas in response (¢) ,  the 'gist of the client's
expression is caught and rephrased in fresh words.

Some behaviours you may want to try are the followings:

l. Listening for feeling. Remember, that what the
client is saying is only part of the message being
communicated to you. How he says what he says is
extremely important. A change in breathing or in
the speed of talk, a sigh, a blush, a stammer, an

- extra emphasis upon a particular word--any of these
can be important cues as to feelings of the client.
Words which communicate emotions and feelings
should be noted.
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Behaviours you may want to engage in include the

-following: ' —

1. Using paraphrases and open questions to help the
client keep talking.

2. Giving special attention to central threads of
information throughout the session. For example,
when the client talks about a decision he is to
make, note the main issues he is considering so

/ you can give them back to him later.

3. At several points during the session, timing
your comments appropriately and summarizing for
the client what you have heard him say.. Your
selective summary is effective if it prompts him
to talk in a deéeper fashion or helps him to
clarify his own thinking.

[End of Training Skill No. 4 - Reflection of Feelings.

Please pass’ in training manual before you leave.] ,

160
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E. Paraphrasing
' o &

Paraphrasing achieves three purposes. These are:
(a) to convey to the client that you are with him, that
you are trying to understand what he is saying, (b) to
crystallize a client's comments by repeating what he has
said in a more concise manner, and (c) to check the inter-
viewer's own perceptions to make sure he really does under-
stand what the client is describing.

Just as the reflection of feeling involves some
reiteration of content, paraphrasing entails some recogni-
tion of the client's feeling. The primary difference is
one of emphasis. The first concentrates on the emotional
_aspect of the client's communication, while the latter

emphasizes the cognitive or content aspect of. the message. ““x\>

‘When utilizing this technique, the integviewer
attempts to feed back to the client the essence of what the
client has just said. Used in this manner, this skill is .
extremely functional in clarifying confusing content, tying
a number of recent comments together, highlighting issues by
stating them more concisely, and checking one's perceptions.

The following are some good examples of accurate
paraphrasing: ’ -~

Client: T don't know about him. One moment he's nice
as can be, and the next he is a real bastard.

Interviewer: He's pretty inconsistent then.

Client: ~ Every day there is something new to do. There
must be ten different activities going on at
any one time around here.

Interviewer: S0 there are lots of activities for you to
choose from.

Client: . He's really crumby. His degree is from a non-
accredited school. He's had very little training,

and he has a very poor relationship with his
wife. ‘ ’

s
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Interviewer: You don't think he is very competent.

Client: - He is supposed to be an authority, yet he's
mixed up all the time, He talks as if every- .
thing he says is true; but he's quite
uncertain a lot of the time. :

Interviewer:  You feel that if a man.gives You the impres-

sion that he knows everything, then he ‘should
know everything. ‘

[End of Training Skill No., 5 - Paraphrasing. Please
Pass in training manual before you leave.]

2

-
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F. Summarization of Feeling

When an interviewer uses summarization, he attempts
to recapitulate,\to coﬁ@ense, and then clarify what the
client has said.’} As such, a suwmarizatién of feeling s
very similar to reflection of feeling with one major
exception~~a summary of feeling covers a longer time period
and involves a broad range of feelings which the client has
expressed. - '

Thus, instead of noting only one or two immediate
.feelings, the interviewer notes the overall emotional dimen-
sions expressed by the client and then summarizes them in a
meaningful form for him. A summary which integrates the
emotional aspects of at the client has been discussing
serves at least three Yunctions. These are as follows:

l. It may crystallige what the interviewee has been
' talking about. B ting emotional undertones
“expressed througholt the interview, you help the
client focus on the issues which concern him most.

2;-It may serve as g stimulus for further talk on the
- issue. This conversation itself may be deeper and
more meaningful to the client if you have "tuned

- "

in" to his emotions.

3. Simply summarizing what you think you have heard
often helps you find out whether or not you are
perceiving the client correctly.

A summarization of feeling expressed well and fitting
the client's needs is one of your most powerful tools to
convey to the client that you are with him, have empathy,
and can understand how it feels to be in his shoes. Aas
such, it may help you to think deeply about what the client
is feeling, attend to his diverse emotions, and attempt to
experience them yourself. Then pull back, sort out what you
See, separate yourself. from what seems objectively true and
summarize for the client what you sense. This is an important
way to communicate to another human being that you understand
him and are with him.

Specific behaviours you may wish to engage in are as
follows:

-
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Use reflection of feelings to indicate to the
client that you are with him. Selective atten-
tion to feelings will assist him in explorlng
his emotlonal states.

Note consistent patterns of emcotion as he progresses
through the interview. Also note his inconsistencies
or polarities of feelings. Most clients have mixed
feelings toward important love cobjects or situations;:
showing the client how he has. expressed his mixed
feelings may be especially valuable to him.

At two or three points during the session and at the
close of the session, restate in your own words. the
feelings and perceptions that the client has been
communicating.

[End of Training Skill No. 6 - Summarization of Feeling.
Pleasé pass in training manual before you leave.]

!
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-

G. Summarization of Content

ot

When an interviewer uses summarization, he attempts
to recapitulate, to condense, and ‘to crystallize the essence
of what thg interviewee has said. While a summary thus re-
senbles a paraphrase, it differs in one fundamental respect--
the temporal period covered by & summary is substantially
longer than that of a paraphrase. The latter deals with the
client's last few sentences or a short paragraph. A summary
puts together a number of client. paragraphs, or an entire
phase of a session, or may cover even an entlre interview.

A summary integrates cognltlve ele nts of what the
lcllent has been dlscu551ng and serves af'?ghst these thre%//ﬁ
major functions: )

l. It may crystallize in a mor‘jfoherent and integrated
manﬂbr what the 1nterv1ewee‘&as b en alk&ng about.
It may help him put facts together. B

2. It may serve as a similus-for further exploration
of a particular topic or area.

3. Because it pulls together materials discussed over
a2 substantial period of time, it frequently serves
as a necessary percéption check for the interviewer.

Summarizations are frequently used in any of the
following situations (this is not an inclusive list):

1. When the interviewer wishes to structure the be-
ginning of a session by recalling the high points
of a previous interview.

2. When the interviewee's presentation of a topic has

been either very confusing or just plain lengthy and
rambling.

3. When an interviewee has seemingly expressed everythlng
of importance to him on a particular topic.

<

[End of Training Skill No. 7 - Summarization of-Content.
Please pass in training manual before yau leave.]
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H. Expression of Feeling

Unless one understands one's own self, it is extremely
difficult to understand others. One important dimension of
self-understanding is the ability to attend to and to express
one's 'own emotions or feelings. This training skill is focused
on helping you express, your emotions more clearly and share
them with others. ‘

Those who enter counselling training may find that
the ability to express their own emotions facilitates their
progress in counselling. Individuals unable to . express
emotions often cannot recognize them in others. While theorists
differ on whether the counsellor should express his feelings
in the interview, all agree that awareness of one's own
feelings is crucial in the counselling process.

The skill training you will receive.will focus on
helping you express your feelings to andther individual. We
would like to help you learn two things. First, you should
learn the difference between expressing content (what you are
saying to the other) and, second, the expression of feelings
(the emotional experiences you have about what you are saying).
Many, perhaps most, people attend solely to the content of
their words and are snot aware of their underlying emotions.

The following examples illustrate the difference be-
tween expression of content and expression of feeling (the
underlined words represent feeling states):

1: I wént to John Jay High School Ehd took mathematics,'
- English and art. (expression of content)

‘When I went to high school, I hated it. Mathematics
was a drag; the English teacher bugged me; and art
was the only good thing during the day. (expression
of feeling) - Lo

2. How do I feel? Well, I feel I am an interesting
person. I have travelled a lot. I have seen the
world. I feel I know a lot about what is going on.
(expression of content)

How. do I feel? T feel pretty good about myself. I've
been around a lot and from what I've seen, I am haggx
to be me. Whenever I lock around me. I feel that I'm

~ lucky, that I have been able to enjoy myself., On
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the other hand, maybe I am a little arrogant, and
that makés me wonder about myself sometimes.
(egpressidn of Eeellng) :

3. I feel like things haven't been going right lately.
The cat died, my therapist raised his rates, and my
wife just got a'job. (expression of content).

-I.really feel depressed. The first thing that .
got me down was-when-my- cat died. I felt so sad
I sat down and cried. - Then my damn therapist raised
“his rates and didn"t even care enough to tell me:
that really made me angry and then when I told him
~about the cat he didn't react and I felt really crumby.
Then my wife up and gets a job without telling me;
somehow I -feel she just doesn't care about me at
all and it makes me sad, sad, sad. iexpression of
feeling) S

‘When one talks about any siﬁuation, he can talk about

his feelings or the content of what"happens. Your task today
is to talk about your emotions rather than about facts.

You may wish to take the fellowing topics and discuss
them briefly with your supervisor, first demonstrating an
expression of feeling: school, family, sports, an accident,
a childhood experience. - . ’

, ‘In summary, move inside yourself, look at your emotions.’
While words provide basic clues in . this skill, also think about
your nonverbal communication.® If you talk about sad things,
do you look sad? If you talk: about happy things, do you look
happy? As you learn to express feelings, put,your body ahd
words together and really attend to your emotions. In this -
way, you can best understand yourself. ' o '

[End of Traiﬁing Skilleé. 8 - Expression of Feeling.
Please pass in training manual before you leave.]
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Sir Robert Barden High School

Heer Qounselling Atoard

This )ward is presented to

as an expression of sincere thanks for pioneering
the Peer Counselling Program at Sir Robert Borden
High School.

During the course of the program, you gave freely
of yourself, your time and your energy in order to

help your fellow_ students. We hope your life at -

this school this year has been richer because of
your increased involvement. Your willingness to
learn, yo'u'f desire to understand, and your gift of
~ caring for others have made our initial program a
b,[success.'-

J. R. Hardy, Program Co-ordinator

-

P. A. Bunn, Program Director
H G. Hackett, Program Director
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= APPENDIX 11
PEER COUNSELLOR EVALUATIONS

A discussion of the benefits which accrued to the
peer counsellors in the present study may be termed to be
beyond the parameters of this work. However, in the recent
Guidance guidelines for secbndary schools published by the
Ontario Ministry of Education,_guidénce counsellors are
" directed to initiate peer counsellor training programs
where students are trained to provide some individual and
group counselling td their fellow students.l It is important
that, if peer counsellor training programs are to be pursued
throughdut the province, the benefits which accrue not only
to the peer counsellees but also the peer counsellors be
carefully assessed.

An attempt waé made to both %ormally and informally
assesé the feelings of the peer counsellors regarding both
the training program and the actual peer counselling program.
On the informal side, thé following points are worthy of
note: " |
1. a number of grade thirteen peer counsellor trainees

decided to change their university application to a
social sciences program.

.1 Ontario Ministry of Education, Publications Branch
. Guidance: ' Senior Division, 1977, 1-28 p. This document
replaces the Senior. Division section of. Curriculum I:3 and
S:S‘GuidanCE'Intérmedthé'ana'SEhibr'DiVisiOn, 1968.

!
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> 2. A number of grade twelve peer counsellor trainees

. decided to change their community college applica-
tions to indicate selection of one of the helping
professions as a career.

3. The lack of attrition on the part of the péer coun-
sellors may have indicated that the program was
meeting the needs of the participants.

4. The development of a spirit of comradeship and

"esprit de corps" was obvious to not only the
professional counsellors but also to certain
other staff members within the .school.
The following one-page evaluation form was forwarded
to the peer counsellors toward the end of the training prog

gram in order to obtain a more formal assessment.

y

To: All Peer Counsellor Trainees

From: Guidance Department

Would you pigﬁse take a moment or two and write down your
reactions, favourable and unfavourable, to the training

program as it has operated thus far.

Your name: " - '
{optional) -

Would you recommend that this program be of fered to a limited
number of students next year?

Please return to Guidance Secretary by 4:00 p.m. on Tuesday.
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The following are ten randomly chosen and randomly

Placed unedited responses to the guestionnaire:

l.

My reactions are quite favourable. I am learning a

-lot from the program. I am thi
things such as feelings that I never thought of before.
I think it's more valuable to me than perhaps the 9's
and 10's. I've gotten to know the people in my group
very well which I probably would never have done. I
think it makes me think of others, being less selfish

which is important.
quite time-consuming. I realiz

be. "y

Recommend: Yes

nking a lot more about \

"The only complaint is that it is

e though that it has to

So far the program has been of benefit to me. It has
made me more open and at ease wjith other people and I
believe I have become a better "listener."

Though this is all to the good, I don't see exactly what
we are to accomplish with the skill we are beéing taught.

Recommend: Yes

So far, the program seems good.
definite evaluation until I ébserve the practical appli-
cation of it with the junior students. In general, T
am, so far, favourably disposed towards the program,

I hesitate to offer a

Recommend # I prefer to Qiﬁhhold such a recommendation
or condemnation at this time, for reasons outlined above.

The growing pains are over.

Our group is much more

relaxed and seems to have jelled as a fairly close unit.
An honesty and sincerity in expressing oneself is "re-
fréshingiy" prevalent.

The dispuésions on how we must seem to otHers was to say
the least quite interesting and I might add quite
the group as a whole in the early stages

successful. for
of bringing us

The program is

developing the

r‘

together.,

definitely succe
potential that

t

eding in channeling and
most of the students have

L

5
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to offer. At the same time it has aided in the forma- \
tion of a greater awareness of the self.

On the whole I'm very pleased with the present program.

Recommend : Definitely

I think this programme is very worthwhile. At the be-
ginning of the regular sessions we are having I didn't
think the meetings were very structured, and I was a
little leary of the programme's intention's and goals.
It was only through my ignorance of the programme that

I must have felt this way, since in later sessions, I
have found that the programme is exceptionally well
organized, and the intentions are becoming more clear .
each day. This programme has also done me a lot of good.
I am beginning to think about things I have never thought
about before such as my responsibilities to other groups
of people.

Recommend : Definitely (Yes) -.

I think that so far the program has enabled all the group -
membérs to communicate more freely and better with each
other--and this is a step in. itself. As well as this,

the training manuals or skills are helpful in guiding
conversations and I' feel that they make us more aware of
how to listen to what others are saying. All in all I
would say that it's an enjoyable experience, but I find
that when we have tco many sessions in a row it tends to
become tedious and at times monotonous. .

Recommend:‘ Yes—--it's definitely worthwhile.

I feel that it is a chance for us to help ourselves with
our own problems which sometimes are more pressing than
other peoples' problems. In an area such as this it is
beneficial to both the interviewer and the client as well
as an asset to the relationship between the school
attenders. This course or training session should be
included next year in the school programme, but open to

only very interested people as it is an extremely delicate
area.

Recommend: Yes
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8. I feel that this is an extremely valuable program, not
only to students who need counselling but for the student
counsellors as well. I am disappointed that itiwas not
started earlier in the school year and regret that I
will neot be here next year when it should be in full
operation. :

Recommend: Yes

9. I am favourably impressed with this program. I feel that.
. it is working out well thus far and I have no doubts as
to it going smoothly in the future.

It is a great opportunity for students to experience a
part of the social sciences.
Recommend: Yes, but hopefully .students in Grade 12 anﬁ
not 13. :

10. It is difficult to assess the Peer Guidance program as it
has been operating, since we have yet to experience any
practical application. It will be far easier to evaluate
the success of the program when we have seen the results
of our sessions put to constructive use. The program is
~an excellent form of release, both of emotions and opinions,
and helps one to understand the nature of other people's
problems and offer helpful advice, The inter-action
between people is both interesting and enlightening, and
yet it seems a shame that more people cannot benefit from
the scheme.

¢ -~

»

All participants in the training program except one

1
responded in the affirmative to the second question on the

e

evaluation form. Lo ¢

[
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ABSTRACT OF

&=
- A Comparlson of Three Methods of Training
Peer Counsellors Zt the Secondary School Level

" The purpose of this etudy uas to compare methods of
training secondery school students as'peer,counsellors. Based
on a ratrenale derlved from existing theory on the psychologi—

.cal nequ of the adorescent and from existing theory on,
"lnd1v1dual and group counselllng, the thesrs was de51gned
fspeCLflcally to 1nvestlgate the questlon- Is a comblned
T,experlentlal dldactlc method of tralnlgg—peer counsellors

super;or to elther‘an experlentlal or a didacti® method? A

Developmental—Mlcrocounselllng (DMG) Group tralnlng program
_iwas chosen as the comblned experlentlal —didactic method. “
Developmental Group Counselling (DG) and Mlcrocounselllng (M@)
were chosen as the experiential training method ahd didactic
trainiug method, respectively. |

The following hypothesis was developed to investigate

the above questlon.

Malg® junior students, where intelligence and socio-

economlc status are statlstlcally controlled, exhibit signi-

"

flcantly lower alienation from school. ;scores following peer

.

1 James Roger Hardy, doctoral thesis presented to the
School of Graduate Studies of the University of Ottawa,
Ontario, January 1979, viii-186 p.

A
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counselling sessions conducted by senior peer counsellors
téained by a combination of Developheﬁtal and Microcounsel-
ling Group Céunselling than following peer counselling |
sessions conducted by genior peer .counsellors trained by
‘either ?evelopmental Group Counselling or Microcounselling
Group.céuhselling. .

The sample for the pger counsel}or training program
consistgd of sixty‘senior secondary students chosen on the

basis of staff consultation and scores on the Carkhuff

Discrimination €ndex. The sample for the peer counseiling
program included the 117 male junior students who had indi-

cated themselves .to be highly alienated from school on the

basis of Anderson's Student Expectatiens Inventory.

The data to test the hypothes%s were analyzed by
a univariate analeis‘o% covariance éechnique. Findings
based on the analysis of the data were that there was no
significant.différence among the training programs when
alienation of the juniér_studenés was the criterion variable

and that there was no interaction between intelligence,

socio-economic status and alienation. ' g
- * N

: ¥
; The following suggestions for further research are

provided:
1. 'That a number of replicative studies be undertaken

over a longer period of time to ascertain whether
clearer statistical trends |might become more evident.

<o
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That other less abstract and more directly measux-
able dependent variables be used as criteria for
determining the success of peer counsellor training
programs, N

' Y
That further attention be devoted in peer counsel-
ling programs to assessing the benefits which
accrue to the peer_counsellors who work with junior
students.

That high school students in grade thirteen be
clearly informed of the time commitment that may
result from participation in a peer counselllng
program.

That the possibility of planning and implementing
short programs involving students working with
students within secondary schools be serlously
pursued. ‘ *

That involvement in peer €ounsellor training programs
be made available to high school students at an
early age.- :






