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CHAPTER I 

INTRODUCTION 

In recent years there has been an increased interest in 

elementary school counseling. This is due at least in part 

to the emphasis plac.ed on prevention of emotional problems 

by the federal government, and to the realization that one 

in ten children is in need of more help than the teacher can 

give (37). Educators concur that this assistance should be 

given while the child is still young and before the problem 

has become more serious (37). As Dinkmeyer points out, 

The elementary school child is at a crucial stage in 
his development. He is engaging in formulating a self-
concept, establishing an identity, developing adequate 
social relationships, and meeting the challenges in the 
world of educational achievement. It is during this 
period that attitudes toward school, peers, and society 
in general are formed (20, p. 11). 

This interest in elementary school counseling has focused 

attention on the role of the elementary school counselor and 

the procedures and techniques that should be used. However, 

one of the major problems in determining the role of the 

elementary school counselor is the dearth of research in 

counseling with the elementary school child. If the role of 

the elementary school counselor should include counseling 



with children, then research is needed to determine what 

effect counseling has in the elementary school. 

One of the counseling procedures that seems to offer a 

great amount of promise is group counseling. In terms of 

economy of time and transference of learning from counseling 

session to the classroom, group counseling seems to offer 

advantages over other types of counseling (40). According 

to Cohn, editor of a recent American Personnel and Guidance 

Association publication, Guidelines for Future Research on 

Group Counseling in the Public School Setting, 

The demands for counseling in the modern school are 
steadily increasing due to complexities of society and 
to rapidly expanding pupil enrollments. . . . Group 
counseling appears to be a practical approach for 
providing a counseling experience to most children in 
schools (13, p. 2). 

According to Landreth, 

Group procedures in counseling and guidance have long 
been considered (and used) by counselors as an expedient 
method for meeting the needs of increasing counselee 
loads (Failor, 1954; Froehlich, 1954; Pepinsky, 1953; 
Super, 1949). Although efficiency in terms of saving 
counselor time has often been considered a major attrac-
tion of group counseling, research in group dynamics 
suggests that the use of groups for various guidance 
and counseling functions provides advantages, other 
than expediency, that are not attainable in individual-
ized processes alone (Cartwright and Zander, 1956; 
Crutchfield, 195.4; Katz and Lazarsfelf, 1955; Stewart 
and Warnath, 1956). For some students, establishing a ' 
close relationship with a counselor is difficult. With 
such students, the counselor may be better able to 

• attain his objectives through group techniques. The 
group affords the C elementary^] school student . . . 



with an opportunity to test new-found perceptions about 
himself in a more life-like situation than does the 
individual counseling relationship. . . . Counseling 
in the Qelementaryl] school should be preventive and 
developmental with an emphasis on therapeutic prevention 
of emotional or adjustment problems in students. The 
prevention of maladaptive academic habits and attitudes 
which may stem from such problems would enable more 
students to attain the education necessary for them to 
make contributions to society of which they are capable 
(32, pp. 2-4). 

According to Cohn, there has been little systematic and 

well-defined research in group counseling (13, p. 11). As 

the newest member of the public school guidance personnel 

staff, the elementary school counselor needs to be aware of 

the ramifications and special benefits inherent in the group 

process. At the present time, this is a difficult task be-

cause there is less available research information on elemen-

tary school group counseling than there is on group counseling 

in secondary or collegiate institutions (28). The need for 

research becomes even greater in view of the fact that in 

addition to her own use of the group process, the counselorTs 

emerging role as consultant to elementary teachers necessitates 

that she also be able to help teachers adapt group techniques 

for classroom use (42, Ohlsen in 21, Dinkmeyer in 21). Cot-

tingham, in an article entitled "Research Voids in Elementary 

School Guidance," specifically refers to the "lack of sig-

nificant research which attempts to examine the guidance 
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functions that can be normally assumed by the classroom teacher, 

CancG those guidance responsibilities with which she can use 

some assistance . . . " (21, p. 397). 

During the past decade there has been a great increase 

in the amount of literature available on the use of group 

counseling in the elementary school (21). There is some 

indication, however, that the amount of emphasis group process 

is receiving in the literature is not necessarily being matched 

by a comparable amount of actual group work (23, 25). Per-

haps one reason for this incongruity is the lack of research 

data concerning specific group counseling techniques particu-

larly suitable for the elementary school level and suitable 

for counselors who are relatively inexperienced in the use 

of group process. According to Stewart and Warnath (54) and 

Hill and Luckey (28), elementary group counseling as yet does 

not have well-defined techniques. Both of the structured 

group stimulus approaches utilized in this study are being 

suggested as possible means of bridging this gap in the ele-

mentary school milieu. -Together with the more familiar 

unstructured group-centered approach now being utilized on 

the secondary and collegiate levels, these proposed techniques 

have been tested and compared to determine their applicability 

with regard to various criteria at the elementary level. 
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Research in the area of elementary group-counseling techniques 

speaks to a need both widely felt and, to date, almost totally 

neglected. 

Statement of the Problem 

The problem of this study was a comparison of three 

group counseling techniques with sixth-grade students. 

Purposes of the Study 

The purposes of this study were as follows: (1) to 

ascertain and compare the effect on self-concept, sociometric 

status including an index of emotional expansiveness, teacher-

rated behavior and grades of three group counseling techniques 

(a structured aural stimulus approach, a structured visual 

stimulus approach, and an unstructured approach) upon sixth-

grade subjects; (2) to compare the subjects involved in these 

three types of group counseling sessions with subjects in a 

control group; (3) to compare the differences in effects of 

the three techniques separately upon girls and upon boys; 

and (4) to analyze the implications of these findings for 

elementary school counselors and teachers. 

Hypotheses 

To carry out the purposes of this study, the following 

hypotheses were, formulated. 
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1. It was hypothesized that the three experimental 

groups combined would show significantly greater gain than 

the control group with regard to the following: 

a. Self-concept (as indicated by scores on the 

Self-Esteem Inventory [17J) 

b. Sociometric status (work criterion) 

c. Emotional expansiveness (work criterion) 

d. Sociometric status (play criterion) 

e. Emotional expansiveness (play criterion) 

f. Teacher-rated behavior (as indicated by scores 

on the Behavior Rating Form Cl7^) 

g. Grades. 

2. It was hypothesized that there would be no signifi-

cant differences between the two structured group approaches 

with regard to the following: 

a. Self-concept (as indicated by scores on the 

Self-Esteem Inventory) 

b. Sociometric status (work criterion) 

c. Emotional expansiveness (work criterion) 

d. Sociometric status (play criterion) 

e. Emotional expansiveness (play criterion) 
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f. Teacher-rated behavior (as indicated by scores 

o n t^le Behavior Rating Form) 

g. Grades. 

3. It was hypothesized that each of the two groups 

receiving the structured approaches would show significantly 

greater gain than the group receiving the unstructured ap-

proach with regard to the following: 

a. Sociometric status (work criterion) 

b. Emotional expansiveness (work criterion) 

c. Sociometric status (play criterion) 

d. Emotional expansiveness (play criterion) 

e. Teacher-rated behavior (as indicated by scores 

on the Behavior Rating Form). 

4. It was hypothesized that the group receiving the 

unstructured approach would show significantly greater gain 

than either of the two groups receiving the structured 

approaches with regard to the following: 

a. Self-concept (as indicated by scores on the 

Self-Esteem Inventory) 

b. Grades. 

5. It was hypothesized that the total girls in all 

three experimental .groups would show significantly greater 
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gain than the total boys in all three experimental groups 

with regard to teacher-rated behavior (as indicated by scores 

on the Behavior Rating Form). 

6. It was hypothesized that the total boys in all three 

experimental groups would show significantly greater gain 

than the total girls in all three experimental groups with 

regard to the following: 

a. Self-concept (as indicated by scores on the 

Self-Esteem Inventory) 

b. Sociometric status (work criterion) 

c. Emotional expansiveness (work criterion) 

d. Sociometric status (play criterion) 

e. Emotional expansiveness (play criterion) 

f. Grades.. 

Background and Significance of the Study 

Many authors (16, 21, 26, 2$, 37, 40, 42) have empha-

sized the importance of and need for group counseling in the 

elementary school. However, little research has been done 

in this area (45, 52), and what has been done has been dis-

appointing (30). A large amount of research dealing with 

students from grades two through nine has dealt with the 

implications of group counseling upon slow learners or 



underachievers (7, 11, 14, 24, 35, 36, 39, 43, 57). In all 

of these studies except two (39, 57), positive improvement 

was noted as a result of the group counseling. Specific 

academic improvement as a result of group counseling was 

found by Caplan (10) and by McDaniel and Johnson (36). 

Herd (27), in her 1969 doctoral dissertation, investigated 

the effects of play therapy and found that of all the vari-

ables under consideration only academic improvement was 

significant (.01 level of confidence). She included children 

ages six through eleven and used matched controls. 

There is also frequent reference in the research to the 

use of self-concept measures as they are affected by the 

group counseling process. Using a Q-sort, this area has 

been investigated by Butler and Haigh (9) and by Caplan (10), 

both of whom found a positive change in self-concept associ-

ated with counseling. Caplan found-that a significant 

change did take place with seventh, eighth, and ninth-grade 

boys within each experimental subgroup and within the total 

experimental group and that no such significant change took 

place in any control subgroup nor in the whole control group. 

Working with fifth, eighth, and tenth graders, Clements, 

however, found no positive change in the self-concept as a 

result of counseling. Clements (12) did not support the 
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hypothesis that group counseling would be accompanied by-

more positive change in self-concept and in grade-point 

average than individual counseling. Group counselees, how-

ever, did appear to gain greater insight into their own 

behavior and their relationships with their parents as com-

pared with individual counselees. Other criteria for 

measuring changes in self-concept have been used"in addition 

to the Q-sort. Ohlsen and Gazda (43), using the Shannon-

Shoemaker Perception of Self test, found positive self-concept 

changes in children receiving group counseling, but Webb and 

Eikenbery (56) found no significant change in group counselees 

as measured by a test designed by the authors to compare 

"Me and Me in the Future." The twelve to fifteen-year-old 

acting-out students studied by Webb and Eikenbery received a 

combination of both individual and group counseling, and when 

they were returned to their regular.Classes, they were better 

able to accept school authority and had less need to test 

authority of the school. Broedel et al. (7) used the 

Picture Story Test and found increased acceptance of self 

for junior high students; Lodato et al, (35) used the Machover 

Designs for elementary students and found an increase in the 

self-concept of most of the students. Winkler et al. (57) 

used the California Test of Personality and found no 
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significant changes as a result of counseling with fourth 

graders. Reese (48), in an investigation of fourth, sixth, 

and eighth graders, found that acceptance of others, accept-

ance by others, and acceptance by best friends showed a 

curvilinear relationship to self-concept scores, with highest 

acceptance in a group which had moderate self-concept and 

lowest acceptance in a group which had low self-concept 

scores. Baty's doctoral dissertation (1) involved individual 

rather than group counseling, but he worked with fifth and 

sixth graders using the Coopersraith Self-Esteem Inventory 

(an instrument utilized in the present study). Baty was not 

able to support his h^rpothesis that there would be a signifi-

cant improvement in self-esteem as indicated by pupil evalua-

tion, although the findings did show that children in the 

counseled group made greater improvement in all factors of 

self-esteem (according to their self evaluations) than did 

the control group. In general, there appears to be no con-

clusive evidence on the effect of group counseling in changing 

the self-concept of elementary students. 

There is, however, considerable support in the literature 

for the belief that improvement in self-concept correlates 

with academic improvement. According to Brookover, Thomas, 

and Patterson, n. . . there is a relationship between 
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self-concept of ability in the school situation and academic 

achievement" (3, p. 1). Reeder (47), in an investigation of 

539 fifth graders, found that low achievers usually have low 

self-concept ratings. Kish (29) worked with fifth through 

eighth-grade boys and found that there was a relationship 

between academic achievement and the way in which a pupil 

perceives himself. Coopersmith (IS) found a correlation of 

.36 between positive self-concept and school achievement with 

fifth and sixth-grade students. Lewis (33) points out that 

a child with a negative self-concept will have difficulty 

with learning, particularly in reading. 

There is conflicting evidence about the effect of group 

counseling on the behavior of the children as measured by 

teacher ratings. Lodato _et al. (35) found positive changes 

in attitudes toward learning and toward authority as judged 

by teachers' ratings on a behavior and attitude rating scale. 

Ohlsen and Gazda (43), however, using the Behavior Rating 

Scale, cite no positive change of behavior for elementary 

school children in groups. Neither did Oldridge (44) find 

a significant positive change in elementary group counselees 

as measured by a teacher-rated behavior Q-sort. Caplan (10), 

and McDaniel and Johnson (36), working with junior high 

students, found significant changes in citizenship grades 
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when comparing those in group counseling and those in the 

control group. In the Baty study (1), teachers actually 

favored the control group over the counseled group, indicat-

ing a contradiction between the way students were perceived 

by their teachers and the way others perceived them in regard 

to improvement in self-esteem. The teachers rated the con-

trol group higher than those receiving individual" counseling. 

This was in direct opposition to a significant increase in 

peer-group acceptance as well as in counselor perception and 

an increase (although not statistically significant) in self-

report. In opposition to this finding was Shaw's examination 

(49) of the degree of congruence which exists between counse-

lor and teacher perceptions of group counseling. Using a 

questionnaire, he found that there was a relationship between 

counselor perceptions of the impact of group counseling on 

children and teacher feelings that the groups had been help-

ful. It might be well to note, however, that children were 

not the counselees in this study. Teachers and counselors, 

participated in the group counseling sessions, and Shaw con-

cludes that a high degree of congruence exists between 

counselors and teachers relative to their experience in the 

groups. 
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There is little positive evidence that group counseling 

in the elementary school improves sociometric status. Biasco 

(3) found no change in sociometric status of fourth, fifth, 

and sixth graders after they had been involved in individual 

and group counseling. Mayer _et al. (3$) found no significant 

differences in sociometric status with fifth and sixth grad-

ers. Oldridge (44) also found no significant change in 

sociometric status of elementary children as a result of 

group counseling, and Kranzler et al. (31), working with 

fourth graders, reported the same type of negative results. 

Dunkleberger (22), working with grades eight through eleven, 

found that both experimental and control subjects improved. 

As a result of his research on the sociometric status of ele-

mentary students in three different schools, Bonney (5) 

states that when children have been in class together for 

several years, the interpersonal relationships among them 

have become highly stabilized and therefore difficult to 

change. "It is well known that a child1s reputation . . . 

tends to persist and stereotype him even when some, or most, 

of the basis for it has been altered" (5, p. 4). 

Several recent studies have investigated the question 

of who should receive the group counseling (50, 51," 52). 

Mink (39) concluded that counseling with the parents of 
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seventh and eighth-grade underachievers might have been more 

helpful than counseling with the students. Two 1967 doctoral 

dissertations at Kent State University also deal with this 

area. The Lisle study (34) compared the effectiveness of 

seven different types of group counseling with third graders 

who had personal-adjustment problems. There were six experi-

mental groups which received counseling: students only, 

parents only, teachers only, both the students and the par-

ents separately, both the students and the teachers separately, 

and both the parents and the teachers separately. Using the 

Rating Scale for Pupil Adjustment, the California Test of 

Personality, and a sociometric questionnaire, he found that 

those treatment approaches which did not require pupil in-

volvement were more effective than those with pupil involve-

ment for improving pupil adjustment as perceived by teachers. 

The single-treatment approaches were'more effective than the 

double-treatment approaches for improving teacher-perceived 

pupil adjustment. Approaches featuring teacher-involvement 

were more effective than those not having teacher-involvement 

for increasing peer acceptance of pupils. There was no spe-

cific approach nor combination which was effective for 

improving self-perceived personal-social adjustment, and no 

specific approach nor combination was superior to all the 
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others for improving pupil adjustment as perceived by the 

pupil himself, his teacher, and his- peers. The other study, 

done by Nau (41), investigated first and third graders in' 

counseling groups by themselves, in counseling groups along 

with their teachers (but counseled separately), as well as 

"group counseling" with students, with teachers, and with 

parents. His only criterion for change was the California 

Test of Personality. Nau found the greatest positive changes 

in "total personality adjustment" when counseling only the 

students. 

According to Hoyt, "Difficulties in reporting on the 

effectiveness of multiple counseling are compounded by the 

various meanings applied to the term" (K. B. Hoyt in 2$, 

p. 264)• Overlapping and ill-defined terminology may account 

for the inclusion of research in this area that is really 

not germane. There must be a rather sharp distinction be-

tween group counseling and group guidance—what Stewart and 

Warnath (54) call "content groups." According to Hill and. 

Luckey (2$), "content groups" are geared mainly to aid in the 

acquisition of knowledge and understanding and deal typically 

with such areas as orientation and test interpretation. This 

is similar to the distinction made between group counseling 

and classroom subject-matter-centered group discussions. 
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The present study deals only with the area of group counsel-

ing. Because research concerning group process is relatively 

new, the problem becomes one of sorting out from the avail-

able research those studies that involve group counseling 

and not group guidance or content groups. This is not always 

possible to ascertain, as much of what distinguishes the two 

falls into the category of the orientation and leanings of 

the counselor, and this is rarely spelled out within the 

report. Goldman, for example, believes that there must be a 

clear distinction between group methods in guidance (here 

equated with what this study terms counseling) and teaching— 

both with regard to content and to process. "Too often 

guidance groups seem to differ from subject-matter classes 

only in their contents" (21, p. 313). Hansen and Stevic (26) 

point out that guidance and counseling focuses upon the indi-

vidual rather than the subject matter content. 

There appears to be a definite need expressed in the 

literature for new techniques to use in group counseling 

with elementary children, and many of the writers have im-

plied that structured techniques may have considerable value 

at this age level. No published research deals with the 

investigation of any specific group counseling technique at 

the elementary level other than the traditional unstructured 
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free-interaction group. According to Hill and Luckey, "Tech-

niques of group counseling, especially when it involves ele-

mentary school children, have not been well-defined nor tested 

by research" (28, p. 270). Biasco (3) recommends that there 

be experimentation with new procedures, techniques, methods 

and approaches to counseling at the elementary school level. 

Winkler et al,, who did not obtain positive results using 

traditional unstructured counseling techniques with fourth 

graders, states, "It is possible that different methods are 

required when working with elementary school children to pro-

vide them with experiences that facilitate change" (57, p. 386) 

According to Merle Ohlsen (42), group counseling methods need 

to be modified for use with elementary children. Ohlsen goes 

even further to say that groups of fifth and sixth graders 

require more structure. Associated with this need for more 

structure is the need for more active participation on the 

counselor's part than is required with adolescents ( 4 3 ) . It 

is the finding of Ohlsen and Gazda (43) that when the counse-

lor fails to participate enough (particularly in the early 

sessions), the'children become restless and easily distracted. 

Van Hoose, in attempting to determine counselor and ccunselee 

responsibility, found that although elementary children do 

tend to assume some responsibility for counseling and are able 

to verbalize their .feelings and concerns and to work on a 

problem, 
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the elementary school counselor usually found it neces-
sary to assume some direct responsibility for assisting 
the child during the interview, and that the counselor 
must also become almost directly involved in helping 
the child with alternatives and decision making. It 
was concluded that the immaturity of the child, and the 
nature of his dependency role requires more direct par-
ticipation on the part of the elementary school counse-
lor than is necessary or desirable when counseling with 
adolescents or adults (as cited in 55, p. 255). 

Studies by Van Hoose (1965), Hawkins (1967), and Mann (1967) 

all report that "elementary school counselors as a group 

tend to assume greater responsibility than the counselee for 

the initiation of topics discussed" (55, p. 255). According 

to Van Hoose and Peters, 

The elementary age child is still in a dependent state. 
Maturationally and experientially he has a long way to 
go by comparison with adolescents. He cannot be ex-
pected to be wholly responsible for his actions. The 
elementary school counselor does not give the child the 
major responsibility for planning, for selecting between 
alternatives, and for making decisions. This means that 
the counselor must share with the counselee the respon-
sibility for the conduct of the interview and for 
developing an approach to problem solving (55, pp. 259-
260) . 

Rector and Shaw (46) state that counselors find their greatest 

problem to be the structuring of groups and the facilitation 

of the group process. There is also some feeling that the 

use of more structured techniques will be a boon to counselors 

who are inexperienced and even untrained in the use of group 

procedures. According to Cohn et al. (15), even a profes-

sionally-trained counselor who has had experience in 
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counseling one individual must still learn specialized skills 

for group counseling. 

The majority of the published research deals with a 

problem-defined group of elementary students rather than 

with a random sampling of all the students. This is unfor-

tunate due to the recent surge of interest in developmental 

counseling at the elementary school level, which'is designed 

to benefit all students equally (21). According to Dinkmeyer, 

Developmental counseling, which can be contrasted with 
adjustment, or crisis counseling, is not always problem-
oriented in the terms of assuming that'the child has 
some difficult problem. Instead, the goals are the 
development of self-understanding, awareness of one's 
potentialities, and methods of utilizing one's capacity. 
Developmental counseling truly focuses on helping the 
individual know, understand, and accept himself. This 
type of counseling, then, becomes personalized learning, 
not individualized teaching. The child learns not only 
to understand himself but to become ultimately respon-
sible for his choices and actions (11, p. 264). 

Pascale (45) sees group counseling to be especially effective 

for handling normal developmental problems. 

Many of the students' problems that are of an emotional 
and social nature have their roots in earlier malfunc-
tioning in groups of which they were members. If we 
should accept this statement, it seems axiomatic that 
we should accept the remedy for these problems through 
positive and healthy group interaction that would pave 
the way toward learning to, "live with others as well as 
ourselves. . . . " The institution of a program of group 
counseling in the elementary schools could actually 
prevent more seriously maladaptive behavior in the 
junior and senior high school (45> p. 133). 



21 

Blocher sees the role of the developmental counselor as 

largely 

to design .for the client a set of experiences which • 
will facilitate the mastery of key developmental 
tasks. The unique function of the counseling relation-
ship in this process is to regulate the degree of 
support versus constructive dissonance which will 
facilitate the learning of new coping behaviors (4, 
p. 168). 

In light of the related research, the present study 

appears to be unique in that (1) in accord with the develop-

mental counseling position, it deals with a random sampling 

of all sixth-grade students within a defined population as 

opposed to a problem-defined group; (2) it deals with the 

investigation of specific techniques as opposed to merely 

comparing different compositions of group membership within 

the group; (3) it deals with the investigation of two tech-

niques of group counseling heretofore not researched, i.e., 

a structured aural approach and a structured visual approach; 

and (4) it compares the traditional and frequently researched 

unstructured group approach with two structured approaches. 

Definition of Terms 

SeIf-esteem.--Self-est.eem is 

the evaluation which the individual customarily maintains 
with regard to himself; it expresses an attitude of ap-
proval or disapproval, and indicates the extent to which 
the individual believes himself to be capable, signifi-
cant, successful, and worthy. In short, self-esteem is 
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a personal judgment of worthiness that is expressed in 
the attitudes the individual holds toward himself (17> 
pp. 4-5). 

In this study, the term self-esteem is being used synonymously 

with self-concept. 

2. Group counseling.—Group counseling is 

. . . a dynamic, interpersonal process through which 
individuals within the normal range of adjustment work 
within a. peer group and with a professionally trained 
counselor, exploring problems and feelings in an attempt 
to modify their attitudes so they are better able to 
deal with developmental problems (15> pp. 355-356). 

The focus of group counseling is on the growth of the indi-

vidual and the relationship of the individuals within the 

group rather than on subject matter content. 

3. Structured approach.—A structured approach to group 

counseling involves the introduction of a specific external 

technique, e.g., situational pictures or audio-taped stories, 

into the group at the onset of each session as a stimulus 

which thereby serves to structure the original direction 

that the group discussion will take. The term is not to be 

confused with a directive approach as a philosophical orien-

tation of the group leader. 

Unstructured approach. — The unstructured approach 

to group counseling involves a non-directive, group-centered 
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interaction process which is in no way externally stimulated 

toward a predisposed direction regarding choice of topics or 

areas of discussion. 

5. Emotional expansiveness.—Emotional expansiveness 

is measured by the number of positive choices a student gives 

.on a sociometric test. If he chooses a large number, this 

is a healthy sign as it indicates he has expectation that he 

is also worthy of being reciprocally chosen by a large number 

of others. According to Bonney, emotional expansiveness 

"refers to the degree of social out-reaching, or of feeling 

of need for others, as shown by number of choices given" (5, 

p• 14) • 

Limitation of the Study 

In order to select a true sample of all the sixth graders 

within the defined population and to avoid the selection of 

a problem-defined group, the subjects of necessity did not 

originally approach the counseling situation on a voluntary 

basis, nor were subjects grouped according to a common con-

cern or problem. This is seen by many writers as being a 

therapeutic limitation (6, 23, 28, and Ohlsen in 21). 
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Basic Assumptions 

1. According to the Bergin study (2), it is extremely-

difficult to have a control group in the exact sense of the 

word, as control subjects may come in contact during the 

time of the experimental design, with non-professional thera-

peutic personalities or be affected by unplanned therapeutic 

situations. The assumption was therefore made that both 

experimental and control subjects would be equally vulner-

able to such contact with non-professional therapeutic 

personalities and situations which might affect them bene-

ficially or otherwise. 

2. Since the counselor worked with both boys and girls 

.and with all three techniques, it was assumed that any influ-

ence which resulted from the counselor's personality, skill, 

or previous experience affected all of the variables studied 

to the same degree. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

Underachievers 

A large number of researchers have investigated the 

effects of group counseling upon students designated either 

as underachievers or slow learners. Broedel et al. (10) 

worked with twenty-nine ninth graders who as eighth graders 

ranked in the top ten per cent of their class on the Cali-

fornia Test of Mental Ability, while at the same time ranked 

at the ninth decile or below in terms of their grade-point 

averages. There were two experimental and two control groups, 

and the sexes were counseled together. The groups met twice 

each week for eight weeks. The following variables were 

measured: academic performance as measured by the California 

Achievement Test Battery and grade-point averages, acceptance 

of self and of others as revealed by responses to the Picture 

Story Test, and behaviors in interpersonal relationships re-

ported on the Behavior Inventory. After post-testing, 

Broedel et al. found that the mean gain in acceptance of 

self and of others was significantly greater than the mean 

gain of the control group. Although there was some 
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improvement'in the control subject's grade-point averages, 

the experimental subject's grades grew gradually worse. 

"Despite their giftedness, and their increased acceptance of 

self and others, they failed to improve their grades signifi-

cantly even in the eighteen-month follow-up" (10, p. 166). 

The experimental subjects did not improve on the achievement 

tests during the treatment period either. It was concluded 

that when judged by others, the experimental subjects mani-

fested behavioral changes in a healthy direction, but the 

clients reported no significant changes in their perception 

of their own behavior. Although this study produced some 

positive and healthy changes in the students involved in 

group counseling, it failed to produce evidence that group 

counseling will improve underachievers' academic performance 

in school. ' • 

Whereas Broedel _et al. reported'no academic improvement, 

McDaniel and Johnson (35) reported opposite findings. Work-

ing with eighth graders, they divided their fifty subjects 

with CTMM I. Q.'s above 120 into achievers and underachievers. 

From these two labeled groups, five boys and five girls were 

randomly selected to participate in the experiment. These 

twenty students composed the experimental subjects. The 

groups met weekly for twelve weeks for one-hour group 
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counseling sessions. When a comparison of the students' 

grade-point averages was made, the following conclusion was 

reached: "The group counseling session may have contributed 

'to some improvement in academic achievement and citizenship 

marks" (35, p. 139). All students carried the same subjects 

as an additional control. 

Lodato _et al.'s (33) subjects range in grade placement 

from the second grade through junior high school, and the 

criteria for selection included an IQ above 75 and achieve-

ment one year or more below actual grade placement in at 

least two major subjects. There was a total of forty-nine 

subjects divided into six groups. These group counseling 

sessions were held from three to five times weekly for a 

period of one year. Although no academic changes per se were 

investigated, the authors reported positive changes in atti-

tudes toward learning and toward authority figures, increases 

in self-concept, significantly improved attendance records, 

and satisfactory integration of many of the students into ' 

regular classrooms following the study. 

A population of approximately 700 public school fourth 

graders was selected by Winkler et al. ($1) in an attempt 

to determine the effects of selected counseling and remedial 

techniques in altering grade-point averages and measured 
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personality variables. One hundred twenty-one of the 700 

students were identified as underachievers whose IQ's (WISC 

Verbal Scale) ranged from $4-144. Pre-test data also in-

cluded scores from the California Test of Personality and 

classroom grades for seven academic subjects. The under-

achievers were then randomly assigned by classroom to one of 

the five experimental conditions: individual counseling, 

group counseling, reading instruction, Hawthorne-Effect, and 

control. Six different counselors were involved, and were 

assigned at random to the treatment conditions so that there 

were at least two different counselors involved in each 

treatment. There were fourteen treatment sessions which 

lasted approximately one-half hour each. Winkler et al. 

found that the different treatment methods did not make a 

significant change in either GPA or measured personality 

variables. The authors stated that.the counselors lacked 

training and experience in the area of elementary school 

counseling and also concluded that 

It is possible that different methods are required 
when working with elementary school children to provide 
them with experiences that facilitate change. Kranzler, 
Mayer, Munger and Dyer (19-65) have supported this idea 
by noting that changes do occur in clients when coun-
selors trained to work specifically with elementary 
students are employed and when their counseling is a 
part of an organized program (51, p. 3&6) . 
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Mink (40) utilized the entire seventh and eighth grades 

to finally ferret out eight talented underachievers from a 

group of twenty-three students whose IQ's were 116 or higher 

(Lorge-Thorndike) and who were doing below average or fail-

ing work in three or more subjects. Four of these were 

seventh graders and four were eighth graders. The subjects 

were paired with members of the same class group'to compose, 

an experimental'group and a control group of underachievers. 

Experimental subjects met for eleven sessions, each of which 

lasted forty-five minutes. The school psychologist worked 

with the students while the school guidance counselor worked 

with the parents. The parents of experimental subjects met 

for a total of three hours, broken into two different sessions, 

"On the variables measured, the only one to show a signifi-

cant difference was the increase in knowledge of materials 

pertaining directly to educational and vocational guidance 

as measured by the Guidance Test" (40, p. 33). Mink also 

concluded that he would probably have accomplished more by. 

working almost entirely with the parents. Even in a one-

year follow-up study, the achievement of the groups as 

measured by teacher grades indicated no significant changes 

in the total group. 

Garwood (24) used a group approach with underachieving 

ninth graders and investigated the following variables: 
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school achievement, school behavior as perceived by teachers, 

self-understanding, and motivation for seIf-improvement. 

The thirty-two subjects were identified as having an IQ of 

at least 110 (California Test of Mental Maturity) and a 

grade-point average below the class mean. The subjects were 

divided into two experimental and two control groups. The 

experimental groups participated in sessions held twice a 

week for forty-five minutes duration each. Following these 

sessions, the control subjects participated in sixteen group 

counseling sessions. While experiencing group counseling, 

both groups showed a statistically significant gain in accept-

ance of others over the groups not receiving counseling. 

This heightened ability to be more accepting of others, 

however, did not transfer to improvement in school achieve-

ment. Garwood states: 

Group counseling sessions for underachieving ninth-
graders will provide them with the ability to be more 
accepting of others. One might expect this ability 
to produce other significant changes in their experi-
ence and perceptions as they utilize it in their daily 
activities. However, the amount of transfer of these 
attitudes to real life situations and particularly to 
the matter of school achievement remains for future 
research to determine (24, p. 1740). 

Niland's research (42) was undertaken to study a process 

by which elementary school children may be assisted in re-

evaluating their minimal goal standards. 
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According to Rotter's Social Learning Theory, students 
highly discrepant in their stated minimal goals and 
their demonstrated achievement will be more anxious 
and more unreal or non-coping in their classroom be-
havior than children identified as non-discrepant (42, 
p. 1) • 

In other words, when discrepant children attempt to achieve 

and consistently fail, they learn to anticipate failure. 

They therefore begin to learn behaviors calculated to avoid 

the expected negative reinforcement and to obtain satisfac-

tion by other means. The subjects were eighty-three fifth 

and sixth graders with a high discrepancy between their 

minimal goals and their actual performance levels. Three 

groups of students were involved: Rotterian groups who 

experienced a form of group counseling based on Rotter's 

theory of therapy, placebo groups who received group counsel-

ing based upon the client-centered free discussion model, 

and control groups who received no group counseling. All 

group counseling sessions were conducted by the same male 

counselor who was experienced in elementary school counsel-

ing. Rotterian and placebo groups met once a week for eight 

weeks, and the sessions lasted approximately thirty minutes 

each. The instruments included the Self Minimal Goal Scale, 

t^le Children1 s Manifest Anxiety Scale, and the Teacher' s 

Rating Behavior Scale. There were no significant differences 

between treatment groups on any of the three variables under 
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investigation. It was found, however, that fifth graders 

became significantly less discrepant than did sixth graders. 

Also, students in the counseled groups became significantly-

less discrepant than did students in the control groups. 

Niland concludes that "a group counseling experience can 

assist discrepant elementary school children to lower their 

minimal goals and, the earlier in their school years the 

counseling is experienced, the more effective it will be" 

(42, p. 3). 

According to Baymur and Patterson (3)} if emotional 

factors are involved in underachievement, therapeutic coun-

seling should be effective in reducing such underachievement. 

Junior students in high school were designated as under-

achievers if their percentile rank based on grades was 

twenty-five or more points below percentile ranks on the 

DAT score. Three different experimental groups and one 

control group were utilized, and the thirty-two subjects 

were matched on the following variables: discrepancy between 

grades and DAT score, potential scholastic capacity, grades, 

socioeconomic status, age, and sex. Group I received indi-

vidual counseling; Group II received group counseling; 

Group III received one group session intended to motivate 

them to improve their grades for further educational and 
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vocational gains; and Group IV received no counseling and 

acted as the control group. Variables under consideration 

included the Q-sort, the Brown-Holtzman Survey of Study 

Habits and Attitudes, and grade-point averages. Results 

indicated that the four groups did not differ significantly 

on any of the three criteria. With regard to grade-point 

averages, the two counseled groups (I and II) did achieve 

a significant gain over the other two groups (III and IV), 

and most of this gain did occur in Group II, the group 

receiving group counseling. The group receiving group 

counseling also tied with the group receiving individual 

counseling on change in study habits and attitudes but was 

third in change on the Q-sort. Bayraur and Patterson comment 

that "possibly group counseling can be effective when di-

rected to the problem of underachievement, without affecting 

personal achievement" (3> p. $7). 

In an attempt to compensate for the inadequate design 

of much of the research on the underachiever, McCowan (34,' 

p. 30) "employed an experimental design to evaluate the effec-

tiveness of parent and student group counseling for improving 

the personality adjustment, study habits, and academic status 

of underachievers." Specifically he hypothesized that parent 

and student participation in counseling sessions would be 
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more effective in producing positive changes in underachievers 

on these variables than would counseling only the students 

or counseling only the parents. Thirty-two tenth-grade males 

with IQ's ranging from 110 to 12$ (WISC) and academic averages 

for the two preceding years that were less than 75 per cent 

were selected. No subject came from a broken home, exhibited 

severe discipline problems, exhibited severe psychopatholog-

ical disturbances, or was below grade level on reading per-

formance. Subjects were matched with regard to IQ, age, 

achievement, reading level, and socioeconomic status, and 

the eight matched sets of four subjects each were randomly 

assigned to the groups. Group I was the control group, 

Group II was the parents-only counseling group, Group III 

was the students-only counseling group, and Group IV was the 

group in which both the parents and the' students participated 

in (separate) counseling sessions. • "Forty-five minute group 

counseling sessions were conducted with each experimental 

student group weekly for fifteen weeks. Sixty-minute group 

counseling sessions were conducted weekly for twelve weeks 

with the parent groups. McCowan xvas able to support the 

major hypothesized relationship that group counseling focus-

ing on affective change within a nondirective setting can 

improve the academic and personal functioning of underachievers. 
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Students whose parents participated in group counseling had 

a significantly higher midterm average than the control 

group. The students-only counseling group did not differ 

from the control group in either midterm or final average. 

McCowan concludes that "counseling groups of underachieving 

students without the involvement of their parents was not 

effective in raising school grades" (25, p. 35).' When the 

parents are involved, however, group counseling is effective 

in improving the achievement, study habits, and emotional 

adjustment of underachievers. 

Fourteen ninth-grade students who had failed two or 

more subjects during the first six weeks of school but who 

obtained average or above-average scores on the Otis Gamma 

test were involved in a group-counseling situation by Lerche 

(31). Seven students comprised the experimental group and 

seven the control group. Seven sessions were held for the 

experimental group. The results were not statistically 

analyzed, but Lerche did find that the number of lowered 

grades was fewer for the counseled group than for the non-

counseled group. 

Heller and Gurney (2$) attempted to determine the effects 

of short-term group counseling upon underachieving seventh-

grade students. All participating students were receiving 
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a GPA at least one-half unit lower than expectancy. Thirty-

nine of the subjects completed six-weekly meetings. In 

addition to the group counseling received by the students, 

a meeting was held with their parents to demonstrate to 

parents the specific study techniques dealt with in the 

counseling sessions and to encourage the parents to follow-

up and reinforce these techniques with their children. Mo 

significant difference was found in GPA between those stu-

dents who completed the counseling sessions and those who 

did not attend the sessions. Pupils who completed the 

counseling sessions, but whose parents did not attend the 

orientation session, made almost no gain in GPA. Lerche 

concludes that the present study suggests that better results 

can be obtained with underachieving students when their 

parents are directly involved and are informed specifically 

concerning the steps being taken to-help their children. 

Ohlsen and Gazda (44) designed a study to appraise 

outcomes of group counseling with bright, underachieving 

fifth-grade students. The qualifying students were those 

whose IQ (either language or non-language) was 116 or above, 

whose achievement-test scores were at least one grade below 

expected grade level, and whose grades were B or less. 

Parents of the children were .interviewed prior to beginning 
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the counseling. In the first year, one group of eight chil-

dren and three groups of parents were counseled. The criteria 

used to evaluate change included the following: the Behavior 

Rating Scale, the Shannon-Shoemaker Perception of Self test, 

a revised version of the Social Acceptance Scale, a revision 

of the Picture Story, the Iowa Test of Basic Skills, and 

grade-point; averages. In general, Ohlsen and Gazda report 

that the results were disappointing in that where significant 

gains were obtained, they usually involved increased congru-

ence between perceptions of self and ideal self or increased 

acceptance of peers. Perhaps one of the most valuable aspects 

of the Ohlsen and Gazda study was the researchers' suggestions 

for correcting the weaknesses inherent in their own study. 

One of their suggestions was that they should not have used 

the same evaluation devices for all students. General meas-

ures of adjustment may be relevant f'or only a portion of the 

students and therefore may conceal growth for opposing types 

of clients. 

Finally the treatment method (discussion type of coun-
seling) probably should have CbeenH more carefully 
adapted for this population. . . . These clients seem 
to need more structure, arid, it appears that the coun-
selor must take a more active role than he is required 
to take with pre-adolescents and adolescents. The 
investigators also concluded that they should have made 
more use of role playing and of play materials than 
they made of them during the study (44> p. 81). 
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They also suggested that parents and teachers must be encour-

aged to take a more active role. 

Cohn and Sniffen (17) studied the techniques of group 

counseling as it applied to eight underachieving seventh-

grade boys who were also demonstrating acting-out behavior. 

Although all eight students were alike in these two areas, 

an attempt was made to balance the group by including stu-

dents with personality strength to offset those demonstrating 

hostility and less control. The group met twice weekly for 

one hour each meeting, and there was a total of twenty ses-

sions in all. Although pre-test data were collected, post-

test data were not collected, so no statistical findings 

were reported. The investigators, however, did report that 

some of the boys arrived at a more realistic picture of 

themselves, became more sensitive to the feelings of their 

peers, and developed a much-less critical attitude toward 

school. 

Self-Concept, Academic Standing, and 
Teacher-Rated Behavior 

Stanley Coopersmith in his book The Antecedents of Self-

Esteem (19) lists five categories of personal characteristics 

that are related to self-esteem: physical attributes, gen-

eral capacities, ability and performance, affective states, 
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problems and pathology, and personal values. He associates 

the following specific features of -early experience with 

high self-esteem: being first-born or an only child, not 

having experienced frequent non-serious problems during the 

early years of their childhood although they may have experi-

enced serious traumata, and significantly less tension 

between the parents. Family size and type of feeding the 

mother employs with her infant appear to be unrelated factors, 

Where there is mutual support among siblings, high self-

esteem is more likely to develop. High-esteem persons are 

not likely to have been loners in their childhood and 

usually enjoyed a markedly closer relationship with their 

fathers. Generally persons with high self-esteem have more 

frequent, positive, and congenial experiences during their 

childhood years. One of Coopersmith's major premises is 

that parental acceptance has an enhancing effect upon self-

esteem in particular and upon psychosocial development in 

general. At the other extreme, parental rejection presum-

ably results in an impoverished environment and a diminished 

sense of personal worthiness. Parents of children with high 

self-esteem are significantly less permissive than are the 

parents of children with low self-esteem. Lesser demands 

are associated with lower self-esteem. Coopersmith lists 
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four major factors which contribute to the development of 

self-esteem. The factors are (1) the amount of respectful, 

accepting, and concerned treatment that an individual receives 

from the significant others in his life, (2) the history of 

successes, and the status and position the individual holds 

in the world, (3) the individual's personal values and aspi-

rations, and (4) the individual's manner of responding to 

devaluation (19, p. 37). The low-esteem individual lacks 

trust in himself and is apprehensive about expressing unpopu-

lar or unusual ideas. He does not wish to expose himself, 

anger others, or perform deeds that would attract attention. 

He is likely to live in the shadow of a social group, listen-

ing rather than participating, and preferring to withdraw 

rather than to participate in interchange. 

Among the factors that contribute to the withdrawal of 
those low in self-esteem are their marked self-conscious-
ness and preoccupation with inner problems. This great 
awareness of themselves distracts them from attending 
to other persons and issues and is likely to result in 
a morbid preoccupation with their difficulties. The 
effect is to limit their social intercourse and thus 
decrease the possibilities of friendly and supportive' 
relationships (19, p. 71). 

It is interesting to note that more than half of the high 

self-esteem group regard themselves as smarter than their 

peers. "Thus, we can say that ability and academic'perform-

ance are significantly associated with feelings of personal 
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worth, but we cannot say that these conditions are the major 

and overwhelming influences in developing self-esteem" {19, 

P. 129). 

Reeder (45), in her doctoral dissertation, investigated 

the relationships between level of self-concept, academic 

achievement, and classroom adjustment. Specifically she 

attempted to determine the relationship of the self-concept 

of the middle-grade child to his peer status, his classifi-

cation by the teacher as a problem in classroom management 

(behavioral manifestations), and to his academic achievement. 

She concludes that 

Children with a low self-concept have (1) lower socio-
metric status, (2) achieve lower in comparison to their 
potential, and (3) are more frequently classified as 
having problem behavior than pupils with a high self-
concept (45, p. 2472). 

According to Lewis, 

The child with the negative self-concept is thus led 
into a vicious circle. With his initial perceptions of 
himself affecting his learning, subsequent failures in 
learning, act to prove to him that his initial concept 
of self was correct. We thus have a picture of a child 
who, through his experiences with others, has developed 
a negative self-concept, bringing with it fear and 
expectation of failure, inhibiting anxiety, and the 
necessity to use his energy for defense, rather than 
for exploration. We have a picture of a child who is 
not free to learn (32, p. 174)• 

Bennett (4) states that the literature has long indicated 

a positive relationship between the self-concept and mastery 

of subject matter. 
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A positive relationship between self perception and 
school achievement clearly exists. According to afore-
mentioned theory, as the child'is able to master school 
skills, so is his self perception enhanced or devalued. 
Whether a child comes to school with an adequate per-
ception of- himself and therefore is able to master 
school skills, or whether his self-concept is somehow 
altered by his progress (or lack of it) in school, is 
not clear (4, p. 24). 

Brookover, Thomas, and Patterson (11) found that self-

concept of ability was significantly related to school 

achievement of seventh-grade boys and girls. Correlation 

was .57 for each sex. Self-concept was positively related 

to school achievement when measured intelligence was con-

trolled. Self-concept was also positively related to the 

image students perceived significant others (teachers, par-

ents, peers) held of them. 

Baty's (2) doctoral dissertation dealt with the influence 

of short-term intensive counseling of children with low self-

esteem. Subjects were matched pairs of fifth and sixth 

graders, matched on the basis of intelligence, economic 

background, sociometric ratings, self-esteem inventories, and 

teacher evaluation. Criteria for change included sociometric 

ratings, self-esteem inventories, and teacher and counselor 

estimates. Baty's forty-eight subjects were individually 

counseled by six counselors, and there were twelve thirty-

minute counseling sessions held twice weekly. His hypothesis 
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that there would be a significant improvement in self-esteem 

as indicated by pupil self evaluations was rejected, although 

the counseled group did make greater improvement in all fac-

tors of self-esteem than the control group made. One of 

Baty's self-esteem instruments was the Coppersmith Self-Esteem 

Inventory, the same instrument that was utilized in the 

present study. His second hypothesis, that there would be a 

significant improvement in social relationships in the class-

room as indicated by peer evaluations, was accepted with 

caution. Although the counseled group increased in socio-

metric status in comparison to the control group to a signif-

icant degree, the control group also showed improvement 

(although this was not statistically significant). His third 

hypothesis, that there would be a significant improvement in 

pupils' progress as indicated by teachers' evaluations, was 

rejected but proved to be the most interesting finding of the 

study. "The factors of student adjustment and self-esteem 

as rated by the teacher, favors the control group over the. 

counseled group" (2, p. 47). Actually the teachers' evalua-

tions indicated a slight regression in emotional adjustment 

for the counseled group in terms of the Pupil Evaluation Form 

given before and after counseling. Baty gave one possible 

reason for the teachers' ratings that indicated little gain 
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in self-esteem for the counseled group as compared to the 

control group. 

The effort to minimize contagion in working with these 
children and, hence, the resulting restriction of pos-
sible teacher support in improving self-esteem might 
have been a negative factor in this study. One coun-
selor reported teacher resistance, but this affected 
only one of the four children he counseled (2, p. 69). 

Baty appears to be saying that teachers might have rated the 

counseled children higher if the counselors had specifically 

gotten the teachers involved in the process themselves. 

Actually there were more high positive correlations between 

self-ratings and teacher ratings before counseling than after 

counseling. Although the teachers' ratings did not correlate 

positively with the children's perceptions of themselves, or 

with the counselors' perceptions, or with the sociometric 

ratings, the teachers' ratings did correlate highly with the 

students' grades and IQ's. 

The student self ratings and sociometric ratings present 
conclusive evidence that the children with low self-
esteem made significant gains in social relationships 
and personal adjustment. On the other hand, the teach-
ers' evaluations showed very little evidence, if any, 
of improvement in the children's esteem during the 
experimental period. Therefore, the student self ratings 
and the teacher evaluations were rather contradictory 
(2, pp. 73-79). 

In summary, Baty's data showed that there was a significant 

improvement in the self-esteem of the counseled children as 

indicated by sociometric ratings and by the counselors, but 
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although there was improvement according to self evaluations, 

this was not statistically significant. In this study, boys 

consistently revealed more positive changes in self evalua-

•tions of self-esteem and also revealed a larger positive gain 

in self-esteem as revealed by sociometric ratings than the 

girls did. The girls, on the other hand, were rated higher 

than the boys by the teachers. 

Caplan's investigation (12) attempted to study group 

counseling within the framework of self psychology and is 

related in design to experiments carried on at the University 

of Chicago under Carl Rogers for the evaluation of nondirec-

tive therapy. The subjects were seventeen twelve- to 

fifteen-year-old boys (in grades 7, 8, and 9) in a large 

junior high school. The boys had records of long-term, 

frequent conflict with school authorities and regulations 

and had been labeled by teachers as-unruly, anti-social, 

unteachable, or incorrigible. Three groups (low 7, low 3, 

and high 9) were matched for economic status, intelligence, 

age, and school record, and divided into experimental and 

control subgroups. The Q-technique was used to measure the 

self and ideal self concepts in school of the boys at the 

beginning and end of the one-semester experimental period. 

There were ten fifty-minute interviews for each experimental 
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group. The data indicate that a significant change took 

place within each experimental subgroup (and within the 

total experimental group), and that no such significant 

change took place within any control subgroup (nor within 

the whole control group). It did not appear that the influ-

ence of any particular counselor on his group was a factor. 

It was found that nonrandom decreases in the mean' number of 

classes in which poor citizenship grades were given did take 

place within the experimental but not within the control 

groups. "The results indicate that group counseling is a 

promising method for dealing with many of the problems of 

adolescents and warrants serious consideration and future 

investigation" (12, p. 128). 

Reese (46) investigated the relationships between self-

acceptance and sociometric choice using subjects from the 

fourth, sixth, and eighth grades. Instruments included 

LipsittT s Self-Concept Scale and his Ideal-Self Scale, a 

Rate Sociometric Scale and a Check-List Sociometric Scale.. 

Four hundred eight subjects were used with seventeen boys 

and seventeen girls in each group in the fourth and sixth 

grades, and thirty-four of each sex in each group in the 

eighth grade, Reese found that acceptance of others, accept-

ance by others, and acceptance by best friends showed a 



53 

nonlinear relationship with self-concept scores. The highest 

acceptance occurred in a group with moderate self-concept 

scores and the lowest in a group with low self-concept scores. 

.Acceptance by others was more strongly related to self-concept 

than was acceptance by best friends. The correlations found 

in this study were not significantly different in different 

grade levels or sexes. 

In a study by Catron (14), thirteen small groups of 

normal high school students met for fourteen educational-

vocational group counseling sessions with one of thirteen 

pairs of co-counselors. Via the administration of a pre and 

post Q-sort, changes in perception of self and others were 

assessed for forty-six matched pairs of subjects (counseled 

versus noncounseled). The subjects ranged in educational 

classification from grades nine through twelve. The fourteen 

sessions ranged over a period of five weeks, and each session 

lasted one-and-one-half hours. Catron's analysis revealed 

that perception of self changed significantly in the direc-

tion of good adjustment, whereas no significant change 

occurred in the perception of Ideal Person and Ordinary Per-

sons. The congruence between Q-sorts for Self, Ideal Person, 

and Ordinary Person did not differentiate between counseled 

and noncounseled groups. 
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In Clements;T (16) doctoral dissertation, he sought to 

ascertain whether group or individual counseling with able 

underachievers was an effective means of modifying a counse-

• lee's self-concept. The subjects were fifth-, eighth-, 

and tenth-grade male students. Students had to have an 

intelligence test score of 110 (Wechsler) or above and a 

grade-point average of C or less to be eligible. ' There were 

two group-counseled groups, two individual-counseled groups, 

and two control groups of eight students each on each grade 

level in the study. Pre- and post-testing included the 

Butler Self Concept Q-sort and GPA's, The group-counseling 

groups met one hour each week with a school psychologist for 

sixteen weeks. The individual counselees received three 

one-hour counseling interviews with a school psychologist, 

and the control subjects received no counseling. In addition 

to the sixteen group sessions, the group counselees received 

two half-hour adjunctive counseling interviews which caused 

them to receive an equal amount of counseling time as the . 

individual counselees. None of the hypotheses were supported, 

i._e., that group and individual counseling were associated 

with changes of self-concept; that group and individual 

counseling would be accompanied by positive change in grade-

point average of counselees; and that group counseling would 
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be accompanied by more positive change of self-concept than 

individual counseling and would be accompanied by greater 

positive change in grade-point average. 

Davis (20)' investigated the effect of group guidance and 

individual counseling on citizenship behavior. Among his 

experimental hypotheses were the hypothesis that group 

guidance has an effect on behavior in the classroom as meas-

ured by citizenship grades and the hypothesis that group 

guidance results in greater improvement of behavior as meas-

ured by citizenship grades than does individual counseling 

when the same amount of counselor time is used with each 

method. The thirty junior students making the lowest citizen-

ship grades were selected for the study. These thirty students 

were then randomly divided into three groups, A, B, and C. 

Group A participated in twenty fifty-minute periods of group 

guidance, and Group B received two periods each of individual 

counseling for a total of twenty periods of counseling time. 

Group C received no counseling. Davis1 hypothesis that group 

guidance has an effect on behavior in the classroom as meas-

ured by citizenship grades was accepted as it was tenable at 

the .05 level of confidence. Individual counseling was also 

found to be effective at the .05 level. The hypothesis that 

group guidance results in greater improvement of behavior 
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than does individual counseling when the same amount of 

counselor time is used with each method was also accepted, 

as Group A and B differed significantly at the .05 level of 

confidence. 

A group counseling approach to the acting-out preadoles-

cent was also carried out by Webb and Eikenbery (50)• A 

total of twenty-seven students ranging in age from twelve to 

fifteen participated and were assigned to a special program. 

Of these twenty-seven, fifteen rejoined their regular classes 

after an average assignment time of twenty-five days, and 

these fifteen constituted the sample for the study. The 

special program, called Special Guidance Program, allowed 

the students to spend the entire six periods each day in a 

special classroom with the guidance counselor. At no time 

were there more than twelve students assigned to the SGP. 

A minimum of ten days in the program'was required, but no 

maximum number of days was prescribed. While assigned to 

SGP, students were involved, in both individual and group-

counseling activities. Students were not pressured to do 

academic work, but this was allowed if they so desired. It 

was hypothesized by the researchers that students returning 

to their regular classes after SGP placement would demonstrate 

more acceptance of authority with a concurrent lessening of 
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their need to test the authority of the school. It was also 

hypothesized that the students would show more congruence 

in their identifications with parents and school authority. 

.Finally, it was predicted that as the students' identifica-

tions with significant adult models were crystallized, their 

self-concepts would show greater congruence with their ideal 

self-concepts. Webb and Eikenbery found that those students 

who were assigned to the SGP and later returned to their 

regular classes were better able to accept school authority 

and had less need to test the authority of the school. Find-

ings also supported the contention that students assigned to 

the SGP showed more congruence in their identifications with 

their parents and school authority after such assignment. 

The authors conclude that "considerable support can be given 

to the group counseling approach to the acting-out preadoles-

cent" (50, p. 399). 

Sociometric Status 

In his doctoral.dissertation, Biasco (6) investigated 

the effects of individual counseling, multiple counseling, 

and teacher guidance upon the sociometric status of children 

in grades four, five, and six. 

Gain in sociometric status was chosen as the criterion 
by which to measure the effectiveness of counseling 
since sociometric status has been shown to be related 
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to many personal, social, and educational variables. 
Also, there is evidence to indicate that sociometric 
status is a valid and sensitive index of behavioral 
change (6, p. 323-A). 

The data indicated that there were differences among treat-

ment conditions between counselor and non-counselor schools, 

but the F ratios were not statistically significant. Biasco 

did recommend, however, that "there be experimentation with 

other procedures, techniques, methods, and approaches to 

counseling at the elementary school level" (6, p. 323-A).. 

Kranzler _et al. (30) also attempted to assess results 

of counseling using sociometric status as the criterion. 

Fourth-grade students were used as subjects in this study, 

and students of low sociometric status were randomly assigned 

by classrooms to one of three treatment conditions: counsel-

ing, teacher guidance, and control. The eight subjects 

assigned to the counseling condition met as a group twice 

each week for six weeks. After this initial six-weeks 

period, the group was broken into two groups, each meeting 

once each week and each subject additionally meeting individ-

ually with the counselor once a week. This part of the 

counseling continued for an additional twelve weeks. Teacher 

guidance involved identifying for the teacher those, children 

of low sociometric status and giving the teacher a list of 

procedures to use that were derived from the literature on 
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sociometry that were thought to be helpful in dealing with 

such children. Suggestions included praising the student's 

work, giving him important tasks to perform, allowing him to 

.work in groups with students he liked, etc. No assistance 

at all was given to students in the control group. 

Differences between the counseling and teacher guidance 
conditions were not statistically significant, but the 
data do present some basis for future research. The 
data seem to suggest that certain kinds of behavioral 
modification can be brought about in a classroom by the 
teacher if she is aware of her student's low sociometric 
status and given suggestions as to what she might do. 
However, the data also suggest that these behavioral 
modifications tend not to carry over to a new situation 
(e.g., a new classroom). On the other hand, students 
given counseling do maintain their gains in the new 
situation (30, p. 94&). 

Matthes _et al. (37), in a more recent study (also involv-

ing two of the same investigators from the preceding study— 

Kranzler and Mayer), investigated the relationships between 

the way the counselee perceived the counselor's behavior and 

changes in the counselee's interpersonal relationships. 

Using fifth and sixth graders as subjects (in a combined 

group and individual.counseling situation), they surprisingly 

concluded that the higher the level of unconditionality of 

regard that the counselee perceived as emanating from the 

counselor, the smaller the gain the counselee made in socio-

metric status. 
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From the results of this study it must be concluded 
. . . that there is no positive relationship between 
the clients1 perception of counselors, as rated on 
the revised form of the Relationship Inventory, and 
change in the client's sociometric status, attitudes', 
and social skills (37? p. 1$4). 

A possible explanation for this phenomenon was that since 

the Rogerian counselors appeared to so totally accept the 

counselees as they were, the counselees assumed that their 

social behavior was appropriate and made no effort to change 

(37). 

Zimpfer (52) asked the question, "To what extent is the 

nature of feeling interaction in group counseling related to 

measured changes in counselees' self-evaluation and to changes 

in evaluation by peers?" (52, p. 703). Seventy high-school 

students, referred for counseling because they exhibited 

behavior that did not correspond to school expectation (con-

duct, attitudes, achievement), were divided into nine counsel-

ing groups and administered outcome instruments for self-

evaluation and evaluation by peers. Each group experienced 

twelve counseling sessions of forty-five minutes duration, 

and the groups met twice weekly. BaymurT s Q-sort was used 

as the self-evaluative outcome instrument, and peer evalua-

tion was measured by the Succorance scale of the Syracuse 

Scales of Social Relations. The results suggested that 

change in affective interaction is more strongly correlated 
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with degree of peer acceptance than with self-evaluation. 

"The relative strength of the affect-peer acceptance corre-

lations suggests that more accurate assessments of changes 

in attitude of an individual may be made from his interac-

tional behavior than from his self-report of progress" (52, 

p. 707). 

According to Mayer et al. (39), most of the 'studies to 

date have not shown that counseling increases the sociometric 

status of elementary school children. In their study, they 

compared the effects of counseling and selected guidance 

techniques upon fifth and sixth-grade students' peer rela-

tionships. The criteria used included sociometric status 

and teacher ratings of students' social skills. A combina-

tion of both group and individual counseling was used, and 

the counselors were previously trained to counsel elementary 

school children. Subjects were not•only of low sociometric 

status but also had expressed concern regarding their peer 

relations by reporting a desire to get along better with 

their classmates. It was therefore supposed that these sub-

jects were better motivated than subjects utilized in previous 

similar studies. A total of eighty-seven subjects were used 

and divided into a counseling group, a teacher-guidance group, 

and a control group. Students in the counseling group 
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received both group and individual counseling, and each 

group of four or five subjects met twice a week for forty-

five-minute sessions for three weeks. This period of group 

.counseling was followed by individual counseling interviews 

in which the subjects met with a counselor once each week 

for thirty minutes. The students involved in the teacher-

guidance group were identified for the teachers, -and benefited 

by specific efforts on the part of the teachers to help them 

in their quest for improvement of peer relationships. No 

special attention at all was given control subjects. With 

regard to comparison of treatment conditions, no statistically 

significant differences were found among them. The authors 

state: 

The experimental evidence from this study and others 
(Biasco, 1965; Munger et al., 1964; Oldridge, 1964) 
seems to support the contention that short-term coun-
seling in the elementary school is not very effective 
in improving one aspect of peer'relations: the socio-
metric status of children. However, the fact that 
differences in sociometric status between counseled 
and noncounseled elementary school children have not 
been found in several studies does not, of course, 
necessarily mean that differences do not exist (39, 
p. 365). 

Dunkleberger (22) attempted to evaluate the efficiency 

and effectiveness of individual and group counseling of 

adolescents of low sociometric status. Using 120 students 

in grades eight through eleven, he involved forty subjects 
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in individual counseling, forty in group counseling, and 

forty as the control group. He reports significant gains in 

sociometric status and in self acceptance for the experi-

mental subjects both in post-testing and at a six weeks 

follow-up testing. Control subjects also improved. Dunkle-

berger posits that since all subjects (both experimental and 

control) were told of their low sociometric status (after 

pre-testing and before counseling), this knowledge introduced 

a probable contaminating variable. He suggests that "knowl-

edge of peer status, when it is extreme and unfavorable, 

provided greater change in acceptance and self acceptance 

than either type of counseling or length of time in counsel-

ing" (22, p. 1676-A). He also suggested that "hard core" 

isolates may be more resistant to change in their observable 

behavior patterns as rated by classmates, and also to changes 

in their self-concepts. 

Group Composition 

Although grouping on the basis of a common problem where-

in all students are approximately equal in the variable to 

be treated is fairly common, it.is not necessarily recommended 

by the literature nor substantiated by research. Ohlsen (43), 

for example, suggests that it is rarely advisable to include 

in a single group only one type of client such as 
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underachievers. Slavson (47) suggests that a group be 

balanced as to the personalities and problems of the par-

ticipants. In this way an individual group counselee will 

benefit by the strengths of the other group members, and 

he in turn will probably serve as a model for some other 

member. Combs et al. (18) does not go that far, but does 

state that although members of a group should have a common-

presenting problem, they should also have different levels 

or degrees of the problem. 

The counselor who tries to establish a group composed 
only of the most severe and recalcitrant persons who 
present a particular problem is almost assuredly fore-
doomed to disappointment. Members of the projected 
group should present mild as well as severe evidence 
of a particular problem (1$, p. 296). 

Zimpfer (52) says that an assumption which has held back the 

development of group counseling is that groups need to be 

focused on a common problem in order to be treated simultane-

ously. Additionally he states: 

The group composition issue is also related to the 
objectives one has for his group counseling. If the 
counselor were to seek and reinforce adaptive, adjust-
ing behavior of certain group members, the group 
membership might ideally include several member-models 
of the desired behavior, whose influence could then be 
brought to bear to pressure for change. On the other 
hand, if the counselor sought to help individuals to 
test and examine the impact of their behavior on others, 
he might choose a group whose members were especially 
willing to be frank with others about how they felt 
they were treated, and who had diverse backgrounds to 
serve as resources for offering suggestions for change 
(32, p. 332). 
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In an attempt to speak to the same problem, Moore (41) 

chose to use the developmental approach in her counseling 

with seventh graders. Her belief was that the developmental 

•approach would be more effective than would a problem approach, 

In this way, all seventh graders in the school were included 

and only excluded if it was their own decision not to par-

ticipate. The sexes were grouped separately, and the groups 

ranged in size from four to eleven students. The weekly 

sessions of thirty to forty-five minutes lasted from four 

to thirteen weeks. The students were grouped together only 

because of a common library period. Written evaluations on 

the parts of both students and seventh-grade teachers were 

collected following the counseling to determine the program 

for the following year. The response on the part of the 

students was generally positive, and fifteen of the eighteen 

teachers felt a group counseling program should be continued 

next year and expanded to include eighth and ninth graders. 

Moore states: 

By taking a developmental rather than a problem approach 
and opening up the opportunity to all seventh graders 
to choose whether or not they wanted to be in a group 
seemed to get a group counseling program underway faster 
and provided larger numbers of students from which to 
make a more complete evaluation, including making com-
parisons (41, p. 276). 
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Caulfie'ld (15) investigated the effects of using video 

taped social models in elementary s.chool group counseling 

with low sociometric status students. The study was designed 

to test the effects of two different approaches to group 

counseling—a procedure based on the social learning theory 

of Bandura and Walters wherein the counselor employed behav-

ioral counseling techniques and during which time' video 

tapes of social models (identified as sociometric stars) 

were displayed, and a counseling control group wherein be-

havioral counseling techniques were used but without the 

social model behaviors. Control subjects constituted the 

third group and received no counseling. Gronlund's socio-

metric test was administered to 480 fifth graders, and the 

five students in each classroom who received the lowest 

number of choices from their peers were selected as subjects 

for the study. The sixty students thus selected were divided 

into the three groups in the following manner: an experi-

mental group which included seventeen students, a counseling 

control group which included nineteen students, and a no-

treatment group which included twenty-four students. Both 

the experimental and the counseling control condition had 

four groups, each comprised of two groups of boys and two 

groups of girls. In the experimental groups the counselor 
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attempted to' bring about imitative and pro-social behaviors 

on the part of the subjects. Eight, group sessions, each 

lasting approximately one hour, were held with the counseled 

students. In addition to the Gronlund sociometric test, the 

California Test of Personality was also administered both 

prior to and following the counseling. Caulfield found that 

the boys in the experimental group were influenced in a 

positive direction by exposure to the social models, but 

there were no statistically significant differences observ-

able between treatments, by sex, or in terms of the inter-

action between treatment and sex. Caulfield concludes: 

In summary, it appears that helping low sociometric 
status students improve their standing with peers may 
require a more global change of personality than is 
possible with a limited number of group counseling 
sessions. It may well be that either many more group 
counseling sessions or greater involvement with parents, 
teachers, and significant others is needed to help low 
sociometric status students improve their acceptance 
by peers (15, p. 3). 

Hansen _et al. (26) also investigated the effectiveness 

of model reinforcement and reinforcement group counseling 

with elementary school children using sociometric status as 

a criterion., but their results were more positive. In their 

study, fifty-four low sociometric sixth-grade students and 

eighteen high sociometric sixth-grade students participated. 

GronlundTs sociometric test was administered both prior to 
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and following the counseling. The model reinforcement groups 

contained both high and low sociometric students, but the 

reinforcement counseling groups consisted only of low socio-

metric students. The inclusion of the sociometric stars as 

models in the model reinforcement group was the only differ-

ence in the two groups. There was also a control group made 

up entirely of low sociometric students who received no 

counseling. All counseling groups met two times a week for 

four weeks. The investigators hypothesized that the model 

reinforcement groups would be more effective than the coun-

selor reinforcement groups and that the counselor reinforce-

ment groups would be more effective than the control group. 

Low sociometric students in the model reinforcement 
groups made significantly more gain in social accept-
ance than both those receiving counseling without 
models and the control group. It seems clear that 
models in a group can influence the social learning 
of low sociometric students (26; p. 743). 

These gains were retained in a two-month follow-up. The low 

sociometric students did not gain choices just from the stars 

in their group; there was some redistribution of choices 

among all students in those classrooms. Hansen, Niland, and 

Zani appear to be saying that models in group counseling 

serve to strengthen learning about social behavior.. 

Models who are socially successful appear to be more 
effective reinforcers than just a counselor and other 
low sociometric students. When none of the students 
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exhibit successful classroom behavior, it is difficult 
to learn acceptable behaviors from each other. This 
may be true of other group counseling studies using 
different criteria in which all persons in the group 
share a common problem. Thus, group composition may 
be a major reason why so many group counseling studies 
report null results (26, p. 744). 

Length and Frequency of Sessions 

There does not seem to be a consensus concerning the 

ideal number of sessions per week. As a result of their 

research with fifth graders, Ohlsen and Gazda recommend 

three meetings a week (as cited by Ohlsen in 43). Combs, 

Cohn, Gibian, and Sniffen (1$) believe that group counseling 

seems to be most effective on a one-period-per-week basis. 

Dinkmeyer (21) also would recommend one session per week. 

Dye states that there should be a minimum of two hours per 

week, but a total of four hours is preferable. 

For most counseling groups an optimum schedule would 
provide for two sessions, each-'for two hours, per week. 
Alternate possibilities would include a single two-
hour session or two meetings, each for an hour, per 
week (23., p. 2.S) . 

With regard to .the length of each session, the litera-

ture is in somewhat greater agreement with the mean time in 

minutes being approximately thirty-five minutes, Hansen and 

Stevic recommend the shortest sessions because the span of 

attention of elementary school children precludes long 

sessions. They suggest twenty to twenty-five minutes for 
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most groups [27, p. 166). Dinkmeyer recommends that the 

most effective sessions last from thirty to forty-five 

minutes in length (21, p. 273). According to Combs _et al., 

Group counseling sessions seem most effective when they 
are of thirty-five to forty-five minutes' duration. 
Sessions lasting less than thirty to thirty-five min-
utes do not seem to allow a group to approach and 
develop topics. On the other hand, sessions that last 
longer than forty-five minutes may result in boredom 

(18, p. 298). 

Ohlsen and Gazda recommend the longest amount of time—forty 

to forty-five minutes (as cited by Ohlsen in 43). 

Size of the Group 

Recommendations in the literature regarding group size 

range from as few as four to as many as eight with the mean 

falling between five and six persons. According to Dye, 

Maturity of the students is pertinent to the matter of 
group size because of differences in socialization, 
comfort in interpersonal relations, and ability to 
focus on matters external to oneself. This would 
suggest that an optimum number of elementary school 
children would be from five to seven . . . (23, p. 25). 

Combs j3t _al. (18, p. 297) state that because elementary 

school children seem to be less capable of deferring their 

actions and reactions than are older children and because 

they are neither as verbal nor as group-oriented as the 

junior-high or secondary level students, a small group of 

from four to six seems to afford them a better opportunity 
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to interact with their peers and to gain social experience 

than they would find in a larger group. Mayer and Baker (33) 

agree that optimum group size for effective elementary school 

•counseling should probabiy not exceed five or six children. 

As a result of their research with fifth graders, Ohlsen and 

Gazda (44, p. Si) suggest that five or six clients per group 

is the preferred size. Although Boy, Isaksen and' Pine (9> 

p. 303) do not commit themselves to a specific preferred 

group size, they do cite Driver's (1954) recommendation of 

six as the optimal number of individuals in a group, and 

Froelich (no date) as recommending four to eight members. 

Hill and Luckey (29) also concur that groups should be rela-

tively small, five or six being the maximum size. According 

to Hansen and Stevic (27) } the size of the group depends on 

such factors as the maturity of the child, his problems, 

the competency of the counselor, and'the general character-

istics of the group members. They recommend four to six 

members at the elementary level. "This provides each pupil 

more opportunity for interaction and at the same time allows 

the counselor greater involvement, mandated by the fact that 

the pupils are not.as verbal or as concerned as they might 

be" (27, p. 166). Mayer and Baker in their article, "Group 

Counseling with Elementary School Children: A Look at Group 

Size," conclude: 
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The studies and literature reviewed seem to indicate 
that the size of the counseling group must vary with 
the age or maturity level, or-both, of the counselees. 
It appears that optimal group size for effective group 
counseling with elementary school children should 
probably not exceed five or six. Furthermore, in con-
sideration of children's personal-social development, 
group sizes of less than five or six would seem more 
appropriate for younger or immature elementary school 
students. The procuring of clearly definitive data 
that describe the precise size for effective group 
work with specific age or maturity levels remains a 
challenge (3$, p. 143). 

Separate or Joint Treatment of the Sexes 

According to Dye, " . . . there is no general rule except 

that the group setting is a part of life and should therefore 

include both.sexes unless particular circumstances preclude 

coeducational membership" (23, p. 25). Ginott, however, 

would recommend same-sex groups for children of school age. 

The prevalent practice in many clinics is to have mixed 
groups for young children and same-sex groups for chil-
dren in latency. This pattern is in keeping with the 
general practice of our society. . . . During this 
period ClatencyH, sexual identification of boys and 
girls should be intensified and reinforced through 
provisions of models, interests, and activities that 
are culturally differentiated as masculine and feminine 
(25, pp. 34-35)'. 

Ohlsen and Gazda take a more intermediate position. 

. . . in their group Cof fifth and sixth gradersl girls 
were more mature, exhibited more interest in boys than 
boys did in girls, tended to threaten boys with the 
discussion of topics related to sex, were more verbal, 
and tended to dominate discussions. Hence, though they 
generally favor the treatment of mixed groups, they 
conceded that•it may be wise to treat girls and boys 
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of this age in separate groups. On the other hand, 
they had some strong reservations concerning this 
recommendation: the counseling group may be the best 
place to deal with these antagonistic feelings and to 
learn to relate with each other (as cited by Ohlsen 
in 43 > p. 346). 

According to Bonney (8), socioeconomic status plays an impor-

tant role in whether to group the sexes separately or together, 

Generally, the lower the socioeconomic status, the more nec-

essary it is to counsel the sexes separately. This is 

because of the tendency of the lower classes to sharply 

dichotomize the masculine and feminine roles in our society, 

and therefore the more difficult it is for boys and girls 

to communicate openly and freely on all topics. He also 

emphasized the point that for sixth-grade students, the 

psychosexua.1 differences, particularly for the girls, would 

make it more advisable to counsel the sexes separately. 

New or More Structured' Techniques 
or Approaches 

According to Varenhorst (49), group counseling has 

certain inherent disadvantages which need to be overcome in 

order for the counseling to be most effective. Primary 

among these are resistance to involvement and the avoidance. 

of problem areas. 

A person not only dislikes admitting to a problem, but 
may find it hard to be associated with additional re-
minders of his problem through exposure to others with 
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similar problems. Likewise, people have a natural 
tendency to cover up and avoid those areas where one is 
most inadequate rather than to- unveil and display them, 
particularly if one doesn't feel a relationship to 
people with whom one will be associating in other school 
activities. Young people cannot "turn on" their prob-
lems easily at one particular stated time each week 
when, in essence, they are told to do so. Consequently, 
much time may be spent in avoiding topics by fooling 
around, talking about inconsequentials or distracting 
the thread of verbal interaction that may be directed 
at problem subjects (49> p. 360). 

To correct for these critical areas the Life Career Game, 

developed by Sarane Boocock of Johns Hopkins University was 

adapted for guidance purposes for both the junior and senior 

high school by Varenhorst. It is a simulation technique 

whereby teams of students attempt to plan the most satisfying 

life for a hypothetical student covering a period of from 

eight to ten years. The hypothetical student is described 

to the group in capsule form, and the students as a group 

then plan how this student would spend his time during a 

typical week of each of these years. When the team makes 

its report, it is given feedback in the form of outcomes or 

consequences of these decisions. Through the activities of 

the Game, the group becomes naturally integrated. They have 

opportunity to hear opinions, see reactions, and discuss 

attitudes and values. The technique, because it deals with 

a simulated as opposed to a real student, decreases the 

emotional tension and anxiety that may be present in 
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traditional group work. The Game also lends itself to pre-

ventive rather than crisis-oriented' counseling. Varenhorst 

claims that with this technique the composition of the group 

is not nearly so important as in traditional group counsel-

ing, more can be accomplished in a much shorter length of 

time, and students talk about meaningful topics sooner and 

in a more systematic way than in other types of counseling 

groups. 

Another technique was designed by Stetter (4$) for group 

guidance by the classroom teacher. Specifically, his hypo-

thesis was that the anxiety level of students will be lowered 

when they learn that others their age have personal-social 

problems similar to their own. The technique involves the 

administration of the Junior High School Form of the Mooney 

Problem Check List. Students were assured of confidentiality 

of responses. Then the checklists Were studied, and the 

responses made by the entire class to each of the '210 items 

were tabulated. The group guidance session held the next • 

day was conducted in the following manner. Checklists were 

returned to their owners, using code numbers. Then the 

teacher explained that she would read each problem on the 

list and reveal the number of times that each problem had 

been underlined by members in that class. Students were 
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asked to read the list along with the teacher and to write 

down the total number of students who had underlined the 

same problems as themselves. The aim of the session was to 

.present the idea that it is common for students to have prob-

lems and for them to think and worry about these problems, 

and that many other young people have similar kinds of 

worries. "The situation was structured so that, 'protected 

by anonymity, the students could tell each other specific 

things about themselves they normally would not reveal" (43, 

p. 132). Stetter used both an experimental group and a 

control group, and both were administered the IPAT Anxiety 

Battery before and after the experimental sessions. The con-

trol group held regular class sessions during that week. 

When comparing Form A and B of the Anxiety Test for the con-

trol group, it was found that out of the twenty-one control 

subjects the tested anxiety level of.'seven went down, but 

the level of the other fourteen went up. In the experimental 

group, twelve of the twenty students went down in anxiety, 

and eight went up. 

In view of these findings, it can be concluded that the 
hypothesis is correct. The anxiety level of students 
will be lowered when they learn that others their age 
have personal-social problems similar to their, own. . . , 
The observations made of the experimental group during 
use of the technique certainly indicate that it is 
worthwhile. The group showed relaxed defenses, a gen-
eral decrease -in tension during the discussion, and 
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increased interest and surprise when they learned they 

were not unique (4$, p. 1$4). 

Bigelow and Thorne (7) designed a study to compare 

client-centered and reality techniques in group counseling 

at the elementary-school level. Their position is that the 

counseling model that accomplishes therapeutic goals in the 

least amount of time would be the most economical for the 

elementary school counselor. Reality counseling emphasizes 

the here and now in behavioral rather than attitudinal terms. 

Client-centered counseling attempts to change attitudes which 

then are precursors of behavioral change. The reality coun-

seling is considered to be manipulative, whereas the client-

centered counseling is non-manipulative. The subjects were 

two groups of children, ranging in age from nine to eleven. 

All of the students were volunteers for a summer remedial 

reading program, and one group contained six students while 

the other contained eight. Each group was led by a counselor 

trained in one of the two philosophies. Six group-counseling 

sessions were held for each group. The client-centered 

counselor used such non-manipulative techniques as restate-

ment, silence, clarification, and reflection. The reality 

counselor used such manipulative techniques as probing, 

confrontation, interpretation, and verbal reinforcement. 

Tapes of the sessions were analyzed by use of the Hill 
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Interaction Matrix, and group interactions were scored on 

the basis of degree of personal risk taken by the speaker. 

"Although at the end of the six sessions the client-centered 

group was progressing toward some therapeutic interactions, 

its average level of subject matter was still more super-

ficial than that of the initial reality group session" (7j 

p. 192). It was therefore concluded that in terms of the 

Hill Interaction Matrix scores, the reality-oriented group 

performed more efficiently than did the client-centered 

group, in that significantly more therapeutic group member 

interactions were elicited by reality procedures (7, p. 193). 

. . . the results seem to emphasize that a counselor 
can direct an elementary age group into defined work 
areas and maintain it there more rapidly using a 
reality-oriented counseling approach. Also, although 
the sample used in this study was too small to allow 
for generalizations, the results do reflect possible 
measurable differences in group counseling procedures 
at the elementary school level when time available is 
an important ingredient (7, p. '194). 

Anderson and Schmidt (1) describe an approach used in 

the Elementary Guidance Demonstration Project in Rockford,-

Illinois. In this project children in the primary grades 

spend one-half hour every third week in a group guidance 

activity. The primary materials used in these activities 

are the Ralph Ojemann stories and pictures prepared for use 

at specified grade levels and around defined causal relation-

ships. According to Ojemann. 
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We tend to take for granted (and there is evidence to 
support our assumption) that taking a causal approach 
toward our physical environment helps the child in 
living and adjusting to that environment. The teaching 
of a causal approach to the social environment is not 
so well developed. . . . Only in recent years has 
there been a growing interest in helping the child 
understand more about why people do what they do and 
what some of the effects tend to be of alternative 
ways of working out social situations (Ojemann as cited 
in 1, p. 49). 

Basically the Ojemann stories describe children in a wide 

variety of situations. Children are then given the oppor-

tunity to anticipate their own behavior as well as its 

consequences in similar situations. 

. . . each child is encouraged to explore his thoughts 
and feelings about himself--his strengths and weaknesses, 
his likes and dislikes, his beliefs and attitudes, and 
his own mental picture of himself vis-a-vis others. 
The children are learning to discuss and to accept 
many kinds of behavior and to explore alternatives. 
In the environment of acceptance, openness, and non-
judgmental interplay, which are characteristic of the 
guidance room, most children begin to feel a freedom 
which permits them to examine themselves and their 
world. They begin to understand their problem-solving 
capabilities as they learn new, coping responses by 
role-playing the situations that demand "mastery be-
haviors,, value-relevant behaviors, and work-relevant 
behaviors" (Blocher, 1966). As the children begin to 
respect, like, and value themselves, they are able, as 
a consequence of these positive feelings to respect, 
accept, like and value others and to achieve more suc-
cessfully the developmental tasks appropriate to their 
particular stage of development (Havighurst, 1953). 
Also as the children learn more effective behavior and 
are able to drop some of their self-defeating .patterns, 
they are able to understand the consequences of their 
behavior—the extent to which each of them is held 
accountable for his actions even by those persons who 
love and respect him most. The narratives give them 
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many opportunities to explore the meaning of the signals 
they themselves send, as well as the reactions of teach-
ers, parents, and peers to these signals. During these 
group sessions the children learn that they can communi-
cate on the feeling level with a trusted adult who will 
not allow them to be hurt needlessly or unbearably by 
their openness. They learn that when feelings are 
brought into the open and are discussed in a safe 
climate, it is easier to concentrate on school tasks 
(1, pp. 54-55). 

Marx, Redding, and Smith (36) designed a program of 

group counseling for elementary children utilizing free play 

techniques. The groups met weekly in such locations as the 

gymnasium, classrooms, and on the playground. 

The group leader established and maintained an accepting, 
loosely structured play atmosphere. Simple arts and 
crafts, table games, spontaneous discussion, and large 
muscle play under the supervision of an uncritical 
adult were the basic activities. There was no question-
ing, advice-giving, organized discussion, or interpre-
tation of behavior. Verbal communication was that which 
spontaneously developed during group interaction (36, 
p. 35). 

Behind their approach was the rationale that social growth 

develops out of group interaction. It was hoped that through 

activities that provided opportunities for forming new rela-

tionships with other -children, each child would undergo 

positive attitude changes. Group leaders were school psy-

chologists, social workers, counselors, and teachers. The 

student groups were formed on a heterogeneous basis.with 

regard to the presenting problems of the students although 

they were homogeneous with regard to sex, age, and grade. 
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There were in all a total of forty-two students divided into 

eight separate groups. The groups met weekly, with sessions 

lasting approximately fifty minutes each. The average number 

of sessions held by the groups was thirteen. Following the 

group counseling program, teachers again rated the students 

with respect to their presenting problems. The four cate-

gories of presenting problems were behavior problems, shy 

and withdrawn, underachievers, and nervous and tense. 

The permissive play atmosphere was intended to modify 
their perceptions of school, improve their peer rela-
tionships, and enable them to build a positive relation-
ship with an accepting adult. The evaluation of the 
program indicated that some success in this direction 
has been achieved. Positive, if moderate, improvement 
has been noted in a number of children who participated. 
The reJ.atively short duration of the program precluded 
the possibility of any major improvement (36, p. 41). 

Castelyns (13) in his doctoral dissertation, sought to 

ascertain whether three different approaches to group coun-

seling had significantly different effects on talented 

underachievers in the seventh and eighth grades. The three 

approaches were group counseling under directive leadership 

stressing the group task; group counseling under democratic 

leadership stressing the group process; and group counseling 

under directive leadership stressing the one-session motiva-

tional approach. The third approach constituted the control 

group. As in the present study, Castelyns not only compared 
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the three group approaches but additionally compared the 

approaches as they differentially affected boys and girls. 

There were thirty-six subjects, eighteen boys and eighteen 

girls. All subjects were measured on the CTP, SSH, RSPA, 

and on GPA both prior to and following counseling. The ex-

perimental subjects in the first two approaches met once 

each week for forty-five minutes for twelve weeks. Castelyns 

found that boys improved significantly over the girls in 

reported study habits, but he found no statistically signifi-

cant differences between the experimental and control methods 

employed on any of the variables tested. 

Pearl Berk (5), a guidance counselor in New York City, 

organized a group guidance club in an elementary school with 

a Negro and Puerto Rican population. The idea was to have a 

club meeting time once each week when pupils could discuss 

any problem they wished. Although the children took the 

major responsibility for the group discussions, both their 

teacher and the counselor met with the children. Children, 

placed suggestions for discussion topics in a "problem box" 

during the week and elected officers to preside over their 

meetings. The focus of all the discussions was on feelings. 

No statistical data were gathered, but the counselor reports 

the following non-statistical results: 
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Some of the students acquired a more positive attitude 
toward school, others an increased ability to make 
friends. Cooperation and teamwork and a feeling of 
success helped them achieve more positive self-concepts, 
The knowledge that feelings can be expressed and that 
others share similar problems, lessened anxiety and 
allowed positive feelings to come through. The recog-
nition of ambivalent feelings led to greater self-
awareness and to a more varied response to crisis 
situations (5, p. 17$). 
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CHAPTER III 

METHODS AND PROCEDURES 

This study was conducted to compare three different 

group counseling techniques—structured aural, structured 

visual, and unstructured—with sixth-grade boys and girls.. 

The criteria used to determine change included self-concept, 

sociometric status including emotional expansiveness, teacher-

rated behavior, and grades. 

The Population 

The study was conducted at an elementary school in 

Denton, Texas. Selection of the school was based upon the 

recommendation of the superintendent of schools, the interest 

of the building principal and his willingness to cooperate, 

and upon the number of sixth-grade student's enrolled. The 

school is a six-grade elementary school with a staff of 

twenty teachers and a total school enrollment at the time of 

the study of $71 students. It is a fairly modern school, 

built in I960, and located in an area which serves primarily 

a section of the middle and upper-middle class families in 

Denton. The principal has been there since the school was 

90 
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built. The entire sixth grade constituted the population 

for the study which at the time of the beginning of the in-

vestigation was 97 students. These 97 students were almost 

equally divided into three different homerooms. Homeroom A 

contained 32 students (15 boys and 17 girls), homeroom B 

contained 32 students (16 boys and 16 girls), and homeroom C 

contained 33 students (16 boys and 17 girls). Of the 97 

students, 96 were white and one was Negro. Of the three 

homeroom teachers, teachers A and C were white females, and 

teacher B was a Negro female. The one Negro student was the 

daughter of a fifth-grade Negro teacher at the school and 

was not one of those randomly selected to be in the experi-

mental group. During the course of the study, a female from 

homeroom A (a control subject) moved, leaving only 31 stu-

dents in homeroom A and the total number of students 96. 

Of these 96, 36 were experimental subjects, and 60 were 

control subjects. (See Table I.) 

In general the students attending the school may be 

characterized as above average in intelligence as measured 

by standardized intelligence tests. In addition to the 

basic curriculum, sixth graders at the school participate-

in band, art, music, physical education and a library period. 

Special pupil services personnel available on a part-time 
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TABLE I 

ORIGINAL DISTRIBUTION OF POPULATION BY HOMEROOMS 

Homerooms Boys Girls Totals 

Homeroom A 
^Experimental 6 7 13 
^Control 9 N.V Q 19 

Total 32 

Homeroom B 
Experimental 8 6 14 
Control 8 10 18 

Total 32 

Homeroom C 
Experimental 4 5 9 
Control 12 12 24 

Total 33 

Totals 47 50 97 

*Total experimental subjects . . 36 
**Total control subjects . . . . 61 

97 

***Note: During the course of the study one female 
from homeroom A (a control subject) moved, leaving 31 students 
in homeroom A and a total of 60 control subjects. 

basis to the students include a school nurse, a speech 

therapist, and an elementary guidance counselor. The counse-

lor agreed not to counsel or to refer for out-of-school 

counseling or psychological services any sixth graders during 

the course of this investigation. To the knowledge of the 
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three teachers, the principal, and the counselor, none of 

the sixth graders was, during the time of the study, involved 

in any counseling or formal therapeutic relationship. 

• Instruments 

Three instruments were utilized in this study: the 

Coppersmith Self-Esteem Inventory (SEI) for self-concept, 

Coppersmith Behavior Rating Form (BRF) for teacher-rated 

behavior, and a spciometric test for sociometric rating and 

for emotional expansiveness. 

Self-Esteem Inventory or SEI, in' its long form, is 

a p$~item inventory designed so that the subject responds 

by placing a check either in the "Like Me" or in the "Unlike 

Me" column. Statements to which the children respond relate 

to the subjects' self-attitudes in four areas: peers, parents, 

school, and personal interests. The five subscales are 

self (26 items), social ($ items), home ($ items), school 

(S items), and a lie scale ($ items). Because of the 8 

items which constitute the lie defensive scale, the total 

scorable item number is fifty. In Coopersmith's research, 

he doubled the fifty making the maximum pcssible score .a 

more convenient 100. In the present research, however, the 

item number was not doubled, so fifty was the maximum score 

on this scale. 
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The test-retest reliability coefficient of the SE1 after 

a five-week interval (with a sample of thirty fifth graders) 

was found to be .8$, and the reliability after a three-year 

interval (with a different sample of 56 children) 'was .70 

(2, p. 5). While most of the items in this Inventory were 

based upon items selected from the Rogers and Dymond (1954) 

scale, several original items were added by Coopersmith. 

All of the statements were reworded for use with eight to 

ten-year olds. Five psychologists provided the original 

screening of the items, and the Inventory was tested for 

comprehensibility with thirty children. In its final form, 

the SEI was administered to fifth and sixth graders (44 boys 

and 43 girls). A mean score of 82.3 and standard deviation 

of 11.6 were obtained, and the distribution was skewed in 

the direction of high self-esteem. The difference between 

the mean scores for boys and girls was not significant. The 

SEI was then administered to 1,743 school children, and a 

mean score of 70.1 and standard deviation of 13.8 were ob-

tained for the boys in the study. A mean score of 72.2 and 

standard deviation of 12.8 were obtained for the girls. 

Again there was no significant difference between the mean 

scores for boys and girls. This distribution also was 

skewed in the direction of high self-esteem. This instrument 
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was used in the Baty dissertation (1) and in the federally-

funded Ketcham and Morse Project (6). A copy of the SEI is 

attached in Appendix A. 

The instrument used for teachers' ratings was the 

Behavior Rating Form- or BRF. It is a thirteen-item, five-

point scale designed to measure teachers' ratings of behavior 

presumed to be related.to self-esteem. According to Cooper-

smith, "The behaviors to be rated were selected after a series 

of observations of child behavior in and out of the classroom, 

repeated interviews with teachers, principals, and a clinical 

psychologist, and evaluations and discussions with a research 

committee" (2, pp. 10-11). Coopersmith's assumption, on 

theoretical and empirical grounds, is that the behaviors are 

an external manifestation of the person's prevailing self- ' 

appraisal. 

There are two parts of the BRF. The first ten items 

provide an appraisal of behaviors that have been associated 

with poise, assurance, and self-thrust. These ten items 

include reactions to new situations, failure reactions to 

criticism and failure, self-deprecation, and hesitation to 

express opinions publicly. The second part provides an 

index of behaviors that are frequently defensive in nature, 

such as bragging, domination or bullying, and attention 
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seeking. Each behavior item is rated on a five-point scale. 

The rating indicative of self-esteem behavior has been varied 

in position by Coopersmith, from right to left, always to 

never, to minimize superficial response bias. A maximum of 

five points per item would yield a maximum score of 65 which 

has been the method used in the present research. In Cooper-

smith's studies, however, he scored the first ten items and 

the last three items separately, which means that 50 was the . 

maximum score on the first part. Fifty was multiplied by 

two for convenience so that the maximum score would be 100. 

His research findings are in those terms. He then scored 

the second part, or last three items, in such a way that 

higher scores indicated greater defensiveness. For the pres-

ent research, the point ratings for the last three items were 

reversed, making the higher scores the least defensive. 

Therefore, both parts could be scored together with a maximum 

score of 65. In Coopersmith's studies, cross-rater reliability 

(using teachers and principal) was . 73> using 71 subjects. 

The teacher ratings indicated a mean of 63.4 and a standard 

deviation of 15.4. The mean score for the boys was 65.0, 

with a standard deviation of 16.2; for the girls the mean 

score was 71.3? with a standard deviation of 13.6. The mean 

score for the girls was significantly higher than that of 
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the boys (.001 level of confidence). The test-retest reli-

ability was .96 for one teacher after an eight-week interval, 

A copy of the BRF is attached in Appendix B. 

The socioraetric test involves the use of two questions 

concerning two different criteria—one sociotele and one 

psychetele. The first question asks "Which of the children 

in this room would you -choose to work with?" The second 

question is "Which of the children in this room would you 

choose to play with?" Children were told that they could 

choose as many as they wished but that most of them would 

probably want to list two or three or four or five names. 

Absent children were also to be included. Although there 

were three homerooms in the school, and each (counseling) 

group included students from each of the three home rooms, 

the students were instructed on the sociometrie test only to 

choose students from their own home rooms. When the socio-

metric tests were hand scored, each student received the 

following four scores: number of choices given on work 

(sociotele) criterion, number of choices received on work 

criterion, number of choices given on play (psychetele) 

criterion, and number of choices received on play criterion. 

The choices received constituted a student's sociometric 

status, or rating, and the choices given indicated an index 
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of his emotional expansiveness. A copy of the sociometric 

test is attached in Appendix C. 

Collection of the Data 

Data for this investigation were collected and plans 

executed according to the following sequence: 

(1) Approval to do the study was obtained from the 

superintendent of the Denton Public Schools and from the 

principal of the elementary school. 

(2) A master list of all 97 sixth graders was compiled, 

and from this list the thirty-six experimental subjects were 

randomly selected. 

(3) A meeting was held to acquaint the school counselor 

and the three participating sixth-grade homeroom teachers 

with the nature and requirements of the study. 

(4) Letters were sent to the parents of the 36 experi-

mental subjects in order to acquaint them with the nature 

of the activity their children would be involved in. 

(5) Pre-tests on all criteria were administered to the 

entire population of 97 students. 

(6) The 36 experimental subjects, divided into 6 groups 

of 6 students each, were given nine hours of group counsel-

ing, divided into forty-five-minute sessions, and spread over 

a three-and-one-half-month period. The 6l control subjects 

were given no counseling at all. 
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(7) The post-tests were administered to all 96 sixth-

grade students. At this point there were 36 experimental 

subjects, but only 60 control subjects. 

(8) All 36 experimental subjects were administered a 

post-counseling questionnaire. 

(9) Data were coded on International Business Machine 

Cards. 

(10) Data were processed on an International Business 

Machine Computer 1620. 

Selecting the Subjects 

Thirty-six sixth-grade students (18 boys and 1$ girls) 

were selected at random from a population composed of all 

97 sixth graders in an elementary school in the Denton Inde-

pendent School District. A stratified, randomized selection 

was accomplished by compiling one master list of all 47 boys 

and one master list of all 50 girls, numbering each student 

thereon, and using a random number table (4? 5). The boys 

and girls were thus selected separately. The first 1$ boys 

and the first 1$ girls selected constituted the experimental 

group. The other 61 students constituted the control group. 

Assignment of the 36 experimental subjects to the three 

experimental groups was handled in the same manner, ̂ .e., 

by random lot. Each of the three experimental groups 
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therefore contained a total of 12 students, 6 of whom were 

boys and 6 of whom were girls. Within the three experimental 

groups, the sub-groups were counseled separately. The break-

down was as follows: 

Experimental group #1--Structured Aural Stimulus Approach 

One group of 6 boys 

One group of ,6 girls 

Experimental group §2—Structured Visual Stimulus Approach 

One group of 6'boys 

One group of 6 girls 

Experimental group §3—Unstructured Approach 

One group of 6 boys 

One group of 6 girls 

Control group—received no counseling 

One group of 61 students (29 boys and 32 girls). 

The sexes were counseled separately to allow statistical com-

parison of the three group approaches upon the two sexes. 

Procedures 

With regard to measures of self-concept, sociometric 

rating, emotional expansiveness, and teacher-rated behavior, 

pre-tests were administered to the entire population of 97 

students the week prior to the first counseling session, and 

post-tests were administered the week following the final 
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counseling session. All students completed the Self-Esteem 

Inventory and the sociometric test, administered by the 

investigator. The three sixth-grade teachers completed the 

Behavior Rating Form on all students. The SEI, BRF, and 

sociometric tests were hand scored by the investigator and 

then taken to the North Texas State University Computer 

Center for statistical treatment. 

The grades for the students were compared in the follow-

ing manner. Grades on the first six-weeks report cards, 

given to the students on October 17, 1969 constituted the 

pre-test grades, while grades obtained the third six-weeks, 

distributed on the day of the last counseling sessions (Jan-

uary 2$, 1970) constituted the post-test grades. Seven 

subject-matter areas, were included: reading, science-health, 

arithmetic, social studies, spelling, English, and speaking. 

Grades were coded by number (A+=15, A=14, A-=13; B+=12, B=ll, 

B-=10; C+=9, C=8, C-=7; D+=6, D=5, D—4; F+=3, F=2, and 

F-=l), and all seven grades for each student were averaged 

to obtain a mean pre-test grade-point average and a mean 

post-test grade-point average. The mean difference was then 

computed for each student. • 

There were twelve weekly group-counseling sessions of 

forty-five minutes duration for each of the six groups 
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receiving the three experimental treatments. The counseling 

sessions began on October 20, 1969 and terminated on January 

2$, 1970. Post-testing was accomplished the first two weeks 

in February. The study therefore spanned approximately four 

months of the 1969-1970 school year. Specifically the 

schedule was as- follows: 

Monday mornings—structured aural technique with girls, 

Monday noons—structured aural technique with boys, 

Wednesday mornings—structured visual technique with 

boys, 

Wednesday noons—structured visual technique with girls, 

Friday mornings—unstructured technique with boys, and 

Friday noons—unstructured technique with girls. 

Students were scheduled for counseling at these times to 

avoid taking them from more than fifteen minutes of actual 

required classroom activities. The morning groups missed 

only fifteen minutes of activities their other classmates 

were participating in, and the noon groups came entirely from 

band, music, art, and library period. The three homeroom 

teachers involved were in accord with the purposes of the 

investigation and agreed to switch the order of presentation 



103 

of such basic subjects as math, English, and social studies 

so that no student would miss the same subject for more than 

one fifteen-minute segment once per week. 

Regularly scheduled weekly sessions were held if there 

were at least four children in attendance. On one occasion 

when only three children were present, the session was 

aborted and rescheduled. Therefore, no session was held at 

which fewer than four of the six children were in attendance. 

Most sessions were attended by all six participants. The 

actual attendance record was as follows: 

Structured Aural Groups 

Girls: Two girls missed 1 session each. 

Boys: One boy missed 3 sessions. 

Total misses for Structured Aural Groups: 5 misses out 

of 24 sessions. 

Structured Visual Groups 

Girls: One girl missed 2 sessions. 

Boys: Three boys missed 1 session each. 

Total misses for Structured Visual Groups: 5 misses out 

of 24 sessions. 

Unstructured Groups 

Girls: One girl missed 1 session, and one girl missed 

2 sessions. 
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Boys: One boy missed 1 session, one boy missed 2 ses-

sions, and one boy missed 3 sessions. 

Total misses for Unstructured Groups: 9 misses out of 

24 sessions. 

In summary, 24 of the 36 students attended all twelve 

sessions, _i.e., missed none of the sessions. Of the 12 stu-

dents who missed sessions, 7 missed one session each, 3 

missed two sessions each, and 2 missed three sessions each. 

No student missed more than 3 sessions or more than a fourth 

of the counseling. The total absences for the boys was 12, 

and the total absences for the girls was 7, so the total 

absences for both sexes was 19« 

Because the girls and boys were to be compared with 

each other, and in order to control for the variable of see-

ing the children at different times of the school day, the 

girls were counseled in the morning in one experimental group 

and at noon in the other two experimental groups. The boys 

were counseled in the morning in two experimental groups and 

at noon in one of the experimental groups. This was done in 

case one particular time of day should prove to be more 

advantageous and would therefore give one sex an advantage 

over the other. 
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The counseling sessions took place in the school coun-

selor's office and in the speech therapist's office which 

were adjacent to each other and were similar in size and 

facilities. Location of the counseling sessions depended 

upon the use made of.the two rooms by the professionals who 

occupied them. 

In an attempt to make the parents of the experimental 

subjects aware of the participation of their children in an 

additional school activity, letters were sent to each parent 

preceeding the initial counseling sessions. These letters 

explained that the child had been randomly selected to par-

ticipate in a special program of group discussions to be 

held with the full approval and cooperation of the school. 

The letters went out .under the signature of the school princi-

pal. See Appendix D for a copy of the letter. 

A preliminary meeting was also held with the school 

counselor and the three sixth-grade teachers. The teachers 

were made aware of the nature of the study, but were not ever 

given the entire list of experimental subjects. Each teacher 

only knew the names of experimental subjects who were dis-

missed from her particular room. The principal encouraged 

the teachers to present the group discussion program as one 

which the students would be privileged to participate in if 
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selected. They were also cautioned to discourage the dis-

cussion in their homerooms of what went on in the group 

sessions. 

At the first session of each group, the counselor ex-

plained to the children that they would be meeting together 

once a week for the next twelve weeks to talk about things 

of interest to them. They were given the opportunity at this 

time to ask questions and even to withdraw if they did not 

wish to participate. No child indicated a desire to with-

draw, and, as a matter of fact, most indicated overt enthu-

siasm at the prospect of being a member of the group. The 

counselor was also approached by a number of'control subjects 

who expressed disappointment at not being one of those 

selected to participate. 

The investigator who served as the counselor in this 

study has the following qualifications: a master's degree 

in counseling; completion of a Ph.D. in counseling, with the 

exception of the dissertation; a doctoral level course in 

group counseling; and extensive experience both in using and 

in demonstrating all three of the techniques compared in this 

study. Her professional experience includes both teaching 

and counseling in the public schools. She has done group 

counseling in the public schools with elementary students, 
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junior high students, and senior high students. She has also 

had fourteen months experience doing play therapy with ele-

mentary school students in a clinical situation. She served 

as a guidance consultant, specializing in the area of group 

counseling, with the•federally funded Project Change. 

Structured Visual Approach 

The structured visual stimulus approach utilized pictures 

from the Methodist Class Teaching Packet (7), pictures from the 

Words and Action Program (9)> and Transparencies from the . 

Texas Education Agency ($). See Appendix E for order of 

presentation. Each of these sets of visual stimuli were 

designed expressly for the purpose of group work. The Meth-

odist Class Teaching Packet pictures are color, and black and 

white, 12" by 17" pictures of children engaged in various 

activities and situations, such as cheating in the class-

room, expressing aggression toward an adult, and hitting a 

baseball through someone's window. The Words and Action 

Program pictures are 17" by 22" mounted photographs designed 

by Fannie and George Shaftel and published by Holt, Rinehart, 

and Winston (1967). They are problem-solving photographs 

designed for role-playing for young children. 

Each photograph presents a problem that most children, 
especially urban children, will find familiar: a minor 
accident, an unhappy encounter with other children, a 
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small crisis in human relations at home, in the neigh-
borhood, playground, or classroom. The photos provide 
strong impetus for discussion and role-playing situa-
tions (9, p. 1). 

'The Transparencies from the Texas Education Agency include 

cartoons depicting characters made from typical classroom 

materials such as scissors and rulers, and figures drawn by 

elementary school children. Each cartoon character is named 

according to a personified trait, such as Cutter, Stomper, 

Cryola, or Sticky Stan to call attention to certain social 

and behavioral situations. Some Transparencies simply 

present a situation such as one in which a child is never 

chosen to play ball. A different visual stimulus was pre-

sented to the children at the onset of each group counseling 

session. The counselor then asked such questions pertaining 

to the pictures as: "What do you think is happening here?" 

"What do you think will happen next?" "What do you suppose 

happened before this?" "What does this remind you of?" 

"Has anything like this ever happened to you?" "What would 

you do in this situation?" The questions were specifically 

formulated to aid the students to begin talking about them-

selves and their feelings. Once the visual stimulus was 

presented and the discussion initiated, no attempt was made 

by the counselor to force the students to remain on the 

original topic of discussion. If their explorations and 
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interests led them to other areas, the counselor allowed 

them to pursue those areas according to their own needs and 

desires. 

Structured Aural Approach 

The structured aural stimulus approach utilized audio-

taped stories expressly written and produced for group 

guidance and counseling. The twelve stories (one per session) 

all came from the Guidance Vistas tapes (3), Series I and II, • 

for grades five and six. The stories were used in the order 

in which they appeared on the tapes. Guidance Vistas tapes 

were developed by a group of four counselors (including the 

investigator) under the direction of Ben Strickland, Director 

of Counselor Education at Texas Christian University, and 

have been demonstrated at area workshops under the auspices 

of the federally funded Project Change, at the 1968 Texas 

Personnel and Guidance Convention, at the 1968 Texas State 

Teachers' Association, and at various area guidance workshops. 

Each story involves a fictionalized situation or episode con-

cerning children of comparable age and grade-level in problem 

situations. Included on the tape are the questions to be 

considered by the group after they have heard the story, and 

also some suggestions for role-playing. Each story runs 

from four to seven minutes, and the questions read by the 
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storyteller are followed by a gong to signal that the tape 

recorder should be turned off for the children to discuss 

that particular question. The questions were specifically 

designed to aid the students in learning to talk about them-

selves and their feelings. Typical stories deal with freedom 

and responsibility in the classroom, cheating, the over-age 

and over-size child, and in-crowd pressures. Typical ques-

tions, following a story are as follows: "How is Kathy 

feeling right now?" "Do you feel Kathy made the right 

choice?" "Why or why not?" "Have you ever had to make a 

similar choice?" "Do you feel Kathy was silly to worry 

about what the gang thought?" "Have you ever worried about 

what your friends think of you?" "What would you do if you 

were Kathy?" Following the same procedure used with the 

structured visual approach, after the story was played and 

the first one or two questions heard, no attempt was made 

by the group leader to force the students to adhere to the 

subject under discussion or to continue answering the series 

of questions on the tape. In all cases the students were 

encouraged to become personally involved, and the counselor 

allowed the students' own needs and desires to dictate what 

would occur during the- rest of the session. If the students 

did wish to continue discussing the taped questions, this 

was, of course, done. 
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Unstructured Approach 

The unstructured group approach utilized no initial 

external stimulus. The counselor instead allowed the group 

to decide what they would talk about. Role-playing was never 

suggested by the leader but was employed if the suggestion 

came from one of the group members. As in both of the two 

structured approaches, students were encouraged to become 

personally involved and to explore feeling. 

Although of the three techniques, two are structured 

and one is not, the three are really theoretically more or 

less on a continuum in that the two structured techniques— 

the aural and the visual—differ in the degree of structure 

involved. Of the three techniques, the most structured is 

the structured aural, because every question has been pre-

formulated and is already there. With this technique there 
i, 

is very little freedom to move spontaneously with the group. 

A moderate amount of structure is utilized in the structured 

visual approach. In this situation the questions were formu-

lated at the discretion of the leader who could frame them 

according to the needs of each individual student and each 

different group. This technique is therefore more flexible 

than the structured aural approach. The least amount of 

structure is therefore operative in the unstructured approach. 
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With this technique there is no situation, no theme, no 

stimulus, no questions, no direction at all provided or 

suggested. It was anticipated by the investigator that the 

two structured approaches would be less threatening to ele-

mentary-age students unfamiliar with group process than the 

unstructured approach would be. Both of the structured 

approaches act as a kind of projective technique in that 

they allow the child to focus on an external situation 

(either in a picture or in a story), to comment on this not-

too-personal situation, and then finally to generalize to 

himself—a more threatening and unfamiliar experience. 

Analysis of the Data 

The data collected in this study were treated statisti-

cally at the North Texas State "University Computer Center. 

A simple analysis of variance was used to test the signifi-

cance of gain (from pre-test to post-test) between the four 

groups (structured aural, structured visual, unstructured, 

and control) and between boys and girls on all seven vari-

ables "(self-esteem, teacher-rated behavior, grades, socio-

metric status Cwork criterion], emotional expansiveness 

Cwork criterion], sociometric status Cplay criterion], and 

emotional expansiveness Cplay criterion]). When significant 

F ratios were found, the Duncan's New Multiple Range Test 
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was used to determine the location of the significant dif-

ferences. Significance of the difference between gains in 

means for the various groups were tested at the .05 level. 
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CHAPTER IV 

STATISTICAL ANALYSIS OF RESULTS AND DISCUSSION 

The purpose of this chapter is to present and analyze 

the statistical findings of the study. Analyses of the 

results were made utilizing the analysis of variance technique 

and Duncan's New Multiple Range Test. The .05 level of sig-

nificance was accepted as the basis upon which the hypotheses 

would be accepted. 

Hypothesis I 

Hypothesis I was: It was hypothesized that the three 

experimental groups combined would show significantly greater 

gain than the-control group with regard to the following: 

a. Self-concept (as indicated by scores on the 

Self-Esteem Inventory) 

b. Sociometric status (work criterion) 

c. Emotional expansiveness (work criterion) 

d. Sociometric status (play criterion) 

e. Emotional expansiveness (play criterion) 

f. Teacher-rated behavior (as indicated by scores 

on the Behavior Rating Form) 

g. Grades. 
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The results of the analyses of variance computed to test 

this hypothesis are shown in Tables II, III, IV, V, VI, VII, 

and VIII. 

TABLE II 

ANALYSIS OF VARIANCE—SELF-ESTEEM 
INVENTORY SCORES 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between Means 54.0562 1 54.0562 1.9326 

Within Means 2562.3501 94 27.2643 

Total 2616.9063 95 • • • • • • * 

TABLE III 

ANALYSIS OF VARIANCE—SOCIOMETRIC-STATUS 
SCORES ON WORK CRITERION 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between Means 3.7111 1- 3.7111 1.1321 

Within Means 723.2833 94 7.6945 

Total 732.0000 95 • * • * • • * 
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TABLE IV 

ANALYSIS OF VARIANCE—EMOTIONAL-EXPANSIVENESS 
SCORES ON WORK CRITERION 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between Means 90.5007 1 90.5007 10.5139* 

Within Means 303.7333 94 3. 6036 

Total 399.2395 95 * • # « * • # « 

*P = greater than .01. 

TABLE V 

ANALYSIS OF VARIANCE—SOCIOMETRIC-STATUS 
SCORES ON PLAY CRITERION 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between Means 5.2562 1 • 5.2562 .9340 

Within Means 523.9333 94. 5.6274 

Total 534.2395 95 * • * * • • • 
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TABLE VI 

ANALYSIS OF VARIANCE—EMOTIONAL-EXPANSIVENESS 
SCORES ON PLAY CRITERION 

Kind of 
Variation 

Sum of 
Squares 

df 
Variance 
Estimate F 

Between Means 2.0250 1 2.0250 .4316 

Within Means 440.9333 94 4.6907 

Total 442.9583 95 « • « * * * • 

TABLE VII' 

ANALYSIS OF VARIANCE—BEHAVIOR RATING FORM SCORES 

Kind of 
Variation 

Sum of 
Squares df 

Variance 
Estimate F 

Between Means 2.9340 1 2.9340 .1054 

Within Means 2615.4723 . 94 27.3241 

Total 2613.4063 95 • • • * • « • 

TABLE VIII 

ANALYSIS OF VARIANCE 1 I >
 

td
 

t?d
 !
 

POINT AVERAGES 

Kind of 
Variation 

Sum of 
Squares df 

Variance 
Estimate F 

Between Means .0332 1 .0332 .1426 

Within Means 53.1873 94 .6190 

Total 53.2756 95 * • • • • » 
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The F ratios for self-concept, sociometric status (work 

criterion), sociometric status (play criterion), emotional 

expansiveness (play criterion), teacher-rated behavior, and 

grades did not reach a significant level. The F ratio for 

emotional expansiveness (work criterion), however, was sig-

nificant at greater than the .01 level. With 94 degrees of 

freedom within groups and 1 degree of freedom between groups, 

an F ratio of at least 6.90 is required for significance at 

the .01 level. The F ratio of 10.5189 (Table IV) therefore 

indicates that the 36 experimental subjects made a signifi-

cantly greater gain than the 60 control subjects with regard 

to their emotional expansiveness on the work criterion. 

Although the experimental subjects achieved a statisti-

cally significant gain over the control subjects only on the 

variable of emotional expansiveness (work criterion), the 

rank-ordered means indicate that.the experimental subjects 

did achieve a greater gain (although not statistically sig-

nificant) on five of the remaining.six variables: self-

concept, sociometric status (work criterion), sociometric 

status (play criterion), emotional expansiveness (play 

criterion), and teacher-rated behavior. 

On grades, the control subjects achieved a slightly 

greater mean gain than the experimental subjects. Mean 
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scores and standard deviations on both pre- and post-tests 

for all seven variables are presented in Tables IX, X, XI, 

XII, XIII, XIV, and XV. Rank-ordered means and mean differ-

ences on all seven variables according to Duncan's New 

Multiple Range Test are presented in Tables XVI, XVII, XVIII. 

XIX, XX, XXI, and XXII. 

TABLE IX 

MEANS AND STANDARD DEVIATIONS OF 
SELF-ESTEEM INVENTORY SCORES 

Group Mean Standard Deviation Group 
Pre-test Post-test Pre-test Post-test 

Experimental 35.5277 37 .5277 7.2245 7.5992 

Control 35.4000 35 .$500 3.0170 g.6502 

Note: Maximum possible score on SEI is 50. 

TABLE .X 

MEANS AND STANDARD DEVIATIONS OF SOCIOMETRIC-STATUS 
SCORES ON WORK CRITERION 

Group 
Mean Standard Deviation 

Group 
Pre-test Post-test Pre -test Post-test 

Experimental 5.3333 6 .4722 3. 5590 4. 3903 

Control 5.6666 6 .1333 4. 2726 4. 7310 
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TABLE XI 

MEANS AND STANDARD DEVIATIONS OF EMOTIONAL-EXPANSIVENESS 
SCORES ON WORK CRITERION 

Group Mean Standard Deviation 

Pre-test Post-test Pre-test Post-test 

Experimental 5.6666 7.7222 1.914S 5.2260 

Control 5.4166 5.4666 1.6154 1.4079 

TABLE XII-

MEANS AND STANDARD DEVIATIONS OF SOCIOMETRIC-
STATUS SCORES ON PLAY CRITERION 

Group 
Mean Standard Deviation 

Group 
Pre-test Post-test Pre-test Post-test 

Experimental 4.SO55 5-3.055 3.2043 4.4273 

Control 4.3500 5.3666 3.1560 3.3935 

TABLE XIII 

MEANS AND STANDARD DEVIATIONS OF EMOTIONAL-
EXPANSIVENESS SCORES ON PLAY CRITERION 

Group 
Mean Standard Deviation Group 

Pre-test Post-test Pre-test Post-test 

Experimental 4.9722 5.3333 1.3025 2.3773 

Control 4.7500 5.3666 2.0299 1.9145 
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TABLE XIV 

MEANS AND STANDARD DEVIATIONS OF 
BEHAVIOR RATING FORM SCORES 

Group 
Mean Standard Deviation 

Group 
Pre-test Post-test Pre-test Post-test 

Experimental 

Control 

49.3055 50.2500 

49.9333 50.0166 

5.5367 7.4437 

7.7714 3.1322 

TABLE XV 

MEANS AND STANDARD DEVIATIONS OF GRADE-POINT AVERAGES 

Group 
Mean Standard Deviation 

Group 
Pre-test Post-test Pre-test Post-test 

Experimental 

Control 

11.7221 11.9524 

12.0737 12.3.667 

1.9351 2.0713 

1.3149 2.0035 

Note: Maximum possible score for grade-point averages 
is 15, which would indicate an A+ average. 

TABLE XVI 

RANK-ORDERED MEANS ACCORDING TO DUNCAN'S NEW MULTIPLE RANGE 
TEST ON SELF-ESTEEM INVENTORY SCORES 

Rank Group 
Rank-
Ordered 
Means 

Mean 
Differences 

Range 
Products 

P 

Worst Control .45000 
1.55000 2.17946 ns 

Best Experimental 2.00000 
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TABLE XVII 

RANK-ORDERED MEANS ACCORDING TO DUNCAN'S NEW MULTIPLE RANGE 
TEST ON SOCIOMETRIC-STATUS SCORES ON WORK CRITERION 

Rank Group 
Rank 
Ordered 
Means 

Mean 
Differences 

Range 
Products 

P 

Worst Control . 51666 
.622.22 1.15782 ns 

Best Experimental 1.13388 

TABLE XVIII 

RANK-ORDERED MEANS ACCORDING TO DUNCAN'S NEW MULTIPLE RANGE 
TEST ON EMOTIONAL-EXPANSIVENESS SCORES ON WORK CRITERION 

Rank Group 
Rank 
Ordered 
Means 

Mean 
Differences 

Range 
Products 

P 

Worst Control .05000 
2.00555 1.22431 .01 

Best Experimental 2.05555 

TABLE XIX 

RANK-ORDERED MEANS ACCORDING TO DUNCAN'S NEW MULTIPLE RANGE 
TEST ON SOCIOMETRIC-STATUS SCORES ON PLAY CRITERION 

Rank Group 
Rank 
Ordered 
Means 

Mean 
Differences 

Range 
Products 

P 

Worst Control .51666 
.48333 .99016 ns 

Best Experimental 1.00000 
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TABLE XI 

RANK-ORDERED MEANS ACCORDING TO DUNCAN'S NEW MULTIPLE RANGE 
TEST ON EMOTIONAL-EXPANSIVENESS SCORES ON PLAI CRITERION 

Rank Group 
Rank 
Ordered 
Means 

Mean 
Differences 

Range 
Products 

P 

Worst Control .61666 
.30000 .90401 ns 

Best Experimental .91666 

TABLE XXI 

RANK-ORDERED MEANS ACCORDING TO DUNCAN'S NEW MULTIPLE RANGE 
TEST ON BEHAVIOR RATING FORM SCORES 

Rank Group 
Rank 
Ordered 
Means 

Mean 
Differences 

Range 
Products 

P 

Worst Control .08333 
' .36111 2.20172 ns 

Best Experimental .44444 

TABLE XXII 

RANK-ORDERED MEANS ACCORDING TO DUNCAN'S NEW MULTIPLE RANGE 
TEST ON GRADE-POINT AVERAGES 

Rank Group 
Rank 
Ordered 
Means 

Mean 
Differences 

Range 
Products 

P 

Worst Experimental .23030 
.06264 .32839 ns 

Best Control .29295 
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In summary, the combined groups of experimental subjects 

made greater mean gains than the control subjects on each of 

the seven variables except one (grades), but in only one of 

these six cases—emotional expansiveness (work criterion)— 

was this gain statistically significant (greater than .01). 

Hypothesis I is therefore partially accepted 

Hypothesis II 

Hypothesis II was: It was hypothesized that there 

would be no significant differences between the two struc-

tured group approaches with regard to the following: 

a. Self-concept (as indicated by scores on the 

Self-Esteem Inventory) 

b. Sociometric status (work criterion) 

c. Emotional expans.iveness (work criterion) 

d. Sociometric status (play criterion) 

e. Emotional expansiveness (play criterion) 

f. Teacher-rated behavior (as indicated by scores 

on the Behavior-Rating Form) ' 

g. Grades. 

This hypothesis, cast in the form of the null because 

of the lack of research data from which to predict direction, 

was formulated to compare the structured aural approach with 

the structured visual approach. 



126 

Mean scores and standard deviations on all seven vari-

ables for both approaches may be found in Appendix F. Mean 

gains and losses on all seven variables for the two approaches 

are shown in Table XXIII. 

TABLE XXIII 

Structured Structured 
Variable Aural Visual 

Mean Gain Mean Gain 

Self-concept 1.4166 2.8333 
Sociometric Status (work) 1.0833 1.5833 • 
Emotional Expansiveness (work) .5000 2.0000 
Sociometric Status (play) 1.2500 .2500 
Emotional Expansiveness (play) 1.9166* - .2500* 
Teacher-Rated Behavior - .0833 . 6666 
Grades .5596 ' .0597 

^Difference significant at .05 level. 

Results of the analyses of variance as illustrated in 

Tables XXIV, XXV, XXVI, XXVII, XXVIII, XXIX, and XXX indi-

cate that this null hypothesis may be partially rejected, 

as a significant mean difference does occur between the two 

structured techniques on one of the seven variables—emotional 

expansiveness (play criterion). This difference is in favor 

of the structured aural approach over the structured visual 

approach. 
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TABLE XXIV 

ANALYSIS OF VARIANCE—SELF-ESTEEM INVENTORY SCORES 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between 

Within 

Total 

12.0/+16 

962.5333 

1 

22 

12.0416 

43.7537 
# • • • 

.2752 

* * • 

Between 

Within 

Total 974.6250 23 

12.0416 

43.7537 
# • • • 

.2752 

* * • 

• TABLE XXV 

ANALYSIS OF VARIANCE—SOCIOMETRIC STATUS 
SCORES ON WORK CRITERION 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between 

Within 

Total 

1.5000 

239.3333 

1 

22 

1.5000 

10.9015 

• » 1 * 

.1375 

• » • 

Between 

Within 

Total 241.3333 23 

1.5000 

10.9015 

• » 1 * 

.1375 

• » • 

TABLE XXVI 

ANALYSIS OF VARIANCE—EMOTIONAL-EXPANSIVENESS 
SCORES ON WORK CRITERION 

Kind of Sum of Variance 
TP 

Variation Squares 0.1 
Estimate r 

Between 1 3 . 5 0 0 0 • 1 1 3 . 5 0 0 0 

1 3 3 . 0 0 0 0 
1 . 6 2 2 9 

Within 1 3 3 . 0 0 0 0 2 2 3.3131 
1 . 6 2 2 9 

Total 1 9 6 . 5 0 0 0 2 3 • • • • * » * 
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ANALYSIS OF VARIANCE—SOCIOMETRIC-STATUS 
SCORES ON PLAY CRITERION 

12$ 

Kind of 
Variation 

Sum of 
Squares 

df 
Variance ' 
Estimate 

F 

Between 

Within 

"6.0000 

173.5000 

1 

22 

6.0000 

3.1136 
.7394 

Total 134.5000 23 1 * 1 • 1 • 

TABLE XXVIII 

ANALYSIS OF VARIANCE—EMOTIONAL-EXPANSIVENESS 
SCORES ON PLAY CRITERION 

Kind of 
Variation 

Sum of 
Squares df 

Variance 
Estimate F 

Between 

Within 

23.1666 

127.1666 

1 

22 

23.1666 

5.7303 
4.3723*. 

Total 155.3333 23 • • * * * 0 0 

*P = greater than .0$. 

TABLE XXIX 

ANALYSIS OF VARIANCE—BEHAVIOR-RATING FORM SCORES 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between 

Within 

3 .3750 

633.5333 

1 

22 

3.3750 

23.7992 
.1171 

Total 636.9533 23 • m 0 • 0 0 0 
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ANALYSIS OF VARIANCE—GRADE-POINT AVERAGES 
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Kind of 
Variation 

Sum of 
Squares 

df 
Variance . 
Estimate 

F 

Between 

Within 

Total 

1.4995 

20.3132 

1 

22 

1.4995 

.9235 

• • 4 1 

1.6236 

• • » 

Between 

Within 

Total 21.8177 23 

1.4995 

.9235 

• • 4 1 

1.6236 

• • » 

As indicated in Table XXVII, the F ratio of 4.$72$ for 

the mean scores on emotional expansiveness (play criterion) 

was significant at the .05 level. This means that with 

regard to this one variable, the structured -aural approach 

showed a significantly greater gain than the structured 

visual approach. There were no significant differences 

between the two approaches on the other six variables. It 

is interesting to note, however, when comparing mean gains 

of the two approaches, which approach made the greater gain 

(even if not statistically significant) over the other on 

the remaining six variables. As seen from the data in 

Table XXIII, the structured aural approach made greater 

gains than the structural visual approach on the following 

variables: sociometric status (play criterion) and grade-

point average. The structured visual approach made greater 
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gains than did the structured aural approach on the following 

variables: self-concept, sociometric status (work criterion), 

emotional expansiveness (work criterion), and teacher-rated 

behavior. In summary, there was a significant difference on 

only one of the seven variables in Hypothesis II, and that 

was on emotional expansiveness (play criterion) in favor of 

the structured aural approach. Hypothesis II, cast in the 

form of the null, is therefore partially rejected. 

Hypothesis III 

Hypothesis III was: It was hypothesized that each of 

the two groups receiving.the structured approaches would 

show significantly greater gain than the group receiving the 

unstructured approach with regard to the following: 

a. Sociometric status (work criterion) 

b. Emotional expansiveness (work criterion) 

c. Sociometric status (play criterion) 

d. Emotional expansiveness (play criterion) 

e. Teacher-rated behavior (as indicated by scores 

on the Behavior Rating Form). 

As mentioned earlier, mean scores and standard deviations 

on all seven variables for both structured approaches may be 

found in Appendix F. Mean scores and standard deviations for 

the unstructured approach may be found in Appendix G. Mean 

gains and losses on all seven variables are shown in Table XXXX, 

page 131. 
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Results of the analyses of variance computed to test 

the hypothesis are shown in Tables-XXXII, XXXIII, XXXIV, 

XXXV, and XXXVI. 

^ TABLE XXXII 

ANALYSIS OF VARIANCE—SOCIOMETRIC-STATUS 
SCORES ON WORK CRITERION 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between 

Within 

Total 

4.2222 

313.0833 

2 

33 

2.1111 

9.6338 
# • • * 

.2190' 

t * » 

Between 

Within 

Total 322.3055 35 

2.1111 

9.6338 
# • • * 

.2190' 

t * » 

TABLE XXXIII 

ANALYSIS OF VARIANCE—EMOTIONAL-EXPANSIVENESS 
SCORES ON WORK CRITERION 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate F 

Between 

Within 

Total 

60.2222 

593.6666 

2 

33 

30.1111 

17.9898 
* • * • 

1.6737 

* • • 

Between 

Within 

Total 653.8888 35 

30.1111 

17.9898 
* • * • 

1.6737 

* • • 
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ANALYSIS OF VARIANCE—SOCIOMETRIC-STATUS 
SCORES ON PLAY CRITERION 
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Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between 

Within 

10.5000 

215.5000 

2 

33 

5.2500 

6.5303 
.8039 

Total 226.0000 35 « • * * '• • • 

.TABLE XXXV 

ANALYSIS OF VARIANCE—EMOTIONAL-EXPANSIVENESS 
SCORES ON PLAY CRITERION 

Kind of 
Variation 

Sum of 
Squares df 

Variance 
Estimate F 

Between 

Within 

28.6666 

170.0833 

2 

33 

14.3333 

5.1540 
2.7809 

Total 198.7500 35 * • * • • • « 

TABLE XXXVI 

ANALYSIS OF VARIANCE—BEHAVIOR RATING FORM SCORES 

Kind of 
Variation 

Sum of 
Squares df 

Variance 
Estimate F 

Between 

Within 

5.0555 . 

773.8333 

2 

33 

2.5277 

23 .4494 
.1077 

Total 778.8888 35 • • • • • * • 
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It will be noted that F ratios on the five variables 

tested in this hypothesis did not reach a significant level. 

It may therefore be concluded that neither of the two struc-

tured approaches showed a significant gain over the un-

structured approach on sociometric status (work criterion), 

emotional expansiveness (work criterion), sociometric status 

(play criterion), emotional expansiveness (play criterion), 

or teacher-rated behavior. It is interesting, however, to 

notice how the three approaches rank with regard to mean 

gain on the five variables under consideration (Table XXXI) 

even though none of these differences is statistically sig-

nificant. 

With regard to sociometric status (work criterion), the 

approaches may be ranked in order from most mean gain to 

least mean gain: (1) structured visual approach, (2) struc-

tured aural approach, (3) unstructured approach. On emo-

tional expansiveness (work criterion) they are ranked: 

(1) unstructured approach, (2) structured visual approach, 

and (3) structured aural approach. Sociometric status (play 

criterion) indicates that the three approaches are ranked 

as follows: (1) unstructured approach, (2) structured aural 

approach, (3) structured visual approach. On emotional ex-

pansiveness (play criterion), the structured aural approach 
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is ranked first, the unstructured approach is second, and 

the structured visual approach is third. With regard to 

teacher-rated behavior the rankings are the following: 

(1) unstructured approach, (2) structured visual approach, 

and (3) structured aural approach. 

Generally, there seems to be no evidence of any sort of 

relationship regarding the rankings of the three techniques 

on the five variables considered in the hypothesis. 

In summary, none of the F ratios is significant, indi-

cating that neither of the two structured approaches showed-

a significant gain over the unstructured approach on any of 

the five predicted variables. Hypothesis III is therefore 

rejected. 

Hypothesis IV 

Hypothesis IV was: It was hypothesized that the group 

receiving the unstructured approach would show significantly 

greater gain than either of the two groups receiving the 

structured approaches with regard to the following: 

a. Self-concept (as indicated by scores on the 

Self-Esteem Inventory) 

b. Grades. 

Tables XXXVII and XXXVIII show the data from the 

analyses of variance computed to test Hypothesis IV. 
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TABLE IIIVII 

ANALYSIS OF VARIANCE—SELF-ESTEEM INVENTORY SCORES 

Kind of 
Variation 

Sura of 
Squares df 

Variance 
Estimate F 

Between 

Within 

Total 

13.1666 

122$.£334 

2 

33 

6 .5833 

37 .2373 
* • • « 

.1767 

• • • 

Between 

Within 

Total 1242.0000 35 

6 .5833 

37 .2373 
* • • « 

.1767 

• • • 

TABLE XXXVIII 

ANALYSIS OF VARIANCE—GRADE-POINT AVERAGES 

Kind of 
Variation 

Sum of 
Squares df 

Variance 
Estimate F 

Between 

Within 

Total 

1.9534 

22.2972 

2 

33 

.9767 

.6756 
* • * • 

1 .4455 

• • • 

Between 

Within 

Total 24.2507 35 

.9767 

.6756 
* • * • 

1 .4455 

• • • 

The F ratios for the two variables under consideration 

in this hypothesis did not reach a significant level. The 

hypothesis that the unstructured approach would show signifi-

cantly greater gain than either of the two structured 

approaches with regard to self-concept and grades is there-

fore rejected. 
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As in the discussion concerning Hypothesis III, neither 

is there any relationship evident regarding the rankings of 

the three approaches on the two predicted variables. As 

shown in Table XXXI on self-concept, the structured visual 

approach achieved the highest mean gain, the unstructured 

approach the second highest, and the structured aural ap-

proach the third highest. On grades the structured aural 

approach has the highest mean gain, the unstructured approach 

the next highest, and the structured visual approach the 

least high. In summary, Hypothesis IV is rejected as neither 

F ratio reached a statistically significant level. 

Hypothesis V 

Hypothesis V was: It was hypothesized that the total 

girls in all three experimental groups would show signifi-

cantly greater gain than the total boys in all three experi-

mental groups with regard to teacher-rated behavior (as 

indicated by scores on the Behavior Rating Form). 

Mean scores and standard deviations for the total 

eighteen girls and the total eighteen boys on all seven 

variables may be found in Appendix H. Mean gains and losses 

for boys and for girls on teacher-rated behavior as well as 

the other six variables are shown in Table XXXIX. 



TABLE XXXIX 

MEAN GAINS AND LOSSES FOR BOYS AND FOR GIRLS 
ON ALL SEVEN VARIABLES 
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Variable 
Boys' 

Mean Gain 
Rank 

Girls' 
Mean Gain 

Rank 

Self-concept 4.2222 1 - .2222 2 

Sociometric Status 
(work criterion) 

.6111 2 1.6666 1 

Emotional Expansiveness 
(work criterion) 

1.9444 2 2.1666 1 

Sociometric Status 
(play criterion) 

1.0000 tie 1.0000 tie 

Emotional Expansiveness 
(play criterion) 

. .3333 2 1.5000 1 

Teacher-Rated Behavior -1.0555 2 1.9444 1 

Grades .2224 2 .2381 1 

As is indicated in Table XXXIX, the boys showed a mean 

decrease or loss of over one point, while the girls showed 

a mean increase or gain of nearly two points. The analysis 

of variance computed to test this hypothesis is shown in 

Table XL. 

In order to be significant at the .05 level (with 

34 degrees of freedom between groups and 1 degree of freedom 

between groups), an F ratio of at least 4.13 is required. 

Although the F ratio of 3.9461 in Table XL does not reach 
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TABLE XL 

ANALYSIS OF VARIANCE—BEHAVIOR RATING FORM SCORES 

Kind of Sum of 
ri f 

Variance ' 
1? 

Variation Squares U l 
Estimate r 

Between gO.9999 1 80.9999 
3.9461 

Within • 697.3389 34 20.5261 

Total 773.8338 35 * • • # • • • 

significance at the .05 level, it is important to note that 

it is approaching significance, and it is in the predicted 

direction. As DuncanTs New Multiple Range Test indicates 

(Table XLI), the girls made greater mean gains than the boys 

on teacher-rated behavior. 

TABLE XLI 

RANK-ORDERED MEANS ACCORDING TO DUNCAN'S NEW MULTIPLE 
RANGE TEST ON BEHAVIOR RATING FORM SCORES 

Rank Group 
Rank-
Ordered 
Means 

Mean 
Differences 

Range 
Products P 

Worst Males -1.05555 
2.99999 3.05196 ns 

Best Females 1.94444 
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According to Duncan's New Multiple Range Test, signifi-

cance is reached if the mean difference is greater than the 

range products. As revealed in the data shown in Table XL, 

this finding, although statistically nonsignificant, is 

approaching significance. To summarize, Hypothesis V pre-

dicted that the girls would show significantly greater gain 

than the boys on teacher-rated behavior. The data confirm 

that the girls did gain more than the boys, and this differ-

ence does not reach but does approach statistical significance 

at the .05 level. Hypothesis V is therefore rejected, but 

with caution. The findings here do not appear to be conclu-

sive. 

Hypothesis VI 

Hypothesis VI was: It was hypothesized that the total 

boys in all three experimental groups would show significantly 

greater gain than the total girls in all three experimental 

groups with regard to the following: 

a. Self-concept (as indicated by scores on the 

Self-Esteem Inventory) 

b. Sociometric status (work criterion) 

c. Emotional expansiveness (work criterion) 

d. Sociometric status (play criterion) 
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e. Emotional expansiveness (play criterion) 

f. Grades. 

As mentioned previously, mean scores and standard 

deviations for both boys and girls on all variable.s are in 

Appendix H. Table XXXIX may be referred to for the compara-

tive mean gains and losses on all variables between the 

eighteen experimental boys and the eighteen experimental 

girls. Data from the analyses of variance computed to test 

this hypothesis are shown in Tables XLII, XLIII, XLIV, XLV, 

XLVI, and XLVII. 

• TABLE XLII 

ANALYSIS OF VARIANCE—SELF-ESTEEM 
INVENTORY SCORES 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between 

Within 

Total 

177.7777 

1064.2223 

1 

34 

177.7777 

31.3006 
• • « • 

5.6796* 

• • • 

Between 

Within 

Total 1242.0000 35 

177.7777 

31.3006 
• • « • 

5.6796* 

• • • 

*P = greater than .05. 



TABLE XLIII 

ANALYSIS OF VARIANCE—SOCIOMETRIC-STATUS 
SCORES ON WORK CRITERION 
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Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between 

Within 

Total 

10.0277 

312 .2777 

1 

34 

10 .0277 

9 .1346 
* * • » 

1 .0917 
• • • 

Between 

Within 

Total 322.3055 35 

10 .0277 

9 .1346 
* * • » 

1 .0917 
• • • 

TABLE XLIV 

ANALYSIS OF VARIANCE—EMOTIONAL-EXPANSIVENESS 
SCORES ON WORK CRITERION 

Kind of 
Variation 

Sum of 
Squares 

df 
Variance 
Estimate 

F 

Between 

Within 

Total 

. 4444 

653•4444 

1 

34 

.4444 

19 .2189 
.0231 

« • • 

Between 

Within 

Total 653.S8&3 35 

.4444 

19 .2189 
.0231 

« • • 

TABLE XLV 

ANALYSIS OF VARIANCE—SOCIOMETRIC-STATUS 
SCORES ON PLAY CRITERION 

Kind of 
Variation 

Sum of 
Squares df 

Variance 
Estimate F 

Between 

Within 

Total 

.0000 

226.0000 

1 

34 

.0000 

6 .6470 
* • • * 

.0000 

• • * 

Between 

Within 

Total 226.0000 35 

.0000 

6 .6470 
* • • * 

.0000 

• • * 
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TABLE XLVI 

ANALYSIS OF VARIANCE—EMOTIONAL-EXPANSIVENESS 
SCORES ON PLAY CRITERION 

Kind of 
Variation 

Sum of 
Squares df 

Variance 
Estimate F 

Between 

Within 

Total 

12.2500 

• 136.5000 

1 

34 

12.2500 

5.4352 
• • * • 

2.2332 

• * » 

Between 

Within 

Total 193.7500 35 

12.2500 

5.4352 
• • * • 

2.2332 

• * » 

TABLE XLVII 

ANALYSIS OF VARIANCE—GRADE-POINT AVERAGES 

Kind of 
Variation 

Sum of 
Squares 

df Variance 
Estimate 

F 

Between 

Within 

Total 

.0022 

24.2434 

1 

34 

.0022 

.7131 
• • • » 

.0031 • 

* • • 

Between 

Within 

Total 24.2507 35 

.0022 

.7131 
• • • » 

.0031 • 

* • • 

F ratios for sociometric status (work criterion), emo-

tional expansiveness (work criterion), sociometric status 

(play criterion), emotional expansiveness (play criterion), 

and grade-point averages did not reach a significant level. 

The F ratio for self-concept was significant at the .05 level, 

Duncan's New Multiple Range Test was computed•following the 

analysis of variance as- shown in Table XLVIII. 
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TABLE XLVIII 

DUNCAN'S NEW MULTIPLE RANGE TEST ON 
SELF-ESTEEM INVENTORY SCORES 

Rank Group 
Rank 
Ordered 
Means 

Mean 
Differences 

Range 
Products 

P 

Worst Females - .22222 
4.44444 3.76379 .05 

Best Males • 4-22222 

As indicated in Table XLVIII, the boys showed a mean 

gain on the SEI whereas the girls showed a mean loss. The 

mean gain of the boys over the girls is significant in this 

instance at the .05 level. 

In order to be significant at the .05 level (with 34 

degrees of freedom within groups and 1 degree of freedom 

between groups), an F ratio must be at least as high as 4.13. 

The F ratio for self-concept (Table XLII) is 5.6796 which 

is significant at greater than the .05 level. Statistically, 

therefore, only one of the six variables under consideration 

in this hypothesis was significant, and it was in the direc-

tion predicted. On the other five variables, although it 

was hypothesized that the boys would do better than the 

girls, they did not even do as well as the girls on four 

variables, and they tied with the girls on the fifth. As 
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illustrated in Table XXXIX, the boys and girls made equal 

mean gains on sociometric status (play criterion). On the 

other four variables for which it was predicted that the 

boys would show significantly greater gain than the girls, 

i._e.— sociometric status (work criterion), emotional expan-

siveness (work criterion), emotional expansiveness (play 

criterion), and grades--the girls (contrary to prediction) 

showed greater gains than the boys, although these gains 

were not statistically significant. 

In summary, only one of the six variables in Hypothesis 

VI reached the level of statistical significance. It can 

therefore be accepted that the total experimental boys showed 

a significantly greater gain than did the total experimental 

girls on self-concept (as indicated by scores on the Self-

Esteem Inventory), significant at the .05 level. On the 

other five variables, contrary to prediction, the girls 

either tied or made greater gains than did the boys. Hypo-

thesis VI therefore is partially accepted. 

Summary 

The purpose of this chapter was to present and analyze 

the statistical findings of this study. The analyses of the 

results were made utilizing two statistical techniques— 

analysis of variance and Duncan's New Multiple Range Test. 
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The .05 level of significance was- accepted as the basis upon 

which the hypotheses would be accepted, or in the case of 

the one null hypothesis, rejected. 

The thirty-six experimental subjects showed a signifi-

cantly greater gain than did the sixty control subjects, 

only with regard to emotional expansiveness (work criterion) 

(P>.01). On five of the other six variables, the experi-

mental subjects made greater mean gains than did the control 

subjects, but these gains were not statistically significant, 

When the structured aural approach was compared with 

the structured visual approach, there was a significant dif-

ference between them on only one of the seven variables. 

On emotional expansiveness (play criterion), the structured 

aural approach showed a significant gain over the structured 

visual"approach (P> .05). 

When the three different approaches (structured aural, 

structured visual, and unstructured) were compared, no 

statistically significant differences were found between the 

approaches on any of the seven variables. 

In a comparison of the eighteen experimental girls with 

the eighteen experimental boys, it was found that the boys 

showed a significantly greater gain than did the girls with 

regard to self-concept•(P> .05). The girls' gain over the 
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boys, with regard to teacher-rated behavior, approached 

statistical significance. No statistically significant 

results were found on the other five variables between the 

boys and the girls, although the girls made greater gains 

than did the boys on .four of these. 



CHAPTER V 

NON-STATISTICAL FINDINGS 

When dealing with human behavior, rarely will statisti-

cal information tell the whole story. In this chapter 

information will be presented which, although it does not 

lend itself to statistical analysis, will nevertheless com-

plement and.supplement those statistical findings presented 

in Chapter IV. Data from a-post-counseling questionnaire, 

general observations, theoretical observations, and individ-

ual progress reports will comprise the non-statistical 

findings. 

Post-Counseling Questionnaire Data 

Following the final group counseling session for each 

of the six groups, the investigator presented each counselee 

with an open-ended questionnaire designed to tap the subjec-

tive responses of the subjects to the counseling experience. 

No additional verbal instructions were given the counselees, 

other than explaining the three questions if the students 

asked questions. Most of the counselees filled out the forms 

in the presence of the investigator (along with their other 

group members), but some of the students took them home and 
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returned them the following day. There were three questions 

on the questionnaire. They were: (1) How do you feel about 

our group sessions?; (2) Have you changed in any way as a 

result of our group sessions? How?; and (3) If we-were 

going to do it all over~again, would you change anything? 

If so, what would you want to change? After the thirty-six 

forms were collected, the questionnaires were divided into 

the three different approaches and then further divided 

into boys' groups and girls' groups. The results of the 

questionnaire will be presented in that manner. 

Question number one (How do you feel about our group 

sessions?) basically produced four different .responses, all 

of which were positive. There was no negative response from 

any of the thirty-six counselees. Data are categorized in . 

Table XLIX. 

As indicated by the data in Table XLIX, the greatest num-

ber (seventeen) of the counselees viewed the sessions primarily 

as helpful, and most of these students listed a particular 

way in which they had been helpful. Typical responses under 

this category were from a boy (SV): "I think that the group 

sessions have helped me figure out myself," and a boy (SA), 

"I feel that it's helping me with problems and how to handle 

them, and helping me grow in social maturity." The second 



TABLE XLIX 

"POST-COUNSELING QUESTIQNN-AIEERESPONSES 
FROM QUESTION NUMBER ONE 
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"Response F 
. SA 

M • 
SA 

F -
SV 

M : 
SV \ 

F • 
UN 

M 
UN 

Totals 

Sessions"were-helpful: 1 4 
i 
4 4 ! 3 17 

Sessions were _fun: 
' 

2 ; 2 

Sessions were great, 
or "I liked them": 5 2 i 2 2 2 14 

Combination .of 
above responses: 2 1 3 

Total * * 36 

most frequent response to question number one (fourteen re-

plies) was that the sessions were well-liked. Such comments 

ranged from a boy (UN) who said, "I think that they were 

great" to a girl (UN) who said, "I think itTs perfectly mar-

velous. It gives me a chance to express my feelings." 

Although the majority of the replies to question number one 

were in the form of these two categories of responses, four 

of the counselees' responses were simply that the sessions 

had been fun, or a combination of the other responses. Typi-

cal of this category was the reply of a girl (SV) who said, 

"I like them a lot! We really have fun. We learn more about 

ourselves. I really have had fun." 
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Question number two (Have you changed in any way as a 

result of our group sessions? How?) produced a variety of 

answers meaningful to the particular children who expressed 

them. They have been categorized, however, in Table L, into 

nine response patterns and again tallied according to group 

approach and sex. 

As eighty-four responses have been tallied on question 

number two, it is obvious that many of the counselees listed 

more than one way in which they had changed as a result of 

the group sessions. According to the ranks listed in the 

far right column, the most common response (twenty-one re-

plies) was that the counselee had been helped with a specific 

behavioral or social skill or problem. As listed in the 

table, the range of responses in this category included such-

benefits as overcoming shyness, staying out of trouble at 

school, not having bad dreams anymore, being able to control 

the temper more, and getting along better with siblings or 

parents. Some of the children explained in detail the nature 

of their change. One boy (UN), for example, said, "I went 

to a funeral and saw the dead body. I had bad dreams for a 

long time. I mentioned it in one of our sessions and I quit 

having bad dreams." He was referring to a session where 

such fears were discussed and when most of the boys confessed 
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TABLE L 

POST-COUNSELING QUESTIONNAIRE, RESPONSES 
FROM QUESTION NUMBER TWO 

Response F 
SA 

M 
SA 

F 
SV 

M 
SV: 

F 
UN 

M 
UN 

Total Rank 

Learned about myself 
understand myself better • 0 • * 3 2 4 1 10 4 

Learned about others; 
understand others better 2 2 4 5 3 1 17 2 

Helped with a specific 
behavioral/social skill 
or problem. Examples: 
temper, siblings, parents, 
grades, shyness, matu-
rity, specific fears, 
staying out of trouble 
at school, bad dreams, 
teachers, etc. 4 1 4 2 5 . 5 21 1 

Getting along better 
with others or making 
more friends. 1 1 2 2 2 5 13 3 . 

Learned_ that others 
have similar problems 2 * • 2 8 

Gained confidence 1 • * # * 1 1 * * 3 7 

Better able to handle 
my problems 3 3 a * 1 2 • * 9 5 

Can express my feelings 
more freely, honestly 1 1 4 • • 1 1 8 6 

Learned I could help 
others in the group 4 # • • l 1 9 
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to similar discomfiture in the presence of death or dead 

bodies. Another boy (SA) said, "I don't get in trouble as 

much. I go home and talk it over with my parents, and they 

learn something from us." A girl (SA) stated simply, "I 

think I'm more understanding." Another girl (SA) stated, 

"I think about what I- say to people; I am more sure of myself; 

I feel different about a lot of things and about what people 

say. I feel that I am growing up and accepting responsibility 

more . . . " 

The second most common listed benefit or change was that 

the counselee had learned about others and was now able to 

understand others better. One boy (SV) responded, "I under-

stand people and how they feel. I learned how to keep from 

hurting people's feelings." A girl (SA) replied, "I think 

I've changed. I understand people's feelings better, and 

some things aren't as difficult to handle as they used to 

be." Another girl (SV) stated, "Yes, I think I have. In a 

way of really understanding others. Like talking over our 

problems. Group sessions are help (I sic ] in being honest and 

not to worry about anyone telling." 

The third most frequent response pattern was that the 

student felt he had changed in that he was better able to 

get along with others or that he had been assisted in making 
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more friends, Many students commented as part of a longer 

response that they had more friends now than they had when 

the counseling groups began. Following in order of frequency 

of response came learning about self (understanding self 

better), being better able to handle one's own problems, 

being able to express feelings more honestly and freely, 

gaining in self-confidence, learning that others have simi-

lar problems, and learning that one could give as well as 

receive help in a group situation. Three final responses, 

two from girls in the SV group, and one from a boy in the 

unstructured group, were typical in the range of changes 

expressed. The first girl stated, 

I have changed in many ways. I am able to think about 
things before I say them. And I try not to hurt any-
one's feelings as much as I might have before. Also 
this gives me a chance to be honest, and not worry 
about anyone telling. If someone says something to 
me, and they mean it to be helpful, and I take it as 
a criticism, I don't go around trying to get everyone 
to dislike them. 

The other girl stated, 

Yes! I understand myself and other people better. 
I know now how to handle lots of situations. I am 
more honest to people but not in a way that would 
hurt them. I feel so much better after the group 
session talks. 

The boy said, 

Yes. My reputation is a lot better. I don't get into 
trouble as much as I did. I have a lot more friends. 
Everybody likes me'a little better. I get along better 
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with teachers. My grades have changed a little. I 
have changed in social maturity a lot. 

All thirty-six counselees reported changes of some sort. 

There was no child who reported that he had not changed in 

some positive way. 

The final question (If we were going to do it all over 

again, would you change anything? If so, what would you 

want to change?) elicited very similar responses from most 

of the counselees. Almost all of them either responded that 

they would change nothing, or else they commented on the 

length, frequency, or composition of the group sessions. 

The responses are categorized in Table LI. 

TABLE LI 

POST-COUNSELING QUESTIONNAIRE, RESPONSES 
FROM QUESTION NUMBER THREE 

Responses F 
SA 

M 
SA 

F 
SV 

M 
SV 

F 
UN 

M 
UN 

Totals 

Sessions should last 
longer 5 6 « • 4 5 5 25 

We should have more 
sessions 1 4 1 3 5 3 17 

Boys should be included 
too 2 * * • * 4 • 4 • * 6 

Girls should be 
included too * • 2 1 3 
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As is obvious from the data in the above table, the 

majority of the counselees (twenty-five of them) were dis-

satisfied with the forty-five minute length of our group 

sessions. Their suggestions ranged all the way from having 

them one hour long to having them two hours long. Seventeen 

of the thirty-six students wanted the sessions to last for 

longer than twelve weeks. Suggestions here ranged from hav-

ing them "more often than once each week" to having them 

"five days a week all year long" to having them "24 hours a 

day." Typical responses to this question were as follows: 

From a boy (UN): "I would make it longer than forty-five 

minutes. It seemed to pass like a jet. I guess it was 

because we were learning so much and having so much fun. I 

would also make it last all year." From a girl (SA): "The ' 

only thing I'd want to change is the time. I think it needs 

to be longer, because we never got through what we were talk-

ing about." One enthusiastic boy (SV) replied: "I would 

change from 45 minutes to two hours. From September to May. 

Have it five days a week. Twice a day." 

It may also be interesting to note that six of the 

eighteen girls wanted boys to be included in the groups, 

and only three of the eighteen boys would have welcomed 

girls. Although many of the other students did not commit 
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themselves with-respect to this i.s.sne on the questionnaire, 

many students (both sexes) mentioned during the group ses-

sions that :they would not have spak-en so freely had there 

•been members :of "the opposite sex present.. The few who did 

want the sexes mixed, however, appeared to present convinc-

ing arguments. One girl (SA) commented:: "I would mix boys 

and girls of "the same age group and let each other know our 

feelings instead of having the boys and girls feelings sepa-

rate . Then _it would help us understand each other and get 

used to boys, and the boys used to us," A boy from the 

structured aural group responded: "And maybe have a few 

girls to see how they would answer the questions and their 

opinions." 

A few of the students who did not comment on the length 

or .frequency of the sessions, made interesting comments on 

their own growth or participation in the group. One girl 

(SV) responded: "If we started all over I think I would try 

to be a little more honest with the group from the start. . 

Now that it's over I feel I wasn't as honest as I would have 

like to be." 

In summary, information gleaned from the post-counseling 

questionnaire was all positive. The students' subjective 

responses therefore indicate that they believed that their 
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gains as a result of the group counseling experience were 

more than the statistical data would indicate. There appears 

to be little correlation between the students' self testimony 

as revealed in the post-counseling questionnaire and the 

results of the formal- instruments designed to determine 

statistically significant change. Possible explanations for 

this may be that the Behavior Rating Form and the Self-Esteem 

Inventory were not sensitive enough to the different areas 

of change reported by the' students, or that the student's 

self-perceptions were not in accord with the way they were 

being perceived by their teachers and peers. The one item 

of statistical evidence that would correlate -highly with the 

students' self-testimony was the emotional expansiveness 

index of the sociometric test, and this too was a subjective 

response on the part of the students. A possible explanation 

for the lack of correlation in the students' self-testimony 

of their own level of self-understanding and the non-signifi-

cant results of gain on the Self-Esteem Inventory is that 

often a student's more realistic self-appraisal of himself 

gleaned through the counseling experience was negative, and 

therefore would score as a decrease rather than an increase 

on the self-esteem instrument. Question number-nine of the 

Self-Esteem Inventory, for example, is as follows: "There 
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are lots of things about myself I'd change if I could." A 

student who had, prior to counseling, answered this item 

"unlike me" due to a lack of self-understanding may have 

changed his answer during the course of counseling•to "like 

me" because he had really learned more about himself and had 

uncovered areas that he would like to and could do some work 

on. On the post-counseling questionnaire, he would there-

fore state that he had learned more about himself and under-

stood himself better, but- on the SEI he might mark question 

number nine "Like me." To him this would not be contradictory. 

It would, however, cause a lack of correlation between the 

student's self-testimony in an open-ended questionnaire and 

a formal instrument of change such as the Self-Esteem Inven-

tory. 

General Observations 

Perhaps one of the most fruitful-areas of learning 

associated with such a study are the general observations 

made during the course of several months of first-hand ex-

perience with the students. As the sexes were counseled 

separately, a number of observations were made concerning 

the differences in sixth-grade boys and girls. In the early 

sessions, for example, the boys appeared to be more at ease 

and were more verbal than the girls. The boys also appeared 
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to be more honest than the girls regarding their real feel-

ings. The girls were more reticent, more prone to hold back 

or wait to see what the other group members would say first. 

The boys were also more willing to honestly confront each 

other with negatives than were the girls. By the fourth, 

fifth and sixth weeks, the girls were becoming more verbal 

but still not so much as the boys. Level of verbal involve-

ment had about equalized by the last few sessions. Boys 

more frequently voluntarily suggested role playing and par-

ticipated in it more actively. Along with the boys' high 

level of verbal participation went more acting-out behavior, 

more horseplay, more nervous laughter. It was harder for 

the group leader to keep the boys on the topic under discus-

sion. When the boys were on the topic, however, they were 

more intensely involved than were the girls. 

Both sexes appeared to be generally non-defensive and 

quite anxious to participate in a feeling-centered discussion, 

Although all subjects were given the opportunity at the first 

session to withdraw if they chose not to participate, none 

of the thirty-six students expressed any reticence whatsoever. 

The problem associated with .the random selection of the 

thirty-six students appeared not so much to be that the 

students wanted out of the groups but that so many more of 
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them wanted in the groups. Many students approached the 

investigator, the principal, and the three teachers with the 

request that somehow it be arranged for them also to join 

one of the groups. Some of them told participating friends 

that they were mad or jealous because they had not been 

chosen to be in one of the groups. 

About midway through, all subjects began voluntarily to 

express interest in when the sessions would have to end. 

They then began to express concern that we would have to 

stop after only twelve sessions. They also began to complain 

about having to terminate, each session after only forty-five 

minutes. 

Original discussion topics were pre-selected for both 

structured groups, but discussion topics were not decided 

in advance for the unstructured group. Whatever the initial 

topic, however, the girls in all three approaches expressed 

more concern with cliques, hurt feelings, gossiping, and 

jealousies. The boys generally were more concerned with 

aggressive feelings and what to do with them, getting along 

with authority figures, and doing well in the school's com-

petitive games and sports. In the early sessions both sexes 

were extremely concerned with sibling relationships. In 

later sessions both sexes were quite concerned with how to 

be popular with peers of both sexes. 
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A comparison between the pre-selected topics and those 

selected voluntarily by the unstructured groups might be 

revealing. Pre-selected topics for both structured aural 

and structured visual groups included the following: values 

such as cheating and stealing, freedom and responsibility, 

showing off and other acting-out behaviors, social rejection, 

family problems, teacher problems, relationships with au-

thority figures, fears, anger and aggressive feelings, cliques 

and in-crowd pressures, bullies, and hurt feelings. A diary 

of the topics discussed by both male and female unstructured 

groups revealed that their voluntarily selected topics in 

many instances matched closely those pre-selected for the 

structured groups. Specifically, the unstructured girls' 

group discussed in the following order: problems with sib- . 

lings, anger feelings, problems with parents, hurt feelings, 

personality/behavioral likes and dislikes, social rejection, 

gossiping and secret telling, growing up socially, and boy-

girl relationships. The boys discussed, in the following 

order: problems with siblings; anger feelings; problems with 

parents; problems with teachers; popularity with peers (both 

male and female); fighting; death and funerals, and other 

specific fears; bullies; relationships to authority figures 

such as policemen; and personality/behavioral likes and dis-

likes . 



163 

When comparing the voluntarily selected topics with the 

pre-selected topics, it was found that the pre-selected 

topics, concerning specific values (such as cheating and 

stealing) and freedom and responsibility, were the' only 

topics the unstructured groups did not voluntarily choose 

to discuss. The unstructured groups, on the other hand, 

showed a greater tendency to discuss boy-girl relationships, 

and this topic was not one that was pre-selected or built 

into the structured approaches via the audio tapes or pictures. 

The structured groups did, however, compensate for this lack 

in the pre-selected stimuli by voluntarily bringing this area 

into our discussions whenever possible. It would seem, there-

fore, that it may be concluded that the pre-selected topics 

would have been more germane had the boy-girl relationship • 

areas been included for the structured groups. It would also 

appear that sixth-grade students do not voluntarily choose to 

discuss such subjects as cheating and stealing and freedom 

and responsibility unless these topics are specifically pre-

sented to them. 

For the group leader, the biggest problem with both 

sexes was keeping the children from just "swapping stories" 

dealing with subjects external to the group, even though 

such stories were relevant to them personally. Another 
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problem was getting group members.to really listen to each 

other instead of just waiting their- turn to speak next. 

Sometimes a group member of both sexes would openly 

shed tears during the session. At these times the group 

was always supportive both verbally and physically. In the 

girls' groups, other girls would sometimes demonstrate their 

empathy with the member, who was crying by also shedding 

tears. In the boys' groups, other group members would slap 

the boy on .the back or pat him on the knee. This open ex-

pression of emotion was not discouraged by other group 

members and often proved to be therapeutic for the entire 

group as well as for the member who was crying. 

Another interesting observation was that the groups 

appeared to naturally want to follow up on whatever had 

happened during the last session. Without any suggestion 

from the leader, someone in the group would always inquire 

of the member if things were better this week, or how things 

were going. If, for example, the group had focused on a 

boy who was having trouble with a particular teacher, at the 

next session one of the group members would invariably ask 

that boy to tell the group if he had been in any trouble 

during the week. This tendency to keep up with the progress 

of the individual group members was apparent in all six of 
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the groups. Groups also would voluntarily offer their help 

during the week to students in trouble or with problems. 

They would, for example, offer to call a girl on the tele-

phone who was having trouble with her mother, or t'o all get 

together during PE period and choose a certain boy for their 

team who said he felt left out because he was never chosen 

in PE. It was not unusual for group members to exchange 

telephone numbers in the event one of them experiencing a 

particularly difficult problem needed to call any of them 

during the days between our sessions. Sometimes they would 

formulate a plan during the group session to all work to-

gether during the week to help one of the members. One boy 

was losing friends because of some particular actions he was 

performing in class which were obnoxious to his classmates. • 

His group decided to quietly call his attention to what he 

was doing and to remind him to stop each time he started 

doing these things. Perhaps the most therapeutic part of 

this activity was that the group support did not appear to 

stop at the counseling door. Groups became so cohesive that 

whatever was discussed in the session was actually tried 

during the week, and then the degree of progress made was 

reported back to the group the following week. 
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Theoretical Observations 

As the statistical data presented in Chapter IV indi-

cate, very few conclusions can be drawn regarding the 

comparison of the three different approaches to group coun-

seling, _i.e.> the structured aural approach, the structured 

visual approach, and the unstructured approach. With the 

exception of the finding that the structured aural groups 

showed significantly greater gain than did the structured 

visual groups with regard to emotional expansiveness (play 

criterion), no statistically significant conclusions could 

be drawn in comparing the effectiveness of the three ap-

proaches with this sixth-grade population. This finding in 

itself is significant. If none of the three approaches was 

demonstrated to be significantly more effective than the 

other two with regard to any of the seven variables, then 

the conclusion may be tentatively drawn that neither of the 

three approaches is, in and of itself, any more effective 

than the other two. The non-statistical findings germane 

to the theoretical implications of this study would support 

this conclusion. 

As originally stated in Chapter III, the three techniques 

compared in this study fall theoretically on a kind of con-

tinuum in that they differ in the amount of structure involved, 

Although two of them are structured (structured aural and 
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structured visual) and one is not, the two structured ap-

proaches do not involve the same amount of structure. The 

most structured is the aural approach, because every ques-

tion has been pre-formulated and is already there. With 

this technique there -is very little freedom to move spontane-

ously with the group's needs and concerns. With the struc-

tured visual approach, -there is a moderate amount of structure 

involved. In this situation the stimulus is presented to 

the children in the form of a picture or a transparency, but 

the questions are up to the leader who can frame them accord-

ing to the needs of each .individual and each different group. 

Although also structured in that the original direction of 

the discussion is pre-determined, this technique is more 

flexible than the structured aural approach. No structure ' 

was imposed in the unstructured approach, which means that 

the group was in no way externally stimulated toward a pre-

disposed direction regarding choice of topics or areas of 

discussion. It was originally anticipated by the investiga-

tor that the two structured approaches would be less threaten-

ing to the elementary-age students unfamiliar with group 

process because these approaches would provide original 

direction and a structured framework within which the chil-

dren could operate. Both of the structured approaches were 
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designed as kinds of projective techniques in that they 

would allow the children to focus on an external situation 

(either in a picture or in a story), to comment on this ex-

ternal and non-threatening situation, and then finally to 

generalize to themselves—a more threatening, more personal, 

and more unfamiliar experience. 

As the study progressed, it became increasingly clear 

that there were advantages and disadvantages in all three 

techniques.- The unstructured groups had a difficult time 

getting started. Group process was unfamiliar to them, and 

getting personally involved in their own feelings appeared 

to be difficult to accomplish. They seemed to want to par-

ticipate, but did not know what was expected of them. They 

tended to want to focus on a thinking level as opposed to a 

feeling" level. Their conversations typically centered 

around others as opposed to themselves. Often the children 

appeared embarrassed or threatened at being asked to talk 

about themselves and their own feelings. When told they 

could discuss whatever was of concern to them, they suggested 

such things as scores on football games or what television 

programs or movies they had seen. These groups did not 

actually become cohesive, productive groups for a number of 
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weeks during which time they floundered and wasted consider-

able time trying to get the feel of a group counseling 

situation. 

The structured groups, on the other hand, started off 

immediately in the right mood and became feeling-centered in 

the very first sessions. The audio tapes and pictures stim-

ulated them to discuss areas which could be generalized to 

themselves, and these groups became cohesive, productive 

groups much, earlier than the unstructured groups. They 

appeared to enjoy the use of the structured techniques and 

were comfortable with them immediately. There was no initial 

floundering or groping for areas of common concern as was so 

obvious in the unstructured groups. In these structured 

groups the children participated actively from the very firs't 

sessions and appeared to experience very little discomfort or 

embarrassment at discussing feelings or personal experiences. 

As the weeks went by, however, the situation began to 

change. The structured groups seemed to chafe at having to 

continue the use of the techniques which they no longer 

appeared to need. As they became more and more comfortable 

with group process, they began to bring to the group sessions 

problems and concerns of their own. Further, they often 

wanted to continue a discussion begun the previous week and 
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resented having to start all over again on a new topic as 

introduced by a new picture or audio tape. Occasionally one 

would ask why they could not discuss what they wanted to. 

discuss instead of having to talk about the story on the 

tape or the picture or transparency. In order to combat 

what they often considered to be an imposition of topics 

upon them, they would initially consider the picture or 

story and then lead from this into areas of greater concern 

to them. In other words, as the sessions progressed for the 

structured groups, the techniques often appeared to hinder 

rather than facilitate the group interaction. 

With the unstructured groups, the situation was entirely 

different. Although these groups had great difficulty in 

getting started and took considerably longer .to become cohe-

sive, once they did get involved, they usually moved along 

rapidly and without further hindrance. With no initial 

stimulus to pre-determine the direction the session would 

take, the children in these unstructured groups could bring 

to the sessions areas of primary"and unique concern to them. 

These findings seem to suggest that a combination of the 

three approaches would afford the maximum benefits of the 

group process with sixth-grade students. The most highly 

structured technique, the aural approach, would appear to 
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have definite advantages to use first with a group. Because 

of its highly structured nature, the children could immedi-. 

ately understand what was expected of them and would be able 

to enter into the sessions without undue threat or embarrass-

ment. The pre-formulated questions would allow them to first 

consider the feelings of the children described in the story 

and then finally to discuss how they themselves would feel 

if in a similar situation. It would be a comfortable, secure 

situation in which to help children move into a feeling-

centered discussion. This first structured technique would 

lead logically into the use of a second structured technique 

involving less rigid structuring but still utilizing the 

presentation of an initial area or topic for consideration. 

At this point the children would be ready for more involve-

ment and for more freedom to tie in the original stimulus 

to areas of greatest concern and'meaning to themselves. 

Because the questions are not pre-formulated with this 

structured visual approach, the group leader would be able 

to better utilize the questions by making them more relevant 

to the individual members and groups. Another advantage of 

using the structured visual technique second would be that 

this approach is not so time consuming. It takes much less 

time to present a picture and discuss it than it does to 
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present the audio-taped story with its numerous pre-taped 

questions. The group would at this point be more on its own 

with regard to the direction the group discussions would-

take. At the same time they would be more comfortable with 

the process and better able to take more responsibility in 

determining the direction the sessions would take. As soon 

as the group was able to function cohesively and to take 

complete responsibility for bringing to the group areas of 

common concern, the structured techniques could be discon-

tinued. It would be anticipated that by this point the group 

members would have learned to share without dominating and 

to pursue a topic thoroughly instead of jumping from one 

thing to another without ever really becoming involved. The 

use of the structured techniques appeared to-help the groups 

in gaining these proficiencies merely by repetition in pro-

gressively considering an area of concern and by making 

provision for all the children to participate. With the 

utilization of the unstructured approach at this point, the 

disadvantages of using this as a beginning technique would 

be overcome, and all the advantages would be operative. 

The children would not be tied to areas of discussion they 

would not have voluntarily chosen, and they would be free 

to continue discussions from week to week without the 
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imposition of new topics before the old ones had been thor-

oughly handled. When a group was meeting over a long period 

of time, it would be conceivable that from time to time the 

group itself would voluntarily suggest that since no one had 

anything particular to talk about, they would again enjoy 

having a story or a picture to begin their discussions. This 

would then be possible and beneficial but would be utilized 

only if and when suggested by the group members. The struc-

tured approaches would then merely become additional stimulants 

by making available to the groups new and interesting areas 

of consideration to keep them dynamically involved. 

The main values of the two structured approaches seem 

to be in their ability to get a group started or restarted 

and in getting children acclimated to the group process. 

Participants in these approaches appear to gain confidence, 

to learn how to share feelings, and to learn how to produc-

tively pursue an area without getting off the subject. They 

appear to learn how to keep the discussion within the group 

and in the here-and-now instead of discussing things outside 

the group and with little relevance to the group's immediate 

needs and involvement. The main disadvantage appears to be 

that once these proficiencies have been learned and the group 

is comfortable together, the imposition of new subjects each 
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week hinders rather than helps. It often breaks the conti-

nuity of the discussions from week to week. 

The main advantage of the unstructured technique is'its 

freedom. In this approach the children are able to select 

areas of deepest concern and relevancy to them at the moment. 

The main disadvantage is that when such an approach is used 

originally, much time is lost while the group flounders in 

search of what it is they are about, the children go through 

a period of initial threat and embarrassment, and it is con-

ceivable that they may never really understand how to be a 

feeling-centered group. 

The two structured techniques appear to have great value 

as devices to stimulate, to motivate, to teach, and to make 

children comfortable in the group process. The unstructured 

approach seems to be a natural follow-up to these two struc-

tured approaches and affords a group a chance to establish 

its own speed, direction, and personality. Used in this way, 

the three approaches appear to be compatible as opposed to 

competitive. At their optimal use, they are extremely 

flexible—used when necessary or desirable and discontinued 

when unnecessary or undesirable. Using them in any other 

way would appear at this point to be technique-centered 

rather than client-centered or group-centered. 
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In addition to observations regarding the use of the 

three different approaches, another theoretical area was 

involved in the design of this study. The question of group 

composition, frequently alluded to in the literature and 

published research, became quite paramount as the study pro-

gressed. As the children were randomly selected, so were the 

groups randomly composed. No attempt was made to see that 

the groups were balanced with regard to any criterion. Group 

composition, however, appeared to be an extremely important 

variable and one that was not controlled for in this study. 

To begin with, there was great commonality in each group of 

six just because they shared a .common school, a common chrono-

logical age, and a common sex. No additional commonality 

seemed necessary, giving strength to the developmental posi-

tion which takes the stance that group counseling is for all 

children and not just for deviates with a common problem. 

There did not seem to be any bad effects- by having children 

in each group with different kinds of needs or problems. 

Quite to the contrary, this appeared to be the strength as 

opposed to the weakness of the groups. In every group, 

simply by the process of randomization, were children who 

were psychologically mature and some who were psychologically 

immature; children who were rated high sociometrically, and 
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children who were near isolates or rejectees; children who 

were academically strong and those whose grades were consider-

ably below average; those whose self-esteem scores were • 

nearly at the maximum score on the SEI and those who ranked 

very low; children who were behavior problems in the class-

room and some whom their teachers considered to be- models of 

good behavior; those who were verbal and out-going and those 

who were shy and withdrawn. 

Although all groups were thus randomly composed of chil-

dren with varying degrees of all the relevant variables, some 

of the groups were nevertheless of stronger composition than 

others. These stronger groups were those which were more 

evenly balanced with respect to personalities, strengths, and 

needs. In these groups there was always at least one child 

who could serve as a model for others who had needs in a 

particular area. When a group was discussing popularity with 

peers, for example, those children who were popular were 

anxious to share with their fellow group members the things 

that they did and did not do that made them more acceptable 

to their peers. If the issue were getting along with teach-

ers, there was always at least one child who could tell how 

he got along with his teacher and suggest ways that the child 

with the problem could improve. The times when the group 
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was most unable to make progress appeared to be those times 

when no child in the group felt proficient or strong in the. 

particular area under consideration. It was also this pe-

culiar balance of personalities, strengths, and needs that 

enabled group members to grow in their ability to empathize 

and understand those who were different from themselves. 

On occasions growth came merely when a socially rejected 

child described to non-rejected children how it felt to be 

isolated from his peers. In some of these situations it is 

probable that because children with similar degrees of pop-

ularity seem to belong to the same clique, they would never 

have had an opportunity to see things from an isolate's 

point of view. The children appeared to gain the ability 

to communicate with other children they would never, in an 

ordinary social type of communication, get to know or under-

stand. It was also helpful for children who were unsuccessful 

in certain areas to learn that children who were successful 

also had problems. Stereotyped categories seemed to break 

down in these confrontations, and the children began to 

realize that people were human in spite of some fairly 

obvious differences in ability. 

Although on the post-counseling questionnaire, only two 

of the thirty-six experimental subjects reported that a 
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benefit of the group counseling sessions was that they had 

learned they could give as well as receive help from others, 

it was apparent that this was a distinct value of the group 

process. Children appeared to delight in being able to 

alternatively give as well as receive help. Because of the 

balance of strengths and weaknesses in each group, almost 

all of the children at one time were able to take a supportive 

role in helping another child. Children at this age so fre-

quently are in the dependent position of always receiving 

help from the significant others in their lives, and this 

experience of being really significant to others who needed 

them was quite therapeutic. 

Individual Progress Reports 

In a group counseling study of this nature, statistical 

data are compiled for each group and then compared on a group 

basis. Although indicative of the overall gain of the group, 

this type of treatment sometimes serves to cover up unusual 

progress made by individual children. Additionally, because 

the groups in this study were randomly compiled, many of the 

subjects were originally quite high in several or all of the 

seven variables measured. As a result of this factor, when 

mean gain was determined for the group as a whole, the com-

paratively small gain made by children who had originally 
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scored high on a variable sometimes only served to neutralize 

or obscure quite extreme gains made by those children who 

had originally scored low on the variable. It is the purpose 

of this section of the paper to indicate certain cases of 

unusual gain by children on one particular variable or of 

across-the-board gain by children on a number of the variables. 

Seven different variables were investigated in this 

study: self-concept, teacher-rated behavior, grades, socio-

metric status (work criterion), emotional expansiveness 

(work criterion), sociometric status (play criterion), and 

emotional expansiveness (play criterion). Children therefore 

could have shown either a gain, a loss, or done equally well 

on any or all of the seven variables. In a tally cf how 

many of the thirty-six subjects actually did. show a gain on 

these variables, the results are as follows: Two children 

showed a gain on all seven variables; four children showed a 

gain on six of the seven variables; five children showed a 

gain on five of the seven variables; ten children showed a 

gain on four of the seven variables; eight children showed 

a gain on three of the seven variables; five children showed 

a gain on two of the seven variables; and two children showed 

a gain on only one variable. There was no child in the study 

who did not show a gain on at least one of the seven variables. 
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The modal number of variables in which there was measurable 

gain was four, as the largest number of children (ten) 

showed a gain on four of the seven variables. The average 

number of variables on which gain was indicated was also 

just slightly less than four—3.85. 

Of the two children who showed a gain on all seven 

variables, one was a girl in the structured visual group, 

and one was a girl in the unstructured group. The girl in 

the structured visual group increased twelve points alone 

on the Behavior Rating Form, the form to measure teacher-

rated behavior, and this was the second greatest gain on 

this instrument of all ninety-six subjects. Three of the 

four children who showed an increase on six of the seven 

variables were boys—two from the structured' aural group 

and one from the unstructured group. The other was a girl 

from the structured visual group. Of these four, the girl 

(SV) and one boy (UN) did equally well on the seventh vari-

able, meaning that although they showed an increase on only 

six of the seven variables, neither did they show a loss on 

the seventh variable. The boy (UN) showed a twelve-point 

gain on emotional expansiveness (work criterion), the second 

largest gain on this variable of all ninety-six students. 

The two boys in the structured aural group were extremely 
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interesting in that they both made very great gains on the 

Self-Esteem Inventory, but both made their only losses on 

the form for teacher-rated behavior, indicating a contradic-

tion between the way they saw themselves and were seen by 

their peers, and the way they were perceived by their teach-

ers. In one case there was an eighteen-point gain in self-

esteem (the second largest gain of all ninety-six subjects), 

and this was contrasted to (the subject's only loss) a two-

point loss on the Behavior Rating Form. This child also 

made the greatest increase of all ninety-six subjects on 

sociometric status (play criterion)—eight points. In the 

other case, the contrast between the child's self-reported 

self-esteem and his teacher's report of his behavior was 

even more contradictory. The boy made a twelve-point gain 

in self-esteem and a ten-point loss in teacher-rated behavior, 

It would appear in these two cases, as in many others, that 

the teachers did not necessarily agree with the way the 

children saw themselves and were perceived by their peers. 

Five children made positive gains in five of the seven 

variables measured. Of these five, two made no losses at 

all, indicating that although they increased on only five of 

the seven variables, they stayed the same on the remaining 

two variables. Of these five children, one was a girl in the 
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structured aural group, one was a boy in the structured 

visual group, and the other three were all girls in the un-

structured group. 

Of those children who showed increases on four of the 

seven variables, five made such large gains on individual 

variables that they are worthy of special mention. One girl 

in the structured aural group gained eight points on the 

sociometric status variable (work criterion), the largest 

gain made on this variable of all ninety-six students. A 

boy in the structured visual group gained seven points on 

sociometric status (work criterion), the second largest gain 

made on this variable of all ninety-six subjects, and eight 

points on emotional expansiveness (work criterion). A girl 

in the structured visual group gained seven points on emo-

tional expansiveness (work criterion). A girl in the un-

structured group made an amazing .twenty-point gain on 

emotional expansiveness (work criterion), the largest gain 

on this variable of all ninety-six subjects. The final child 

worthy of mention in this group was a boy in the structured 

visual group. He made a twenty-point gain on the Self-Esteem 

Inventory, the greatest gain on that instrument of all ninety-

six subjects. This gain, interestingly enough, was matched 

by a four-point loss in teacher-rated behavior. His only 
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other loss was a two-point loss on sociometric status (play-

criterion), and on the seventh variable he did equally well 

on the pre- and post-test scores. 

Eight students made gains on three of the seven variables. 

One of these, a boy in the unstructured group, made a thirteen-

point gain on the Self-Esteem Inventory, while at the same 

time making slight losses on teacher-rated behavior, grades, 

and sociometric status (work criterion). 

When the seven variables are compared with regard to 

gains made by all ninety-six students, the following results 

were found. On the Self-Esteem Inventory, the two highest 

gains were made by experimental subjects. The highest (twenty 

points) was made by a boy in the structured visual group, and 

the next highest (eighteen points) was made by a boy in the 

structured aural group. On the Behavior Rating Form the great-

est gain (thirteen points) was made by a control subject, and 

the second greatest gain (twelve points) was made by an ex-

perimental girl in the structured visual group. Both of the 

greatest gains on grade-point averages were made by experi-

mental subjects—the highest (2.572) by a boy in the structured 

aural group and the next highest (2.571) by a boy in the 

structured visual group. With regard to sociometric status 

(work criterion), a girl in the structured aural group made 
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the greatest gain (eight points), and a boy in the structured 

visual group made the next greatest gain (seven points). The 

top gains in emotional expansiveness (work criterion) were 

also made by experimental subjects. The greatest gain (twenty 

points) was made by a girl in the unstructured group, and the 

next largest (twelve points) was made by a boy in the unstruc-

tured group. On sociometric status (play criterion), a boy 

in the structured aural group made the greatest gain (eight 

points). Two control subjects, each making gains of six 

points, tied for second place. On emotional expansiveness 

(play criterion), both students making the greatest gains were 

in the control group, and each made gains of six points. Thus, 

with the exception of emotional expansiveness (play criterion), 

individual experimental subjects made the greatest or second 

greatest gains of all ninety-six subjects on the variables 

being measured. It is interesting that although (as the data 

in Chapter IV indicate) the control subjects made greater 

gains than did the experimental subjects on only one of the 

seven variables (grades), even on that variable the two single 

greatest gains were made by experimental subjects. On emo-

tional expansiveness (play criterion), the only variable on 

which the greatest individual gains were made by control sub-

jects, the experimental subjects overall made greater gains 

than the control subjects made. (See Table XX in Chapter IV.) 



CHAPTER VI 

SUMMARY, RESULTS, INTERPRETATION, 

AND RECOMMENDATIONS 

Summary 

This study was conducted to compare three different 

group counseling techniques with sixth-grade students. The 

purposes of the study were (1) to ascertain and compare the 

effect on self-concept, sociometric status (work criterion), 

emotional expansiveness (work criterion), sociometric status 

(play criterion), emotional expansiveness (play criterion), 

teacher-rated behavior, and grades of three group counseling 

techniques (a structured aural.stimulus approach, a structured 

visual stimulus approach, and an unstructured approach) upon 

sixth graders; (2) to compare the subjects involved in these 

three types of group counseling sessions with subjects in a 

control group; (3) to compare the differences in effects of 

the three techniques separately upon girls and upon boys; 

and (4) to analyze the implications of these findings for 

elementary school counselors and teachers. 

135 
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The following hypotheses were tested: 

I. The three experimental groups combined will show 

significantly greater gain than the control group with regard 

to self-concept (as indicated by scores on the Self-Esteem 

Inventory); sociometric status (work criterion); emotional 

expansiveness (work criterion); sociometric status (play 

criterion); emotional expansiveness (play criterion); teacher-

rated behavior (as indicated by scores on the Behavior Rating 

Form); and grades. 

II. There will be no significant differences between 

the two structured group approaches with regard to self-

concept (as indicated by scores on the Self-Esteem Inventory); 

sociometric status (work criterion); emotional expansiveness 

(work criterion); sociometric status (play criterion); emo-

tional expansiveness (play criterion); teacher-rated behavior 

(as indicated by scores on the Behavior Rating Form); and 

grades. 

III. Each of the two groups receiving the structured 

approaches will show significantly greater gain than the 

group receiving the unstructured approach with regard to 

sociometric status (work criterion); emotional expansiveness 

(work criterion); sociometric status (play criterion); 

emotional expansiveness (play criterion); and teacher-rated 

behavior (as indicated by scores on the Behavior Rating Form). 
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IV. The group receiving the unstructured approach will 

show significantly greater gain than either of the two groups 

receiving the structured approaches with regard to self--

concept (as indicated by scores on the Self-Esteem Inventory), 

and grades. 

V. The total girls in all three experimental groups 

will show significantly greater gain than the total boys in 

all three experimental groups with regard to teacher-rated 

behavior (as indicated by scores on the Behavior Rating Form). 

VI. The total boys in all three experimental groups 

will show significantly greater gain than the total girls in 

all three experimental groups with regard to self-concept 

(as indicated by scores on the Self-Esteem Inventory); socio-

metric status (work criterion); emotional expansiveness 

(work criterion); sociometric status (play criterion); emo-

tional expansiveness (play criterion); and grades. 

The entire sixth-grade of an elementary school in Denton, 

Texas, comprised the population for the study. Of the ninety-

six students enrolled, thirty-six were randomly selected to 

be experimental subjects, and the other sixty acted as control 

subjects. The thirty-six experimental subjects were randomly 

assigned to the three different group counseling approaches 

and then further divided according to sex. There were six 
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different groups in the study:' a boys' structured aural 

group, a girls' structured aural group, a boys' structured 

visual group, a girls' structured visual group, a boys' un-

structured group, and a girls' unstructured group. Each 

group included six students. 

Prior to counseling, all students were administered 

Coopersraith's Self-Esteem Inventory and a sociometric test 

designed to tap both sociometric status and emotional expan-

siveness. The three sixth-grade teachers completed Cooper-

smith's Behavior Rating Form on each of the students in her 

room. Grades for seven different subject areas were also 

recorded from the first six-weeks report cards. 

Twelve group counseling sessions were held for each of 

the six groups, one group counseling session being held each 

week over a three-and-one-half month period. Each group 

counseling session lasted for forty-five minutes. Subjects 

in the structured aural groups listened to audio tapes and 

responded to pre-formulated questions on the tapes. Subjects 

in the structured visual groups viewed pictures or trans-

parencies and were asked relevant questions regarding the 

situations presented in the visual stimuli. Subjects in the 

unstructured groups were given no initial stimulus to pre-

determine the direction their discussions would take. 
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Following the counseling, all subjects were readminis-

tered the Self-Esteem Inventory and the sociometric test. 

Teachers again completed the Behavior Rating Form on each 

student, and grades were recorded from the third six-weeks 

report cards. All instruments were hand-scored by the invest-

igator, and data were submitted to the Data Processing Center, 

North Texas State University, for statistical computation. 

A simple analysis of variance was used to test the signifi-

cance of gain (from pre-test to post-test) between the four 

groups (structured aural, structured visual, unstructured, 

and control) and between boys and girls on all seven vari-

ables. When significant F ratios were found, the Duncan's 

New Multiple Range Test was used to determine the location 

of the significant differences. Significance of the differ-

ence between gains in means for the various groups were tested 

at the .05 level. 

Results 

The statistical analysis of the data revealed the fol-

lowing: Hypothesis I was partially accepted. The combined 

groups of experimental subjects made greater mean gains than 

the control subjects on all of the seven variables except 

one (grades), but in only one of these six cases—emotional 
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expansiveness (work criterion)—was this gain statistically 

significant (greater than .01). 

Hypothesis II, cast in the form of the null, was par-

tially rejected. There^ was a significant difference on only 

one of the seven variables—emotional expansiveness (play 

criterion)—and-that difference was in favor of the struc-

tured aural approach over the structured visual approach and 

was significant at greater than the .05 level. 

Hypotheses III and IV were both rejected. When compar-

ing the two structured approaches (structured aural and 

structured visual) with the unstructured approach, no sta-

tistically significant differences were found on any of the 

seven variables. 

Hypothesis V predicted that the total experimental girls 

would show significantly greater gain than the total experi-

mental boys on teacher-rated behavior. The data confirmed 

that the girls did gain more than the boys, and this differ-

ence approached, but did not quite reach, statistical sig-

nificance. Hypothesis V was therefore rejected, but with 

caution. 

Hypothesis 71 was partially accepted. One of the six 

variables—self-concept (as indicated by scores on the Self-

Esteem Inventory) reached the level of statistical 
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significance (P = greater than .05). It was therefore 

accepted that the total experimental boys showed a signifi-

cantly greater gain than the total experimental girls on 

self-concept. 

Interpretation and Conclusions 

Although the statistical data regarding Hypothesis I 

would indicate that only in the area of emotional expansive-

ness (work criterion) did the experimental subjects show 

significantly greater mean gains than the control subjects,, 

information gleaned from the post-counseling questionnaire 

appear to indicate that the experimental subjects themselves 

felt that they had made important gains in all areas. Their 

responses on this questionnaire indicated that they felt 

they had made particular progress in the areas of behavioral/ 

social skills, better understanding of self and others, and 

in making more friends. These subjective responses on the 

part of the counselees do not show the correlation they 

appear to indicate with their objective scores on the Behavior 

Rating Form (designed to tap certain of the behavioral/social 

skills), the Self-Esteem Inventory (designed to measure in-

creased self-understanding and self-acceptance), and socio-

metric status scores (designed to measure the degree to 

which the counselees were accepted by their peers). Several 
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factors could account for these discrepancies. With regard 

to the SEI and the BRF, these two formal instruments may not 

be measuring the particular areas of growth the children were 

reporting. It might also be that the children were testifying 

to changes that they-felt or hoped they were accomplishing 

but which in reality were being overstated on their parts. 

It might also be that, .as explained in Chapter V, the Self-

Esteem Inventory was in some cases penalizing gains in 

self-understanding when these gains were negative ones. In 

such a situation, the children might actually have reached 

a higher level of self-understanding and were on post-test 

data answering the SEI more honestly than they had on the 

pre-test marking. With regard to the Behavior Rating Form, 

it is possible that three-and-one-half months was not suf- • 

ficient time for the teachers involved to change the mental 

set they had formulated regarding the students who had pre-

viously exhibited undesirable or self-effacing behavior 

patterns. Sociometric status was also a puzzling variable. 

Although seventeen of the experimental children (on the post-

counseling questionnaire) reported better understanding of 

others and thirteen of them reported making more friends, 

the sociometric testing failed to reveal statistically sig-

nificant gains for them in this area. This may be due to 
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the fact that children's reputations, once arrived at, are 

relatively stable and resistant to change even in the face 

of fairly obvious behavioral/social improvements. In the 

one instance of measured subjective responses (emotional 

expansiveness), the students' own testimony as to their gains 

was substantiated by the statistical data. 

It is also important to note here that, as reported in 

Chapter V, statistical data were compiled .for groups and 

compared on a group basis. Since group composition was on 

a random basis, many of the students scored high on pre-

testing and therefore were not in a position to make very 

large mean gains as a result of the counseling experience. 

Because of their relatively small gains, the sizable gains 

made by the more deviant children included in the groups, 

were neutralized or totally nullified. Many of the thirty-

six experimental subjects made the greatest single gains on 

individual variables of all ninety-six subjects in the study. 

As reported in the individual progress reports in Chap-

ter V, the two greatest individual gains made on the Self-

Esteem Inventory, the second greatest gain made on the 

Behavior Rating Form, the two greatest gains made on grade-

point averages, the two greatest gains made on sociometric 

status (work criterion), the two greatest gains made on 
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emotional expansiveness (work criterion), and the greatest 

gain made on sociometric status (play criterion) were all 

made by experimental subjects. These results seem to indicate 

that those students who were valuable to the group' composition 

because of their strengths in these areas (as measured on 

pre-testing) nevertheless served to statistically nullify, 

in many instances, quit.e sizable gains made by those students 

who most needed to make the gains. 

From a theoretical vantage point, another factor appears 

to be important when discussing the statistical interpreta-

tions of the study. If one is working from a milieu model, 

the improvement of the few would hopefully generalize and 

benefit the whole. Group counseling should not only benefit 

those who are participants in it, but if these children are • 

genuinely becoming more healthy mentally, emotionally, and 

socially, then these gains should have carry-over value to 

other children in the school population with whom they are 

in contact. The goal of group work should be to improve the 

health of the whole school community—not just those partici-

pants directly involved. The control group for this study 

may, therefore, have been positively affected by their contact 

with the experimental group. Statistical treatment does not 

allow for this possibility. As the mean gains of the 
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experimental subjects are compared to the mean gains of the 

control subjects, the statistical significance gained from 

the whole study is impaired if indeed the control subjects 

do vicariously benefit from the group counseling experiment. 

As was pointed out in the general observations section 

of Chapter V, the effects of the group counseling did not 

appear to end at the do.or to the counseling room. Many of 

the children actively made and carried out plans to incorpo-

rate what they were gaining from their group counseling 

sessions into their relationships with all of their class-

mates, not just the thirty-six subjects involved in the 

counseling. If this is true, then it may be•postulated that 

some of the gains made by the control subjects were at least 

enhanced (if not actually provoked) by the gains made by 

their peers who were participating in the group counseling 

sessions. Although this phenomenon would work against a 

statistically significant gain in favor of the experimental 

subjects, it would appear that in the long run it would be 

healthier for all concerned. 

With the exception of the statistically significant gain 

of the structured aural group over the structured visual group 

on the one variable of emotional expansiveness (play criterion), 

statistical results were highly inconclusive regarding the 
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efficiency of any one of the three group-counseling approaches 

over the other two being compared in this study. This con-

clusion in itself is a valuable one since the non-statistical 

findings appear to indicate that the three approaches are 

compatible when used "in a particular order as opposed to 

being competitive. As the non-statistical data indicated, 

the structured aural approach appears to have great potential 

when used as a first technique with a group counseling situa-

tion. The technique employing the moderate amount of structure, 

the structured visual approach, appears to have value as a 

follow-up to the structured aural approach and as a logical 

precursor to the unstructured approach. The 'unstructured 

approach appears to operate at its maximum level of effec-

tiveness when the group has been sufficiently prepared for 

it by the use of the more structured approaches. 

The final learning associated with this study has to do 

with the differential gains made by the boys and by the girls. 

It was found that boys, as predicted, made significantly 

greater mean gains than girls with regard to self-esteem as 

a result of group counseling. Although the girls did make 

greater mean gains than the boys on teacher-rated behavior 

(as was predicted), this finding just missed reaching the 

point of statistical significance. The other five variables 
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were inconclusive regarding differential gains between the 

sexes as a result of group counseling. 

The implications of the findings of this study for ele-

mentary counselors would be that the use of all three group 

counseling approaches have value with sixth-grade students. 

Particularly if the approaches were used in the suggested 

sequence and used flexibly, positive gains could be logically 

expected in the areas that have been pointed out in the sta-

tistical and non-statistical data. Although the boys and 

girls, if grouped separately, might not make equal gains in 

the same areas, it would appear that both sexes benefit from 

the three group counseling approaches—boys particularly in 

the area of increased self-esteem and girls particularly in 

the area of teacher-rated behavior. 

The implications for the use of the three techniques by 

the elementary classroom teacher are more complex, as this 

study was not specifically designed to measure changes with 

the three approaches in classroom group guidance. The find-

ings nevertheless appear to have implications for use of the 

approaches by teachers in their own classrooms. The assump-

tion is made here that elementary counselors would have some 

training in the use of group process. Should this be the 

case, the elementary counselor would be free to use the three 
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approaches with a greater degree of flexibility due to her 

own competencies. She would also be better able to handle 

the unstructured approach when the children were ready for 

it. The assumption is also made that many, if not most, of 

the elementary school teachers have not had training or ex-

perience in group process. This being the case, the teacher 

herself would approach the group guidance situation with 

some uneasiness. Because of this, the two structured ap-

proaches appear to have even greater relevancy to the needs 

of the elementary teacher than to the elementary counselor. 

Of the three approaches, the unstructured approach is 

the most difficult to handle. The structured aural approach 

is the easiest to use and the structured visual approach the 

next easiest. Both structured approaches would seem to be 

ideally suited for use by a group leader (teacher or counse-

lor) who was either unfamiliar, untrained, or uncomfortable 

in working with groups of sixth graders.- In addition to 

acting as an aid to children who are unfamiliar with group 

process, the two structured techniques would serve equally 

well as an aid to a group leader unfamiliar with group process. 

Whereas the elementary counselor, already comfortable with 

group process, might want to move from the structured aural 

to the structured visual to the unstructured approach as the 



199 

needs of the children dictated, the elementary teacher work-

ing with larger numbers of children and less familiar with . 

the process, might want to exclusively use one or both of 

the structured approaches. In such cases it is possible that 

these two approaches could be used on a rotating basis so as 

to provide variety for the children, or else as with the 

elementary school counselor, the teacher might find it more 

effective to begin with the structured aural approach and 

then eventually move to the structured visual approach. 

Recommendations 

On the basis of the findings of this study, the follow-

ing recommendations are made: 

1. That further research in this area extend the length 

of the experimental period to determine whether extending 

group counseling for more than twelve sessions would result 

in stronger gains in the variables under consideration. 

2. That further research in this area extend the length 

of time involved in the individual group counseling sessions 

from forty-five minutes to one hour (as suggested by a 

majority of the counselees) to determine whether an increase 

in time spent in individual sessions would result in stronger 

gains in the variables under consideration. 
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3. That further research'in this area attempt to utilize 

boys' counseling groups, girls' counseling groups, and groups 

composed of both boys and girls together to determine whether 

integrating the sexes might result in stronger gains in the 

variables under consideration than by segregating the sexes-

as was done in the present study. 

4. That further research continue to include a random 

selection of all children in the school population, but that 

testing for measurable gain on the variables under considera-

tion be confined only to those children who score beneath a 

specified cut-off point on the individual variables. The 

inclusion of the children scoring high on the variables 

appears to be necessary for the growth of the deviant chil-

dren, but appears statistically to reduce the possibility of 

attaining significant results. 

5. That further research investigate the possibility of 

considering gain on the part of the control subjects to be 

healthy and desirable as opposed to making their gains com-

petitive with gains made by children actually engaged in the 

group counseling situation. Designs which would use children 

as their own controls as opposed to designs using separate 

control subjects in the same school would appear to be a 

possible alternative to this situation. It might also be 
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advisable to consider the possibility of using control sub-

jects from a different school. 

6. That further research investigate the use of alter-

native instruments to measure the variables of self-concept 

or self-esteem and teacher-rated behavior on the possible 

assumption that the instruments utilized in the present study-

may not have been sufficiently sensitive to the positive 

changes actually reported by the counseled subjects. 

7. That further research in the area, investigate the 

comparison of the three individual group techniques utilized 

in this study with an approach composed of all three techni-

ques used in the progressive manner suggested. In other 

words, it is recommended that further research be designed 

where the structured aural approach alone, the structured 

visual approach alone, the unstructured approach alone, and 

a combination of the three approaches., (using structured 

aural first,, structured visual second., and: unstructured 

third) be compared. 

That further research in the - area.: involve the use 

of the three individual approaches investigated in the present 

study r or the three individual approaches.: along with a com-

bination of the three, approaches, or. just the two structured 
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approaches in teacher-led classroom group guidance as opposed 

to counselor-led group counseling. 

9. That further research in the area be done using' 

elementary students in grades kindergarten through five in 

the hope of ascertaining whether the findings of the present 

study would be applicable to elementary children in other 

grades. 

10. That further research in the area of elementary 

counseling (group or individual) consider the inclusion of 

the variable of emotional expansiveness in addition to that 

of sociometric status as an index of sociometric improvement. 

Because emotional expansiveness appears to bear some theoreti-

cal kinship to self-concept, and because this variable was 

found to be significant in several instances'in the present 

study, its inclusion in other studies attempting to measure 

the value of counseling should prove to be a valuable addition. 

11. That further research in the area speak more to the 

issue of group process than to quantifiable behavioral 

outcomes. 

12. That group counseling be used more extensively in 

the elementary school, and that all three techniques investi-

gated in this study (the structured aural approach, the 

structured visual approach, and the unstructured approach) 

be utilized in such group counseling experiences. 



APPENDIX A 

SELF-ESTEEM INVENTORY 



Name • ASe , S e x M F , 
Last First Middle • (Circle One) 

Teacher's name ' ' . Date_ 
month day year 

Please mark each statement in the following way: 

If the statement describes how you usually feel, put a 
check in the column, "Like Me." 

If the statement does not describe how you usually feel, 
put a check in the column, "Unlike Me." 

There are no right or wrong answers. 

1. I spend a lot of time daydreaming. 

2. I'm pretty sure of myself. 

3. I often wish I were someone else. 

4. I'm easy to like. 

5. My parents and I have a lot of fun 
together. 

6. I never worry about anything. 

7. I find it very hard to talk in front 
of the class. 

I wish I were younger. 

9. There are lots of things about myself 
I'd change if I could. 

10. I can make up my mind without too 
much trouble. 

11. I'm a lot of fun to be with.. 

12. I' get upset easily at home. 

13. I always do the right things. 

14. I'm proud of my school work. 

15. Someone always has to tell me what 
to do. 

Like Me Unlike Me 
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16. It takes me a long time to get used 
to anything new. 

17. I'm often sorry for the things I do. 

IS. I'm popular with kids my own age. 

19. My parents usually consider my 
feelings. 

20. I'm never unhappy. 

21. I'm doing the best work that I can. 

22. I give in very easily. 

23. I can usually take care of myself. 

24. I'm pretty happy. 

25. I would rather play with children 
younger than me. 

26. My parents expect too much of me. 

27. I like everyone I know. 

2S. I like to be called on in class. 

29. I understand myself. 

30. It's pretty tough to be me. 

31. Things are all mixed up in my life. 

32. Kids usually follow my ideas,. 

33. No one pays much attention to me at 
home. 

34. I never get scolded. 

35. I'm not doing as well in school as 
I'd like to. 

36. I can make up my mind and stick to it. 

Like Me Unlike Me 
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Like Me Unlike Me 
37. I really don't like being a boy. 
37. 1 really don't like being a girl. 

3$. I have a low opinion of myself. 

39. I don't like to be with other people. 

40. There are many times when I'd like 
to leave home. 

41. I'm never shy. 

42. I often feel upset in school. 

43. I often feel ashamed of myself. 

44. I'm not as nice looking as most people. 

45. If I have something to say, I usually 
say it. 

46. Kids pick on me very often.. 

47. My parents understand me. 

4$. I always tell the truth. 

49. My teacher makes me feel I'm not 
good enough. 

50. I don't care what happens to me. 

51. I'm a failure. 

52. I get upset easily when ITm^scolded. 

53. Most people are better liked than I am, 

54. I usually feel as if my parents are 
pushing me. 

55. I always know what to say to people. 

56. I often get discouraged in school. 

57. Things usually don't bother me. 

58. I can't be denenHoH 



APPENDIX B 

BEHAVIOR-RATING FORM 



Teacher Rating Scale 

Child's Name Child's Sex M F 
Last First Middle (Circle One) 

Teacher's Name Date 
Month day year 

1. Does this child adapt easily to new situations, feel com-
fortable in new settings, enter easily into new activities? 

always usually sometimes seldom never 

2. Does this child hesitate to express his opinions, as evi-
denced by extreme caution, failure to contribute, or a 
subdued manner in speaking situations? 

always usually sometimes _ seldom never 

3. Does this child become upset by failures or other strong 
stresses as evidenced by such behaviors as pouting, whin-
ing , or withdrawing? 

always usually sometimes seldom never 

4. How often is this child chosen for activities by his class-
mates? Is his companionship sought for and valued? 

always usually sometimes seldom never 

5. Does this child become alarmed or frightened easily? Does 
he become very restless or jittery when procedures are 
changed, exams are scheduled, or strange individuals are 
in the room? 

always usually sometimes seldom never 

6. Does this child seek much support and reassurance from his 
peers or the teacher, as evidenced by seeking their nearness 
or frequent inquiries as to whether he is doing well? 

always usually sometimes seldom never 

7. When this child is scolded or criticized, does he become 
either very aggressive or very sullen and withdrawn? 

always usually sometimes seldom never 
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Child's Name Date 
Page 2 

$. Does this child depreciate his school work, grades, activities 
and work products? Does he indicate he is not doing as 
well as expected? • 

_always usually sometimes seldom never 

Does this child show confidence and assurance in his actions 
toward his teachers and classmates? 

always usually sometimes seldom never 

10. To what extent does this child show a sense of self-esteem, 
self-respect, and appreciation of his own worthiness? 

very strong strong medium mild weak 

11. Does this child publicly brag or boast his exploits? 

always usually sometimes seldom never 

12. Does this child attempt to dominate or bully other children? 

always usually sometimes seldom never 

13. Does this child continually seek attention, as evidenced' 
by such behaviors as speaking out of turn and making 
unnecessary noises? 

always usually sometimes seldom never 



APPENDIX C 

SOCIOMETRIC TEST 



Name Sex M F 
Last First • Middle (Circle One) 

Teacher's Name Date 
Month Day Year 

1. Which of the children in this room would you choose to 
work with? 

2. Which of the children in this room would you choose to 
play with? 

Note: You may choose as many children as you wish, but 
probably most of you will want to list 2 or 3 or 4 or 5 names, 
You may choose anyone in this class including those pupils 
who are absent. Please giv.e both first and last names. 
None of your classmates will know whom you choose. 
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APPENDIX D 

LETTER TO PARENTS OF EXPERIMENTAL SUBJECTS 



WOODROW WILSON ELEMENTARY SCHOOL 

October 16, 1969 

Dear Mr. and Mrs. 

Woodrow Wilson Elementary School is happy to announce 
a special program of group discussion for its sixth graders 
that will begin this coming week. Although we would like 
for all of our sixth graders to participate, only 36 of 
them will be able to do so at this time. In order for the 
selection to be an impartial one, the 36 participants have 
been randomly selected from all three sixth grade rooms. 
We are happy to notify you that your child was one of the 
students whose name was drawn. The time spent in the 
small group discussions will be only 45 minutes one day 
each week and will be at a time of the day that will not 
take away from his regular school work. These children 
will have an opportunity to discuss such topics as 
responsibility and other areas of special concern to this 
age child. There will be no homework and no additional 
responsibilities incurred by this program. If there should 
be any further questions, please do not hesitate to contact 
the school. The group discussion leader will be Mrs. Mary 
Lynn Crow, a doctoral student at North Texas State Univer-
sity, who has had extensive experience working with children. 
She will be on our campus on Monday, Wednesday and Friday 
mornings for the next few months. 

Sincerely, 

Sammy Spratt, Principal 
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APPENDIX E 

ORDER OF PRESENTATION OF STRUCTURED VISUAL STIMULI 



ORDER OF PRESENTATION OF STRUCTURED VISUAL 
STIMULI • 

1. TEA $24 "Cryola, Sticky Sam, Messalinda" 

2. Methodist Packet - "What Should I Do? Cheating" 

3. Words and Action.#4 "You CanTt Slide Up" 

4. TEA § 6 "Let's Play Baseball; I never get picked for 
a team" 

5. Methodist Packet - "What Should I do? Breaking Window" 

6. Words and Action §11+ "Look Where You're Going" 

7. TEA $25 "Showoff Shelley, Loudmouth Larry, Cutter, 
Stomper" 

3. Methodist Packet - "Who is Right? Mother and son fighting" 

9. Words and Action $12 "Gimme" 

10. TEA $41 "Feeling Hurt Inside" 

11. Methodist Packet - "What Should I Do? Stealing" 

12. Words and Action #18 "Safety First" 
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APPENDIX F 

PRE- AND POST-MEAN SCORES AND STANDARD DEVIATIONS ON ALL 

SEVEN VARIABLES FOR STRUCTURED AURAL GROUPS 

AND FOR STRUCTURED VISUAL GROUPS 
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TABLE LII 

PRE- AND POST-MEAN SCORES AND STANDARD DEVIATIONS ON ALL 
SEVEN VARIABLES FOR STRUCTURED AURAL GROUPS 

Variable Mean St Dev 

SEI Pre 
Post 

34.9166 
36.3333 

7.0764 
8.2898 

BRF Pre 
Post 

50.2500 
50.1666 

5.3248 
7.5479 

Grades Pre 
Post 

11.8927 
12.4524 

1.7370 
1.6150 

Sociometric 
Status (work) 

Pre 
Post 

5.4166 
6.5000 

2.2157 
4.1932 

Emotional 
Expansiveness 
(work) 

Pre 
Post 

5.0000 
5.5000 

1.5275 
1.5545 

Sociometric 
Status (play) 

Pre 
Post 

4.8333 
6.0833 

1.9507-
3.9042 

Emotional 
Expansiveness 
(play) 

Pre 
Post 

4.3333 
6.2500 

1.3743 
1.7380 
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TABLE LIU 

SEVEN VARi1blIS°F0R S T H U C ^ H x s u S ^ E O S M 0 ' ' ^ 

Variable 
Mean 

St Dev 

36.0000 
38.8333 7.0592 

6.9621 

50.0333 
50.7500 5.3517 

7.4735 
Pre 
Post 

11.5713 
11.6310 1.8192 

2.0900 
Sociometric 
Status (work) 4.9166 

6 .5000 3.5227 
4.2914 

Emotional 
uxpansivene s s 
(work) 

5.5833 
1.5833 15 92 

3.1213 

Sociometric 
Status (play) 4.5000 

4.7500 2.0207 
3.3447 

Emotional 
Expansiveness 
(play) 

5.1666 
4.9166 1.2133 

1.5523 



APPENDIX G 

PRE- AND POST-MEAN SCORES AND STANDARD DEVIATIONS ON ALL 

SEVEN VARIABLES' FOR THE UNSTRUCTURED GROUPS 
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TABLE LIV 

PRE- AND POST-MEAN SCORES AND STANDARD DEVIATIONS ON ALL 
SEVEN VARIABLES FOR THE UNSTRUCTURED GROUPS 

Mean St Dev 

SEI 

BRF 

Grades 

Pre 
Post 

Pre 
Post 

Pre 
Post 

Sociometric Pre 
Status (work) Post 

Emotional Pre 
Expansiveness Post 
(work) 

Sociometric Pre 
Status (play) Post 

Emotional Pre 
Expansiveness Post 
(play) 

35.6666 
3 7.4166 

49.0333 
49.$333 

11.7024 
11.7739 

5.6666 
6.4166 

6.4166 
10.0333 

5.0333 
6.5333 

5.4166 
6.5000 

7.4370 
7.2739 

5.4993 
7.2732 

2.2035 
2.3434 

4.5154 
5.9735 

2.6601 
7.6969 

4.7639 
5.5295 

2.3964 
3.1754 



APPENDIX H 

PRE- AND POST-MEAN SCORES AND STANDARD DEVIATIONS FOR THE 

TOTAL (18) EXPERIMENTAL BOYS AND THE 

TOTAL (IS) EXPERIMENTAL GIRLS 

ON ALL SEVEN VARIABLES 
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TABLE LV 

PRE- AND POST-MEAN SCORES AND STANDARD DEVIATIONS FOR THE 
TOTAL (18) EXPERIMENTAL BOYS ON ALL SEVEN VARIABLES 

Variables Mean St Dev 

SEI Pre 
Post 

35.5000 
39.7222 

7.1744 
6.4187 

BRF Pre 
Post 

48.3333 
47.2777 

5.5777 
8.1021 

Grades Pre 
Post 

10.8888 
11.1112 

1.9063 
2.0732 

Socioraetric 
Status (work) 

Pre 
Post 

4.8333 
5.4444 

3.9051 
4.8559 

Emotional 
Expansiveness 
(work) 

Pre 
Post 

5.1666 
7.1111 

1.3437 
3 .3975 

Socioraetric 
Status (play) 

Pre 
Post 

5.2222 
6.2222 

3.9094. 
5.3908 

Emotional 
Expansiveness 
(play) 

Pre 
Post 

5.0000 
5.3333 

1.4529 
2.0816 
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TABLE LVI 

PRE- AND POST-MEAN SCORES AND STANDARD DEVIATIONS FOR THE 
TOTAL (IS) EXPERIMENTAL GIRLS ON ALL SEVEN VARIABLES 

Variables Mean St Dev 

SEI Pre 
Post 

35.5555 
35.3333 

7 .2741 
3.0415 

BRF Pre 
Post 

51.2777 
53.2222 

5.1940 
5.2446 

Grades Pre 
Post 

12.5555 
12.7936 

1.5706 
1.6944 

Sociometric 
Status (work) 

Pre 
Post 

5.3333 
7.5000 

3 .0956 
4 . 7 0 5 1 

Emotional 
Expansiveness 
(work) 

Pre 
Post 

6.1666 
3.3333 

2.2422 
6 .5064 

Sociometric 
Status (play) 

Pre 
Post 

4 • 3 333 
5.3S&S 

2.2145-
3 .1294 

Emotional 
Expansiveness 
(play) 

Pre 
Post 

4-9444 
6 .4444 

2.0942 
2.5215 
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