
University of the Pacific University of the Pacific 

Scholarly Commons Scholarly Commons 

University of the Pacific Theses and 
Dissertations Graduate School 

1973 

A Study To Determine The Effects Of A Counselor - Student - A Study To Determine The Effects Of A Counselor - Student - 

Teacher - Parent Contractual Agreement Upon The Behavior And Teacher - Parent Contractual Agreement Upon The Behavior And 

Achievement Of Middle School Problem Children. Achievement Of Middle School Problem Children. 

Dorothy R. Whitford Frost 
University of the Pacific 

Follow this and additional works at: https://scholarlycommons.pacific.edu/uop_etds 

 Part of the Education Commons 

Recommended Citation Recommended Citation 
Frost, Dorothy R. Whitford. (1973). A Study To Determine The Effects Of A Counselor - Student - Teacher - 
Parent Contractual Agreement Upon The Behavior And Achievement Of Middle School Problem Children.. 
University of the Pacific, Dissertation. https://scholarlycommons.pacific.edu/uop_etds/3269 

This Dissertation is brought to you for free and open access by the Graduate School at Scholarly Commons. It has 
been accepted for inclusion in University of the Pacific Theses and Dissertations by an authorized administrator of 
Scholarly Commons. For more information, please contact mgibney@pacific.edu. 

https://scholarlycommons.pacific.edu/
https://scholarlycommons.pacific.edu/uop_etds
https://scholarlycommons.pacific.edu/uop_etds
https://scholarlycommons.pacific.edu/graduate-school
https://scholarlycommons.pacific.edu/uop_etds?utm_source=scholarlycommons.pacific.edu%2Fuop_etds%2F3269&utm_medium=PDF&utm_campaign=PDFCoverPages
http://network.bepress.com/hgg/discipline/784?utm_source=scholarlycommons.pacific.edu%2Fuop_etds%2F3269&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarlycommons.pacific.edu/uop_etds/3269?utm_source=scholarlycommons.pacific.edu%2Fuop_etds%2F3269&utm_medium=PDF&utm_campaign=PDFCoverPages
mailto:mgibney@pacific.edu


A STUDY TD DETERMINE THE EFFECTS 

OF A COUNSELOR--STUDENT- TEACHER-PARENT CONTRACTUAL AGRW1ENT 

UPON THE BEHAVIOR AND ACHIEVEI~ENT OF r~IDDLE SCHOOL PROBLE~1 CHILDREN 

A Di ssertat·i on 

Presented to 

the Faculty of the Graduate School 

University of the Pacific 

In Partial Fulfillment 

of the Requi reme;1tS for the De~ree 

Do:r;tor of Education 

by 

Dorothy Hhitford Frost 

September 1973 



A STUDY TO DETERMINE THE EFFECTS 
OF A COUNSELOR-STUDENT-TEACHER- PARENT CONTRACTUAL AGREEMENT 

UPON THE BEHAVIOR AND ACHIEVEMENT 
OF MIDDLE SCHOOL PROBLEM CHILDREN 

Abstmct of Dissertation 

Problem children present a major concern in the field of 
education. Because they are not adjusting to the socially-accept­
able behavior norms of their environment, they disrupt their own 
progress and the learning efforts of their classmates. 

PURPOSE: The purpose of this study was to determine the 
effectiveness of school counselors involving problem children in 
a middle school with their teacher and parent(s) in a contractual 

1--------a-g-reQ..rne-n-t--~. -lh-i--S-CO-tlt~a--C-tLta-l-ag.t~e-ement-w-rts-b_;_:;_s_e_d_u_p_nn_GJ_as_s_(~_r • s, ___________ _ 
Reality Therapy and tailored to the individual problem child's 
mvn needs, in order to help him to improve his behavior and 
achievement. 

PROCEDURE: The treatment group was composed of middle 
school problem cil'ildl'en, so designated and rated by the classroom 
teacher on the Devereu~ E.l ementait_ School_ l'.ehavi or: _l<ati ng Sca_l_t. 
The non-treatment group cons i str;d of three intact homerooms, one 
at each grade ll'vel, most c;losely approximating that mean grade 
level in terms of Stanfo1·d Ach·ievement Test scores. The pretest 
for both groups in -ffie--Paragr.aph Meanfng'a-nd Arithmetic Computa­
tion subtests of the Stanfor·d Achievement Test was a part of the 
schoo 1 testing pl'ogram-:-7\s-sooii-as the prob iein child was des i g­
nated, he wa.s involved in a coniractual agreement ~lith his coun- . 
selol', teacher, and parent(s). ft.t the end of the school year, post­
testing in the two subtests was administered to the treatment and 
to the non-treatment groups. The treatment group was aga·in rated 
by the classroom teacher on the behavior rating scale. Five de­
pendent vari ab 1 es 1·1ere investigated for the treatment group: grade­
point average, paragraph meaning, arithmetic computation, grade 
in the subject of the designating teacher, and behavior. Three 
dependent vari ab 1 es were investigated for the non-treatment 
gl'OUp: grade-point average, puagraph meaning, and arithmetic 
computat·ion. 

FINDINGS: The data for the experimental group was analyzed 
by employing the Student 1_-test for correlated samples to test for 
a significant mean gain for the dependent variables of this group. 
The non-experiment1ll group ~;as used as a secondal'Y comparison. The 
.05 level of statistical significance was used for testing the null 
hypotheses. Problem chi 1 dren, as well as non-prob 1 em chi 1 dren, 
made significant gains in grade-point average, paragraph meaning, 
and arithmetic computat·ion. The gain of the Pl'Oblem children was 
not significantly higher than that of the non-problem children. 
The problem children rece·ived s·ignificantly fewer deviations from 
the mean on the behavior rating sca·le at the end of the year, but 
did not make a sismificunt ga·in in the subject of the designating 
teacher. 

CONCLUSION: From the s·ignificant gains of the treatment 
gl'Dup and from subject·ive impn,ss·ions, the researcher concluded 
that the contractual agreement and Reality Therapy may well be 
utilized for helping the problem child ·in the middle school improve 
his behav·i Ol' and achievement. 
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Chapter l 

THE PROBLEM AND OBJECTIVES OF THE STUDY 

INTRODUCTION 

America promises that everyone shall have a chance to 
a---------acl+i-ev_e_bi'----fu_U_p_oJ;ential, and education is the chief ·in .. 

strument for making good that promise. It is the path r,or;--------­
indivi dua 1 fulfi 11 ment. Our aim is to make it an avenue 
broad enough for all to fo 11 ov1. l 

Problem children present a major concern in the field of edu .. 

cation. 
2 

Because they are not adjust·ing to the socia"lly-acceptable 

behavior norms of their environment, they disrupt their ovm progress 

and the learning effcrts of their classmates.
3 

Many studies have been made of problem behavior·--its character-

istics and its classifications. However, there still remains a need 

for research to he 1 p the practi t"i oner to find answers to problems 

plaguing the child and the school. There is a need for the researcher 

to be where the problem child is and to help him, with the support of 

the significant people in his life, find an answer to his problem.
4 

1 
John H. Gardner, ~o Easy Victorie~ (New York: Harper and Row, 

Publishers, 1968), p. 67. 

2Rober·t W. \~oody, Beha v·i oral Prob 1 em Children in the Schools 
(New York: Appleton-Century-Crofts, 1969), p. v. ·-----

3Ibid. I P· 7. 

4Hanne1ore \~as.s, "Hm•l Research Can Help to Personal"lze 
Education," Educational_Le_adersl:!_i_e_, XXIX (December, 1971), 249-51. 

l 



2 

THE PROBLEM 

The middle school counselor is constantly being faced with 

teachers who have problem children in their classrooms. Not knowing 

how to cope with these children who disrupt their own learning as well 

as that of their classmates, teachers are appealing to the counselor 

for help--in knowing what to do with problem children and how to help 

them in the classroom. 

Parents of problem children often question the school counselor 

about 1~hat they can do to help their own children. They hopefully wonder 

if the school cannot do something. They are often aware that problem 

children need help now, in ord8r to realize and use their potential. 

The schooi counselor hears the problem child asking what is 

wrong 11ith himself, why he doesn't know v1hat to do in many situations, 

why everything he does seems to be wrong, why everyone criticizes him. 

The problem child sits in the cot.:nselor's office, waiting for help. 

The school counselor, faced with this problem, is besieged 

with questions from the probl ern child, his teacher, and his parents. 

Is there any way in which the counse 1 or can coordinate the s ·i gnifi cant 

people in the 1 i fe of the problem child fat the purpose of he 1 ping this 

child? Glasser
5 

offers a possible direction. A contractual agreement 

based upon Glasser's Rea 1 i ty Therapy may ptovi de a vehicle to aid the 

problem child ·in the middle school classroom. 

5Wi11iam Gla.sser, ~eality Therapy (New York: Harper and Row, 
Pub 1 i sher·s, 1965), 



3 

Purpose of the Study 

The present study was designed by the researcher to determine 

the effectiveness of a school counselor involving each problem child 

with his teacher and parent(s) in a contractual agreement, based upon 

Glasser 1 s Rea 1 i ty Therapy and tailored to the i ndi vi dua 1 prob 1 em chi 1 d 1 s 

own needs, for the purpose of impl"Oving his behavior and achievement. 

Importance Ef the Study 

The role of the school counselor is changing. He is v1orking in 

a chang·ing culture, and not in a vacuum. 6 To be effective, h·is role is 

not an independent one--rather, it is played in coordination and co-

operation with the school and home. It is a role that must be re­

defined in the face of prob'l ems and the results of research experiments. 
7 

Current studies ·i nd·i cate there is a need for the school 

counselor to be concerned w'ith "action guidance," rather than Vlith 

"prog\'a.m guidance "--that is, helping students deve 1 op and function 

within a social environment, r·a.ther than preparing fot them an assembly 

program which !ells them about one aspect of social environment. There 

is a voiced need for the school counselor to be available to help work 

with problems beyond the ordinary teacher-student relationship.
8 

6charles G·ilbert Wrenn, The Counselor in a Changing Wol'ld 
(Washington, D.C.: American Personne 1 and Guidance Ass-ociation ;-1962), 
p. 111. 

7 Rober·t J. ~1cCarthy, The_.l!.tlgrad.ed t~i ddl e School (\vest Nyack, 
NeVI York: Parker Publishing Company, 1972), pp. 210-13. 

8william E. Stradley, A Practical Guide to the ~Iiddle School 
(New· York: The Center for Applied Research in Ed-ucation, Inc., 197f), 
pp. 131-·38. 
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The 1970 White House Conference went a step further. They 

viewed the school counselor as a ''change agent'' to help educators free 

themse'lves from traditional attitudes toward a problem child.
9 

l·Jhile 

a counselor may see a ch-ild in a one--to-one relationship, the teacher 

can observe this child daily in the class room over a period of time 

and in relation to other children. 10 Rosenthal and Jacobsen have noted 

that a teacher's observation is even more careful and his rei nfo!'cement 

is even more appropriate when his attention is calle to a particui'"ae<'r ____ _ 

chilct. 11 

In the United States, parent power and interest in the public 

schools is being shown--in teaching methodology, curricula, organi-

z.ation, 8.nd gu·ldance. Parents are concerned about their role in working 

lliith the school and what is expected of them. 12 

The Krumboltzes13 have long felt that the significant people in 

the life of the problem child--his school counselor, his teacher, and 

his parents--need to employ together a "common sense" behavioral ap-

preach. One approach that could be tried by these signH'·icant people 

9Louise 0. Eckerson, "Hhite House Conference on Children: 
Implications fer Counselors As Change Agents," Il_?mentar,Ljchool 
.Gu·i_c:ljnce and Col!..ns~li!J.g_, VI (May, 1972), 239-44. 

1 OJoe 1 Elkind, "The Middle School l11uddl e," Th.§._Cl e_?-ri Q2_j1ouse, 
XLIV (March, 1970), 400. · 

11 Robert Rosentha 1 and Lenore Jacobson, ~on In The 
.~Jassroom (New York: Holt, Rinehart, and Hinston, Inc., 1968). 

l2cynth·ia Parsons, "Change At S'choo"l," The Christian Science 
~Q~itor, February 8, 1972, p. 6. 

13John D. Krumbo ltz and Helen Brandhorst Krumbo ltz, Changi f!.R 
Childrf!lJ~.!' _BehQ,~!_ior:_ (EnglevJOod Cliffs, New Jersey: Prentice-Han, 
-1 1 °72)'1 .. ' llC. , " ·. 1 , p. XVlll • 
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is Glasser's Rea 1 ity Therapy. It is being used throughout the United 

States and Canada in schools, psychiatric clinics, mental hospitals, 

halfway houses, institutions for correction, and on educational 

television. The effectiveness of using this therapy with counselors, 

problem children, teachers, and parents being involved together is 

most promising and not explored to date. 

Under pressure from students, teachers, and parents, counselors 

themselves are becoming convinced that somehow they must es·1gn nev1 

strategies to meet current needs in the classroom. 14 However, de-

signing alone is not enough, for research reviews of the past fifteen 

years point to the need for counse 1 ors to be more effectively ·i nvo·l ved 

in research activities and to publish the results F of the·i r work. 8 

The common occurrence of "dead end" research in the f"leld of 

education is being questioned. Communities are concerned about the 

"pure research" that is conducted in isolat·ion, never put into practice, 

and filed on the shelf with previous reports. 16 Eboch has po·inted out 

that "Research should guide practice, but somehow research must be more 

r·eal 'ity oriented than laboratory confined. "17 
If the school counselor 

is to do an effective job, Peters and Hansen stress the importance of 

his involvement with active research--that is, research connected with 

14Leona E. Tyler, The Work of the Counselor (New York: 
App 1 eton-Century-Crofts, Inc., 1969), p. -"186. --

1\awrence Litwack, Russell Getson, and Glenn Saltzman (eds.), 
Research in Counseling (Itasca, Illinois: F. E. Peacock Publishers, 
Tnc.;--1968}, p. x. 

16cynthia Parsons, "Do Schoo·ls Learn?" The Christian Science 
Monitor, May 10, 1972, p. 6. 

17sidney C. Eboch, "The Value of Field Studies in Education,'' 
Theory Into _fracti_~..E:.• VI (Apri 1, 1967), 69. 
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his immediate daily situations. 18 

With many behavior problems appearing before entrance into the 

secondary schools, it is interesting to note that few 

prob.!ems have been undertaken at the elementary grade 

studies of these 

19 
level. In 

addition, while extensive research has been conducted to identify 

prob 1 em ch"il dren and other studies have represt"nted efforts to .9_ss is t 

them, identification of these children has not been directly followed 

with involvement and experimentation for the purpose of discovering a 

means of helping them. 

The researcher in th·is study, a sixth-grade counselor in a 

midd.Je school, proposed to meet three currently--vo·iced needs: 

1. a need for the "'-'"''' • .,,.,... 1 r>."' 
l..VV.Il;)C!VI to design an actioh program. 

2. a need for the counselor to act as a facilitator of 

con·,mun! cati on~-to help the prob"lem dri"ld by means 

of a contractual agreement involving counselor, 

problem child, teacher and parents. 

3. a need for the counselor to help the problem child at 

the elementary school level in the middle school. 

BACKGROUND OF THE STUDY 

To help the problem child in the classroom setting in the 

.18Hema.n J. Peters and James C. Hansen, "The Schoo 1 Counse 1 or 
As A Researcher," The_5SJi()Ol Counselor, VII (ritarch, 1964), 170. 

19
Le1and G. Or-lov, "An Experimental Study of the Effects 

of Group Counsc~l ing With Beho.v-ior Problem Ch·ildren at the Elementary 
School Level'' (unpublished Doctor's dissertation, The Catholic 
University of Amer-ica, 1972), p, 7, 



middle school by the involvement and commitment of the significant 

people in his life--his counselor, teacher,and parents-~, this study 

utilized Glasser's Reality Therapy and a contractual agreement. 

The Prob 1 em Chi 1 d 

7 

20 
Starting in the 1920's with Wickman's study, to be repeated 

twenty-five yeal·s later by Stouffer21 and again in 1957 by Hunter, 22 

t------'liP.tel"est~has_cont_i_nued to the present in becoming acquainted with the 

characteristics of the problem child. Research studies indicate a 

lack of agreement concerning these characteristics .. However, Woody's 

subjective definition of the problem child is one which is most commonly 

projected by writers in the field and which will be used in this study: 

. . • the chi 1 d who cannot or wi 11 not adjust to the 
socially acceptable norms for behavior and consequently 
disrupts his own i\cademic. progress, the learning efforts 
of his classmatEs, and i nterpersona 1 re 1 ati ons ,Z3 

Descriptive behavioral categories, behavior checklists, meas­

urement of attitudes, and a study of definitions have been found to be 

of some help to the classroom teacher. 24 While there may be a danger 

in categorizing children, this categorization can be useful in providing 

20 E. K. Wickman, Children's Behavior and Teachers' Attitudes 
(New York: The Commonwealth Fund, -1928). 

21c.eorge A. W. Stouffer, Jr., "Behavior Problems of Children 
As Viewed by Teachers and t<1enta 1 Hygienists," t~enta 1 Hygiene, XXXVI 
(Jl.pril, -1952), 271-85. 

22 E. C. Hunter, "Changes in Teachers' Attitudes Toward 
Children's Behavior Over the Last Thirty Years," Mental Hygiene, 
XLI (January, 1957), 3-11. 

?? 
_,Woody, op. cit., p. 7. 

24clifford P. Froehlich and Kenneth .B. Hoyt, Guidance Testing_ 
(Chicago: Science Research Assodates, Inc., 1959), p. 3. 



guidelines for working with problem children. 25 

Glasser's Rea 1 ity Therapy 

Glasser warns that: 

As long as we cling to the belief that to help problem 
children we need highly trained professional people working 
in the traditional areas of case history, unconscious 
conflicts, insight, and transfe25nce, there will be no way 
to approach the public schools. 

educational systems where he has worked directly with children, es­

pecially in the Los Angeles (Calif.) and Palo Alto (Calif.) public 

8 

schools. He has taught large groups of counselors, teachers, and 

school administrators. As head of the Educator Training Center in Los 

An9eles (Calif.), he develops the ideas of Reality Therapy and \'larks 

with teachers \vhc al"e interested in the pr·inciples of Sc_hools_ Viithout 

Failure~7 

Reality Therapy dispenses with labels and l"imits the attent·ion 

to the now behavior. It attempts to do in a short time what should have 

been done in normal growing up. This learning situat·ion has three 

procedures --s epa rate, but i ntot'\•JOven: 

First, there is the involvement; the thel'apist must 
become so involved with the patient that the patient 
can begin to face rea 1 ity and see how his behavior ·is 
unrealistic. Second, the therapist must reject the be­
havior which is unrealistic but still accept the patient 

25oavid Elkin, P._]Lil\;?_ilthetic Un,d_~rst_ar1_l:!_ing__of the _ChiJ..cJ_~.r_ to 
Sixteen (Boston: Allyn and [lacon, Inc., 1971l, p. 3. 

27,_,1 • ·· 1 • Gl 
R ~ 1 l I 1 am · a. sse r ~ Harper 

and Rov1, 19G q ) , 



and maintain his involvement Nith him. Last, and necessary 
in varying degrees depending upon the patient, the therapist 
must teach the patient bett9r ways to fulfill his needs with­
in the confines of reality.28 

The basis of Reality Therapy is helping patients to fulfill 

two needs: 

9 

that we ar~ worthwhile to ourselves and to others. "29 Both needs are 

necessary, and learning to fulfill them must begin early in l"ife. 30 

Because of these nee s, G-lasser feel-,-yrrn--s-clf\fo-1-m~s-t-pr()V-i-de-a-vla-Fml-----­

and human environment in wh·i ch the child may fulfi 11 his needs. 31 

A concept basic to Reality Therapy is responsibility: 

... the ability to fulfill one 1 s needs, and to do so 
.:0, .'! 'iil.L !_IJ_a~t _ _cloes !I~ ~l'i V.§ othe\'S gf. the ab·i 1 i ty_ to 
fu lfi 11 their needs.""~ ··------ --~·-- --~-

The ability ·i~ not natural, but must be "leatned--the ear"lier·, the 

better"-by involv-2ment v1ith others who carr, •:nough to be involved. 33 

Fl·om Gl a sse\' 1 s point of view, 

... all that needs to be diagnosed, no matter with what 
behavior he expresses it, is whether the patient is suf­
fering from irresponsibi"Jity or from an organic i"llness. 34· 

Practically speaking, Glasser feels teachers do not have the 

time not to get involved, since involvement can happen in a short 

28Gl asser, }3§l_j t.Y.. Theraf2.t• op. cit. , p. 21 . 

29 Ibid.' p. 9. 

301[ 0 :l )lt.~ P~ ll . 

31 Glasser, Schools Without Failur~, op. cit., p. 24. 

32Glassel", _Reality Therapy, op. cit., p. 13. 

33Ibid., pp. 14-20. 

34rbid., p. xiv. 
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time--m·inutes, even seconds. Reality Therapy principles take less time 

than the "tried and true" methods. \~hen teachers become acquainted 

vlith these principles and understand them, they will be able to learn 

how to use new techniques and to become more involved with students. 35 

The Contractual Agreemen'~. 

In this study, the contractual agreement--an agreement in 

parent(s)--specified the problem, the purpose of the contractual 

agreement, the goal (final performance), how to accomplish this goal 

(starting vri th the current behav·ior), and future dates for eva·\ uat·i on. 36 

The contractual agreement is not new to the schoo·l. Hhen the 

emphasis has been placed upon tha student and his needs and thought-

fully·-deta"i](;d prr;cedures, contracting within the schoo·l has pr-oduced 

appreciable results. 37 For example, contracting for 9rades has had 

the added attraction of individually tailoring the contract. 38 Also, 

contract plans have been developed to make college curricula respon­

sive to the needs of individual students. 39 However, the contract 

within the school still has to face technical problems: evaluation, 

-----
35rbid., pp. 158-59. 

36Please see Appendix A, p. 148. 

37Raymond A. Ehrle, "Performance Contracting for Human 
Services,'' The Personnel and Guidance Journal, IL (October, 1970), 
119-22. ·-·- - -

38Edward F. Dash, ''Contract for Grades,'' The Clearing House, 
XLV (December, 1970), "231-35. 
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design, coordination, understanding, and acceptance by the staff. 40 ' 

CONCEPTUAL HYPOTHESES 

Conceptual hypotheses which this study addressed included: 

~_pothesis 1. Students who have been designated as 
problem children by the classroom teacher in the middle 
school and who have been involved in a contractual agree­
ment will receive within the fourth quarter a s i gnifi-
cantly higher mean grade-point average than that received 

t---------7l'uring-the--fi-rs-t-cp:t-a-r-t-e-r-e-f-t-ke-s-ame-Scboo-~\le_a'C_., ____________ _ 

Hypothesis 2. Students who have been designated as 
problem children by the classroom teacher in the middle 
school and who have been involved in a contractual agree­
ment will,on the average, score significantly higher on 
the spring norms in paragraph meaning than they did on 
the fall norms in the same school year. 

Hypothesis 3. Students who have been designated as 
problem children by the classroom teacher in the middle 
school and who have been involved in a contractual agree­
ment ~rill, on the average ,score significantly higher on 
the spring norms in arithmetic than they did on the fall 
norms in the same school yea'r. 

Hypothesis 4. Students who have been designated as 
problem children by the classroom teacher in the middle 
school and who have been involved in a contractual agree­
ment will receive within the fourth quarter in the subject 
of the designating teacher a mean grade that is signifi­
cantly higher than that received during the first quarter 
of the same school year. 

Hypothesis 5. Students v1ho have been designated as 
problem .::hi 1 dren by the class room teacher in the middle 
school on a behavior rating scale and who have been in­
volved in a contractual agreement will, on the average, 
receive significantly fewer deviations on the same be­
havior rating seale at the end of the year than v1hen they 
were first rated earlier in the same school year. 

40Kenneth Gehret, 11 Performance Contracting: 
The Christian Science ~1onit~_!:.• January 3, 1972, p. 

How Does It Score? 11 

9. 
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PROCEDURE OF THE STUDY 

·To realize the purpose of the study, the researcher (1) asked 

classroom teachers in a middle school to identify problem children in 

their classrooms as soon as the problem was noted, and (2) initiated 

involvement of the problem child with the significant people in his 

life in a contractual agreement, for the purpose of offering him 

effective help in his behavior and achievement. 

Samp 1 ~_le 1 ect ion 

The sample consisted of middle school students, predominantly 

sixth graders, ~tho were designated as problem chi 1 dren by the class­

room teacher in a middle school as soon as the problem was noted, 

after September 11, 1972, and on or before December 22, 1972. 

Research Design 

This study was designed to test the effectiveness of a con­

tractual agreement upon the behavior and achievement of problem 

children in a nidd1e school. 

To analyze the gain of the experimental group, the researcher 

used a one-group pretest··posttest design. A group of non-prob 1 em 

students was used as a basis for a secondary comparison. Neither the 

experimental group nor the control non-experimental group was chosen 

at random- that is,subjects were not randomly assigned to groups. 

Both groups were given academic pretests and posttests; the experi­

mental group alone rece·ived the treatment. 

Contractual Agreement Procedure 
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The three grade counselors (sixth, seventh, and eighth) in a 

middle school were involved in this study. The sixth grade counselor 

was also the researcher. 

Each classroom teacher of year-long subjects was asked to re-

port to the grade counselor the name of a problem child as soon as the 

problem vias noted in the classroom. When the name of a prob"iem child 

was received, the counselor asked the reporting teacher to fill out a 

survey sheet, 41 which would give a picture of ho~>l a child appear<"d to 

the teacher, and a rating scalt:, 42 wh·ich would give a picture of how 

a teacher saw this child in comparison with the other children in the 

classroom. 

The grade counselor met with the problem child, his teacher, 

and his parent(s) for the purpose of negotiating a contractual agree-

ment. The fJY'Ob 1 em hv.d a 1 ready been established by the teacher by 

means of the rating scale. At 'this meeting, a contract was designed, 

tailored to the needs of the individual child, and signed by all 

present. 

The contract was initiated no later than December 22, 1972, and 

terminated by ~1ay 31, 1973. Future meetings of this group were 

established and written into the contract. The dates 1~ere subject 

to change if those involved so desired. 

---------
41 ·1 A '. B 150 P eo.se see ppenm x " , P. . 

42George Spivack and Harsha n Swift, _IJ_evereliJS_lJ r-~mentary 
School Behavior Rating Scale (Devon, Penn.: The Devereux 
Foundaf1on, 1967}. · 



ASSUMPTIONS AND LIMITATIONS 

This study was based upon several assumptions and linlita­

tions. They were as follows: 

Assumptions 

1. School 91"ades are acceptable measures of current 
performance in academic skills. 

r---------~0 HHo--&e-\'0i"E%v~1-9m9~-til-i"jLSchc\oJ_liP-ha_v ior Rat i nq Sea 1 e 
iS an acceptable measure ofll.ehavior. 

3. The Survey Sheet, as used in th·i s middle school, 
gives an acceptable picture of how a child in 
the classroom appears to the teacher. 

4. A study made in an upper-middle and lower-upper 
soc-io-economic area in a borough of "15 ,000 citizens 
could b?. representat·i ve of and genera 1 i zed to 
school populations in similar areas. 

5, Counse J·i ng methods were adequate impl ementat'i ons of 
Reality Therapy. 

1. The sample as designated by classroom teachers was 
limited primarily to the sixth grade in one middle 
school in one school district. 

2. The classroom teachers designating the sample were 
l·im-i ted to those teachers \•Jho saw their students 
in the classroom for the entire school year. 

3. The breadth of this investigation depended upon the 
willingness of classroom teachers to designate the 
pl"Oblem children in the classroom in this m·iddle 
school, at all three grade levels. 

4. This study was limited to one school year, 1972-1973. 

5. The procedure of this study, as outlined in Chapter 
3, was followed and included within the professional 
day of the three grade counselors. 

14 



DEFINITIONS OF TERMS 

Terms used in this study were defined as follows: 

1. Contractual Agreement: For the purpose of this study, 
an ag-reement stated in writing between the school 
counselor, the problem child, his teacher and parent(s). 
It specif·ies what is to be done for a designated period 
of t·ime and ·for what pU!'pose. 

2. Grade-Point Avera~.: For the pur·pose of this study, 
an aver11.ge of grades made by a student, with the 

1-----------":.~~_j.-evR--li-~J_Ipe-:i-l'lt--"~b-e-"l-n-g-a-s-s+grre-d~t-ot-n---ealphabeffCal 
grade: A=4.00; 8=3.00; C=2.00; 0=1.00; E(F)=O.OO. 

3. Middle School: ''Bv definition the middle school is 
ascnoo 1 tiui lt to cover the deve l opmenta 1 range of 3 
late childhood, preadolescence, and early adolesence.••4 

It usuauy includes the sixth, seventh, and eighth 
grades. 

4. Problem Chi.id: Subject·ively, "the child who cannot 
or-\:j1TJ.!1of.adjust to the socially acceptable norms 
for behavior and consequently disrupts his own 
academic progress, the learning efforts of his 
classmates, and interpersonal relations.••45 

Problem Child: Objectively, for the purpose of this 
study, the-Child who has been ratod by his classroom 
teacher as being above one standard de vi at·i on from 
the mean in 3 out of the 11 dimensions on the Devereux 
Elementan' School Behavior Rating Seal~.' except in 
Dimensions 7, 10, or 11, in which case he was below 
one standard deviation from the mean. 

5. Re_9lity Ther_ilB.\'...kD.§'J:.s_: " ... an intense personal in­
volvement, facing reality and rejecting ·irresponsible 
behavior, and 1 earning better ~1ays to behave. "46 

15 

43Hershel Thornburg, ''Learning and Maturation in Middle School 
Age Youth," _!!~~l_to~ari ng House, XLV (November, 1970), p. "/50. 

44The t1ic/dle School: An Idea Hhose Time Has Come (New Jersey: 
New Jerse~T Staferioa-rclorEducat·i on I 1972 j:JJ~ 1. 

45vioody, I'ehavioral_ Proble_m Children in the Schools, op. cit., 
p. 7. 

46Glasser, Rea"li.!.z..Jherapy, op. cit., p. GO. 



6. Stanine: "A normalized standard score ... of nine 
units, 1-9; in a normal distr·ibution, stanines 
have a mean of 5.0 and a standard deviation of 
1.96. u47 

SUMMARY 

The first chapter of this study has noted that problem chil­

dren are a major concern in the field of education. While studies 

have 

counselor to offer them help in regard to their behavior and 

achievement. 

16 

By us·ing Glasser's Reality Therapy and a contractua·l agreement, 

the rese<;rcher· has pt·oposed a technique which would involve the 

problem child v!ith tltoscc people s·i9n'ificant in his life. The problem 

has been stated, as well as the relationship of this study to pro-

vi d·i ng help to the prob'l em chi 1 d. The hypotheses to be testd, the 

as~umpti ons and l·imitati ons of this study, and the defi nit·i ons of 

terms used have a '!so bec"n presented. 

There will be four additional chapters: (1) Chapter 2, ''A 

Review of Re·lated Lit.Hrature," (2) Chapter 3, "The Design and 

Procedure of the Study," (3) Chapter ~, "Findings from the Data," 

(4) Chapter 5, "Summary, Conclusions, and Recommendations." 

47f!owar·d B. Lyman, Test Scores and What They ~1e;nl (Engle\vood 
Cl i fts, New Jer·sey: Prent1ce-l.fa1T;-Tiic:-:T96:lT; j;:--2b7i~ 



Chapter 2 

A REVIEW OF RELATED LITERATURE 

A review of literature related to this study will be presented 

in the following areas: 

1. Introduction: research in counseling 

2. The role of the school counselor 

3, The middle school guidance program 

4. Behavior problem children 

5. Accountability and contra.cti ng in guidance 

6. Changing behavior in the classroom 

7. Glasser's Rea 1 i ty Therapy 

8. The team approach to help the problem child 

INTRODUCTION: RESEARCH IN COUNSELING 

During the past fifteen years, reviews of counseling research 

have recognized the need for evaluating counseling programs. Gamsky 
' 

pinpoints the problem: the counselor is caught between classic re-

search and field research, that is, discov·ering princip"les of 

universa·l applicability or· evaluating his own effectiveness. The 

airtight experimental design of the graduate sc;:hool does not always 

lend itself perfectly to the field need of a counselor. 1 

1
Neal R. Gamsky, "Action Research and The School Counselor," 

Thg School Counselor, XVIII (September, 1970), 36-7. 

17 



Peters and Hansen see a counse ·1 or's re 1 uctance as being the 

ch·ief deterrent to research. 2 On the other hand, Sciarra has called 

18 

the educationa·l researcher "an intruder" in the school, one who asks 

special favors. 3 While evaluating a number of Title III innovative 

projects l'lh·ich has been undertaken in response to the critical needs 

of elementary and secondary schools and had included guidance­

counseling and testing, Ahrens identified a reason for the success or 

concerned. 4 Unaccustomed to research, many counselors, teachers and 

administrators are afraid of research and become defensive. Collec­

ting descriptive statistics is one thing; evaluation is another. 5 

Current journal articles speak in terms of the research needs 

of counse 1 or·s: 

1. a need to measure the effectiveness of v1hat the 

counselor does in actual guidance. 6 

2. a need to deve·lop a.n experimental point of v·ievl, 

better products through research. 7 

----------
2Hermun J. Peters and James C. Hansen, "The School Counselor 

as a Researcher," }'he_j_cj1oo'l_ Counselor, VII U·1arch, 1964), 170. 
? 

"June Sciarra, "The Researcher Goes To School," Journa'l of 
Schoo·! Psychology, VI (Summer, 1968), 249-253. 

41~aurice R. Ahrens, "How To t1<tke Innovations Succeed--or Fail," 
Ch'il dhood Ed!Jcati on, IL (January, 1973), 170-73. 

5 . . ') (,amsky, op. c1t., p. v9. 

6Geor-ge !Aar-tin Hurphy, "Plagiarize, Don't Let ~.nother's Hork 
Evade Your [yes, but Be Sure To Call It Research," The School_ 
foul)_.selor, XIII (11ay,_l966), 233-34. 

7 J. U oyd Trump and Dorothy Baynham, "The School of Tomor-row," 
in I!!§..J~r;_a_shf'l' an~Llb_~ ___ Tlught, ed. Ronald Gross (New York: Dell 
Pub"lishing Company, 1963 , p. 301. 
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3. a need for the researcher to be where the actions ·j s; 

a need to help people, rather than describe or clas­

sify them; a need to find answers to pi'ob 1 ems. 8 

4. a need for research to evolve from the concerns of 

counselors. 9 

5. a need for the behavior of the client to be the 

target of counsel·ing research. 10 

Litwack has noted a paucity of research that investigates 

methodology in counseling. 11 A guidance journal editorial voices 

concer·n over submitted manuscripts that stress a need for counselors 

to change, but omit methods for getting institutions and people in 

12 these institut·ions to try nm'l \'lays. 

Krumbo·l tz suggests applying one test to proposed research: 

I I'IOUl d suggest that in the planning stage of every 
doctoral dissertation and research proposal in the field 
of counseling the test of relevance be applied. The test 
of relevance consists of asking one simple question and 
PI"Obi ng the ansv1ers: \\lha t wi 11 counsc lGrs do_ differently_ 

------·---
8Hannelore \~ass, "Hov1 Research Can Help To Personalize 

Education,'' Educational Leadership, XXIX (December, 1971), 249-51. 

9car1 E. Thoresen, "Relevance and Research in Counseling," 
Reviev1 of Educational Resedrch, XXXIX (April, 1969), 278. 

lOJohn ~L Whiteley (ed. ), Research in Cou_f!.seli_J:l_g_: Evaluation 
and Refocus (Columbus, Ohio: Charles E. Herrill Publishing Co., 
1967 )-;p:-TI'l7. 

11 Lawrence Litwack, Russell Getson, Glenn Saltzman (eds.), 
Res.£fl.r.c_b_j_Q_J_Q.ll_nse'ling (Itasca, Il'l.: F. E. Peacock Publishers, 
1968) 1 p, X, 

12Leo Goldman,· ''Change? 
Guidance Journa 1, LI (November, 

Yes, but How?" Tl)e P_i:)J"sonnel and 
1972), 170. 

19 



if the results of this research come out one way rather 
than another?13 --- -----

... the test of relevance can be ·taken one more step 
to make it a help in constructing research problems, 
not mere"ly a way of eliminating irrelevant proposals.l4 

While research does not. guarantee a change, it does provide a 

means of determining whether or not a change is needed. 15 It can 

pr·ovi de a g·l i mpse into new thinking and afford a c 1 ue for further 

20 

research. ru;--------------------------------

The time has come for the counselor to re-structure his 

pl'"iorities. \~hile it is true that some contro"l and precision may be 

sacr"ificed ·in a field study, this can be compensated for by repeating 

the study 5 ot part of under different circumstances or in other 

simililr situat.-ions .17 In any k·ind of research, there ar·e three 

steps: planning, doing, and assessing. Today's counselors have 

focused far too "long on the first two steps and have almost ignored 

the ·last . 18 

In tlris study, the researcher has recognized the need for 

today's professional school counselor to conduct field research, that 

l3white.ley, op. cit., p. 191. 

14rbid., p. 192. 

15wn"liam Kuschman, "On Public School Research," Illinois 
Schools Jotwna·!, l.. (~linter, 1970), 275-80. ----

16FI·ed P. Barnes, Research for the Practitioner in Education 
(Washington, D. c.: Department of Elementary Schoo-l Principars,--
1964)' p. 7. 

17John L. Hayman, Jr., Research in Education (Columbus, Ohio: 
Charles E. il:enill Publishing Com.pany, "1960T:P-:-35-. 

18Gamsky, op. cit., p. 41. 
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is, research where the_ educational concern h· A counseling method­

ology has been developed in detail, so that this study may be re­

peated under si1nilar or different circumstances. The results of this 

study have been evaluated in terms of relevance to the counselor and 

to the counselee. 

THE ROLE OF THE SCHOOL COUNSELOR 

The literature which relates to the role of the school counselor 

wil"l be discussed under the follov!ing headings: (l) change in the 

role of the school counselor, (2) uniqueness of the school counselor's 

role, (3) the school counselor as a communications agent, (4) the 

schooi counseior as a specialist and cons~ltant, (5) the need of the 

school counselor to develop his own role. 

Chang_~ __ j_!l_ the Ro_le of the School Counsel or 

The role of the schoo·l counselor has been catapuited into 

prom·inence in the educational world by the National Defense Act of 

1958. 19 
Traditionally, the role has been one-to-one counseling with 

the child; now, it is being redefined. 

Revi evJi ng past counsel or ro 1 es, Urb·i ck and Gross have noted 

that the emphasis was first on the counselor as an educator, then as 

an emergency common a 1 ity, and finally as an effective agent, becom-ing 

involved in the environment of h·is counselees. 20 Recently, from the 

19Wil1 i am EVl'a iff, He·! p·i ng CounseLors Gro"!_Pro_fessi on ally 
(Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1968), p. v. 

20Thelma M. Urbick and Douglas R. Gross, ''Counselor Education: 
A Profess·ion on the Move," The Journal of Educat·ional Research, LXIV 
(Apri 1 , 1971), 340-44. -----------------
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delegates to the 1970 White House Conference on Children comes both a 

plea that the guidance profession no longer tolerate complacency and 

a demand fo1• a change in priorities, including research and experi­

mentation with new approaches to f2ring for children. 21 

One of the major difficulties facing a school counselor is 

the lack of clarity concerning h·is role. 22 Many counselors are 

functioning as though there have been no social changes in the past 

ten years. They are afra·id to take a r"isk and step out of t e 

traditional role, they hesitate to be a part of the community or the 

faculty-administration team, and they are not ready to be a change 

agent. 23 

~!renn has noted the uniqueness of the counse 1 or's ro 1 e. Aware 

of other ch·ildr-en of the same age in the school, the counselor's 

perspective is different from that of the classroom teacher who sees 

the child only in certain areas. Also, the counselor's relationship 

may be free of threat as he seeks to he"l p the child in response to his 

needs. 24 

21 Lou·i se 0. Eckerson, "The \~hite House Conference: 
Taps for Counselors?" The Personnel and Guidance Journal, 
(November, "1971), 167-74. 

22 Evraiff, op. cit., p. 2. 

Tips or 
L 

23Roger F. Aubrey, "And Never The TvJr!"i n Shall i'1eet: Counsel or 
Training and School Realities,'' The School Counselor, XX (September, 
1972), !G·-24. 

24charles Gilbert Wrenn, The Counselor in a Chanqing 
World (V!ashington, D. c.: American PersoiineT Gui-dance -AsSociation, 
1962T, pp. 2-3. 



23 

The School Counse'lor as a Communications Agent 

Cline sees the school counselor as a communications helper who 

brings together the i ndi vi dua 1 s concerned v1ith a child's di ff·i cuHy 

and helps them look at the problem. In the school setting, this role 

would involve 11orki ng wHh teachers,· parents, admi ni strati on, 

siblings, doctor, pastor. Not only is the problem assessed, but 

Zerface and Cox would hope that rather than being confined to the 

limitations of customary school roles, school counselors consider 

operating more comfortably and effectively out of schoo·l as a din~ct 

agent of the community. 26 In the same general idea, Hutchinson notes 

the advantage of having an itinerant counselor, an outsider to whom 

teachers and childrr~n wou'ld feel free to relate, freer than with a 

counselor in the system. 27 

A School Counselor as a Special·ist and Consultant 

Patterson is concerned that the counselor not isolate h·imself, 

but become more involved with teachers and children. In this role,. 

the counse 1 or has a. res pons i bil i ty to determine the nature of his job 

and to project it to teachers, administration, and community. 28 

25 oavid W. Cline, ''The Psychiatrist, ·The Counselor, and The 
School," The Per·sonnel and Guidance Journal, V (December, 1972),251-56. 

26James P. Zerface and Halter H: Cox, "School Counselors, Leave 
Home," I_l~.e _ __P_r~rs~l2_~l and Gu·idance Journal, IL (January, 1971 ), 371-75. 

27Roger L. Hutchinson, ''The Itinerant Counselor,• The Personnel 
ansi Gui_da.Q_c;§_.lo:Jrna'l_, L (November, 1971 ), 2'13·'14. 

28c. H. Patterson, "Tiw Counse'lor in the Elementary School," 
Thec..J>~r.Jionn§J. an<i_G_l!_jdaQ.ce_,Journal, XLVII (June, '1969), 979-87. 
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In a study by Engelhardt, Sulzer, and Altekruse, emphasis is 

given to the acceptance by the teacher of the counselor in the role 

of a consultant. This study ~1as conceived when teachers asked for· 

help in reducing disturbing out-of-·seat activities. Counsel or obser­

vation and subsequent suggestions were accepted by the teachers for 

remedying the situation. From the standpoint of the authors, the 

most significant feature of this study is not the remediation, but the 

fact that teachers are able to accept the counselor as a corrscrltant. 2~9'------

In Munson's ''Emerging Consortium,'' the counselor becomes a 

consultant to teachers, and moves closer to students v1i th day-to-day 

caring, with his concel'ns ·reduced to the immediacy of student expe-

riences. With both teacher and student, the counselor ·is involved in 

facil'itatin:• grrMth and its accompanying problems. 
30 

D·inknlf:,Yer views the counse'lor as a consultant to the teacher 

for the purpose of developing hypotheses about problems and recom-

mendations for future management of a specific school. i'1aximizing 

the teacher's effectiveness would be the responsibility of the 

counselor. 31 

Especially vlher·e cri s i s-or·i en ted counse 1 i ng predom·i nates, 

Randolph suggests that the counselor, as a consu'ltant, may find it 

2\eah En9elhardt, Beth Sulzer, Michael Altekruse, "The 
Counselor as Consultant in E'liminating Out-of•Seat Behavior," 
Elementa.l::.'L.?_c;.hool Guidanc_e and Counsel'ing, V (1•1arch, 1971 ), '196-204. 

''0 
J Harold L. Munson, ''Guidance and Instruction: A Rap-

prochment,'' in Guidance for Education in Revolution, ed. David R. 
Cook (Boston: !\l'lyn and Bacon, Inc., 1971 ), pp. 344-51. 

31 oon Dinkmeyer, "The Counselor as a Consultant to the 
Teacher," I!.i_e_~cho_Ql_Coll_nse lQr_, X IV (l~ay, 1967), 294-97. 
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appropriate to focus upon the classroom teacher's needs. Having helped 

the teacher to improve the classroom climate, the counselor-consultant 

w·ill have time to work with children needing special help. 32 

The Need of the School Counselor to Develop 
His OVIn -Ro 1 e 

With the search for a professional identity cont-inuing, 

t•lcCright. recommends tha.t. a counselor be able to take posH·ive steps 

for creating and establishing a realistic and suitable role: accepting 

the optimum development of individuals as the first aim in education 
' ' 33 

and determining the services that only a counselor can prov·ide. 

Advocating a common sense approach to schoo'l guidance, Gammons 

bypasses a.ny popular Fteud, God, Profess·ional, Nice Guy images of a 

school counse·l or and supports the theory that unable to play t1"o or 

more roles, the counselor must realistically formulate Vlhat he as a 

professional and a person can do within the limits of his school en-

vironment for the needs of students. The need for a continuing intra­

school communication is clear. 34· Gammons' theory is supported by 

Evraiff who believes that every school counselor should deve'lop for-

35 himself a consistent frame of reference. 

-----------
32oaniel L. Randolph, ''Behavioral Consultation as a Means 

of Improving the Qua 1 ity of a Counse 1 i ng Program," The Schoo 1 
Counselor, XX (September, "1972), 30-35. 

33Hary Lee 1·1cCreight, "Needed: A i··lore Real·istic Role," 
The Schoo 1 ~-Q.l!.D~J.Qi:, X IV (~1ay, 1967) , '304-6. 

34Homer P. Gammons, Common Sense in Guidance (vJest Nyack, 
New York: Parker Publishing Comp-any, 196-9), pp--:14-15. 

35Evrniff, op. cit., p. 8. 
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Summary 

In the preceding section, it has been noted that the 

traditional role of the counselor, one-to-one counseling with a child, 

is changing, accompanied by a voiced need for researching and exper­

imenting with new ways for caring for children. A major difficulty 

facing today's counselor is lack of clarity concerning his role which 

has-cr-perSiJee-t-i-ve-E]u-i-te-9-i-f-i'el"ent3J'omJbat of the classt·oom teacher. 

In current literature, the counselor is viewed as a possible 

communications agent and as a specialist and consultant, working with 

teachers and children. Realistically, however, a school counselor 

must take steps to determine his own role within his environmental 

·· 1 imits and according to students' needs. 

THE MIDDLE SCHOOL GUIDANCE PROGRAM 

The literature which relates to the guidance program in the 

middle schoo 1 wi 11 be discussed under the fo 11 owing headings: 

(1) the middle school's unique population, (2) needs of the guidance 

program in the middle school. 

The Middle ~chool's Unique Population 

In American education, the middle school is no longer an in­

novation; about 1,211 are in operation at the present time. 36 

Atkins, fotmer principal of the Fox Lane (New York) Middle 

School, has pinpointed the rationale for a middle school: 

36t~arion A. Ruebel, "Comments on Research," The National 
Association of Secondary School Principals_, No. 366 (October, 1972),. 
pp. 86-88. 



... built primarily to provide a more realist·ic 
attempt to cope with the enormous educational 
variabi'lity characteristic of 11 to 13 year olds 
by making instruction more 19dividual than we have 
been able to do heretofore. 

The emphasis of every definition of the middle school is on 

the children to be served. For examp 1 e, A 1 exander describes it as: 

•• ·~ .S..~!J.9_g_l_ Qtoviding __ a_ progrRm p_J_a_nned for!!_ I:!!.D9.§. 
_of older. children, Jlreadolescents, and earl.)'_ ado'lescents, 
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that builds upon the elementary school program for earl ie1· 
j-c--------'--,--.--,-;;:1 · ·• u--, -· ·-, -. -· '".1.:._-- -. --;::--.. ,-.- --h.- r h h · h __ h_] __ 

nTru:rmuo-arru~rn-t..tn""-rJI-g-uQ4-ct,:_tl_J3_6-ll-a-;Y_____:vTre-,-,-1-g-,, s G-. ,-00 ·::--::--------

programTor-adO\eSceiice:- -Spec'ffi calT)7,1T foc[i"ses on the 
educational needs of what ViE! have termed the 'in-between-
ager.•38 

In ~1arshall 's doctora·l study, one of the rat·ionales for forming 

the middle school is meeting the needs of students in the process of 
~~ 

transition from childhood to adolescence.~• 

The child in the middle school is an adolescent. Wrenn aptly 

describes him as being: 

... a collection of mirrors which reflect what other 
people expect of him. Some mirrors reflect adult 
expectations; some are those of his own peers. Sometimes 
he never gets beyond conforming to v1ha t others think he 
should be, and so his pattern of behavior never reflects 
his ovm sense of who he is. 40 

37 Middle School: Re.IJ.ort of Two Conferences on the 
Definition of "its Purpose, Its Spirit and Its Shape (Ht. Kisco, 
NeWTo!~~BecH o rd Pu l.incs--CfiOOTs;t%-ZJ,p-:s. 

38will'i am ~1. A 1 exander and others, The Emerqent l~i ddl e 
School. (New York: Holt, Rinehart, and H·inston, Inc., 1968T,-p. 5. 

39ooris Lee ~'Jarshall, "A Comparative Study of Instruc­
tional Policies of l'1iddle Schools Administered RespGct.ively by 
Elementary-Oriented Pl'·i nci pa 1 s and Secondary-Oriented Pri nci­
pals'' (unpublished Doctor's dissertation, Michigan State Uni­
versity, 1970). 

40 .I •t 5 hrenn, op. c1 ·., p. . 
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Thus, for this middle school child, adolescence is a "period of in­

tense involvement with the problem of achieving identity.'Al 

Alexander has summarized the character·istics of the population 

of the middle school to demonstrate the interrelatedness of their 

physical, psycho-social, and intellectual development and to focus 

attent·i on on the concept of the 1~ho 1 e mi ddl e··schoo l er: 

l. The transition period is marked by the necGssity 
r---------_:_:_-io~r~r;;,e.:;.l;.;.ea;;r;,l:;.;li;.;n;;,9~Lunrcrrrag-e-t-lre-b-o-cl-y-s-1~-i--=l-f'-l:l-l--=!-:Y-8tJ-r~l-l~-91--------

a period of rapid change .... 
2. The transition period is marked by the onset and 

gradual regularization of menstruation in girls 
and the nocturnal emissions and more f1·equent 
erections in boys .... 

3. The transition period is mar·ked by a beginning 
awa1·eness of ne1~ erotic sensations in both boys 
and girls .... 

4. Tko transition period is marked by the necessity 
for· develop·ing many social skills in intel·act·ing 
with persons of the opposite sex .... 

5. The trBnsition is marked by dramatic changes in 
the activities of the peer group and in what is 
required to maintain belonging to the peer group .... 

6. The transition period is marked by an important 
evolution in relationships with parents .... 

7. The transition period is marked by a tremendous 
change in the individual:s perception of himself 
and, consequently, in a quest for a satisfying 
concept of himself .... 

8. The transition period often is marked by the 
necessity of redefining what is l'ight and what 
is wrong .... 

9. The transit·ion period is marked by the development 
of a new mode of intellectual operations-·-a move­
ment away from a dependence upon 1~hat can be per­
ceived in the immediate environment to a level of 42 hypothesizing and deo.l ing with abstractions ... 

41 rb·id., p. 6. 
42 Alexander, op. cit., pp. 40-42. 



Needs of the Guidance Program in the 
Jqi ddl e School 

Moss has called the guidance program in the middle school 

a "total school concern," beginning and belonging in the classroom, 

with special guidance personnel assigned to help both teachers and 

students. 43 r!hile Alexander sees the classroom teacher as being the 

key person in middle school. guidance, he recognizes the need of a 

full-t·ime counse 1 or for coordi na ti ng and pro vi d·ing 1 eaders 1 p ·, 01A the 

overa 11 guidance prog1Aam as we 11 as pro vi ding understanding bet1<1een 

the staff and children. 44 

In "1949, only one professional book on elementary school 

counseling had a.ppeared. In l964, a difference began to be sc~en 

bet1<1een e l emrontar.Y school counseling and that at other educa tiona 1 

29 

l eve 1 s. In 1965, the1Ae were between 2, 000 and 3, 000 e 1 ementary schoo 1 

counse·lors. However, except for position papers on "behavioral 

counseling'' and ''developmental counseling,'' little has been written 

on theories uniquely applicable to counsel-ing ·in the elementary school, 

let alone the middle schoo1. 45 

Middle schoo 1 proponents are unan·imous in focusing upon tv10 

adjecti ves--i ndi v·i dual i zec:!_ and fl exi b"l e--and upon the need for each 

middle school to meet the needs of its own unique ''tweenagers.'' As 

43Theodore c. Moss, "Characteristics of a Good ~1iddle 
School,'' The Bulletin of the National Association of Secondari 
sch..9_Ql_ rrTncfPaTs-;Lv-\Octobcir-~T9'Ti"J, 71-7 4. 

44Alexander, op. cit., pp. 168-69. 

45Harold F. Cottingham, "Counseling--Elementary School," 
EncycloperLia of Edu.;:ation~Re~_EOarcJl.• ed. Robe1·t L. Ebel (4th ed., 
London: The Jqacnri 11 an Company, ·1969), pp. 229-42. 



a pioneering unit, free of binding tradi i;i ons, each mi dd"l e schoo 1 can 

develop a personality of its own and can become a case study in 

itseH. 46 

Alexander's comments on a middle school curricula may vlell be 

applied to middle school counseling services: 

30 

... the necessity for each middle school to have a 
plan, tentative and open as it should be ... that fits 
into the community's tota 1 program of schooling, anti ci ·-

1----------=pa~tes tn~-cha:ract-e-ri-st-i-c-s-o-f-t-h-e-rt~-p-tl-1-a-t--i-e-ii-s-e-~v-€K!-;-Gt-P ... !----------­

sguares v1ith the realities of personnel and physical 
facilities. Thus, it is best made by the faculty of a 
particular midd"le school for that school.47 · 

As a practical guide for developing middle schools, 

Stradley advocates each school working out a basic philosophy of "what 

·is best for the student" in that school, a responsibi"l ity rest·ing upon 

the facuHy. 
48 

Supporting this be l·i ef, Bateze 1 offers the fo 11 ovli ng 

for consideration: 

... the middle school is not an extension of the elementary 
school, nor is it a copy of the high schoo·l; rather, it is a 
unique, flexible organization tailored to adolescent and pre­
adolescent needs.49 

Because of the diversity of maturat·ion of the adolescent, the 

guidance program must be flexible, focusing on the needs of each child 

and helping him to develop realistic goals. 50 Wrenn has grouped these 

46The t,1·ictdle School: An Idea Whose T·ime Has Come (New Jersey 
State Departmen-CoT Education, 1972). 

47/\lexander, op. cit., p. 64. 

48VJill·iam E. Sti'adley, 1\ Practical Guide to the Middle School 
(Ne1v York: The Center for ApplTeTiesearch in Education, Inc., IWT)", 
p. 56. 

49\~. Geo1'ge Batezel, "The Middle School: Philosophy, Program, 
Organ·ization," The:._j:learing House, XI..II (April, 1968), 487. 

50Alexander, op. cit., p. 168. 
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needs into four areas: 

for standards, with help in accepting and meeting 

these standards. 

for a sense of being loved and a line of direction. 

for a sense of achievement. 

for limits and assistance for moving within these 

limits. 51 

r~arshall's study has indicated a lack of guidance programs 
52 at the middle school level. Stefflre and Hatheny have noted that 

while there seems to be a general concensus of agreement on the fun-

damental needs and characteristics of guidance, there is a need for 

research to ·i dent'ify specific funct'i ons and approaches of schoo 1 
. 53 gu1dance. 

In the above section, it has been noted that the population 

31 

of the middle schoo 1 is unique, covering the complete range of ado'! es-

cence. Indeed, the rat·ionale for the existence of the midd'le school 

is based upon providing for the educational needs of the "tweenager." 

While the need of a full-time counselor in the middle school 

has been recogn·i zed, there ·is 'I ack of theory concerning counse 1 i ng in 

this school. 

5lwrenn, op. cit., pp. 4-6. 

52Marshall, op. cit. 

53Buforcl Steffl re and Kenneth f·1atheny, "Counseling Theory," 
Encyclopedia of Educational Research, ed. Robert L. Ebel (4th ed., 
London:·- The t~2,cmilhn Company, 1969), p. 231 . 
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Since the middle school is neither an extension of the 

elementary school nor a copy of the secondary school, the individual 

middle school is being encouraged to work out its ovm basic philosophy, 

based on what is best for the individual student and characterized by 

a flexibility to meet the needs of this student. 

There pers·ists a need for research and experimentation to 

ferret out approaches and alternatives to meet the individual needs 

of students in different situations. 

BEHAVIOR PROBLEJ~ CHILDREN 

The 'literature which relates to behavior problem children will 

be discussed ·in tiiis section under the fo1l01ving headings: (1) be-

havior problem ch1ldren, (2) behavior problem chi'ldren and the 

c·lassr-oom teacher, and (3) prob.lem behaviors. 

Behavior Problem Children 

Public education has assumed great responsibility for the 

deve·lopment of chi'ldren. Today's a·im goes further than the academ·ic 

d . ' F h 1 . tl t d t l d l t. 1 . f 54 nee --H · ocuses on e p1ng 1e s u en ea a procuc 1ve 1 ·e. 

When the :tootal child is unable to adapt himself to a school 

environment, "the likelihood of a cyclical effect of poor classroom 

behavior and poor achievement is too evident.•• 55 Behavior problem 

children are not a permanently classified group, for nearly every 

54Robert H. \>ioody, Behavior Problem Children in the Schools 
(New York: App 1 eton-Centul"Y=Irofts-;-196~9), p. 5-. -

55t1arshall S. Sv1ift and George Spivack, "Clarifying the 
Relat·ionship Between Academic Success and Overt Classroom Behavior," 
j:xcep:tj_QD_al Chil_cl_r:..~D..· XXXVI (October, 1969), 104. 



child has behavioral problems sometime in his life. 56 When such a 

situation occurs, someone in the school system must take the respon­

sibility for stating that a behavior problem exists. 57 

Behavior Problem Children and the Classroom Teacher 

In his 1928 study, \~i ckman saw a def"i nite corre 1 at ion between 

children's behavior and teachers' attitudes: 
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... any Beha v 1 or may b-e-cmrre-ap-r·-o-b-1-em____,l-f-i-i..'------i-s----r-e-g-a-~flsct-------­
and treated as such by the adult to whose car·e and training 
the child happens to be entrusted.58 

By 1925 values, behavior problems, according to teachers, appeared to 

be open disturbances that attacked morality, orderliness, obedience 

and acceptable social conduct standards. 59 

Forty years later, Woody defined the problem child as: 

... the child who cannot or will not adjust to the 
socially acceptable norms for behavior and consequent'ly 
disrupts his own academic progress, the learning efforts 
of his classmates, and interpersonal relations.60 

\tJickman's study has been described as a classica·l investigation. 51 

Because it has been influential in shaping public opinion, Stouffer62 

56woody, op. cit., pp. 7·-8. 

57 rb·id., p. 42. 

58E. K. Hickman, Chi 1 dren' s Behavior and Teacher'S' Att·i tudes 
(New York: The Commonwealth Fund, 1928), p. _50. --------

6°woody, op. cit., p. 7. 

61\tJickman, op. cit. 

62George A. W. Stouffer, Jr., ''Behavior Problems of Children 
as Vie\•lecl by Teachers and !~ental Hygienists," I~E!_Iltal J:\)'_gieiJ.~· XXXVI 
(April, "1952), 271·85. 



dup"J'icated it twenty-five years later in 1952, by following Wickman's 

original pattern of investigation. Rating scales 1vere submitted to 

elementary school teachers and to mental hygienists in child--guidance 

c 1 i nics. Judgments were recOl"ded as to the degree of seriousness of 

fifty behavior problems. Resulting data showed that teachers and 

hyg·i eni sts of '1952 were closer in agreement than in 1928. vlithi n the 

span of twenty-five years, tl'lo new probl erns had appeared--reading 

34 

comic books and \'latching TV. The majority of items listed as undes·ir­

abl e by teachets ~1ere concerned with what a student does and not with 

what he does not do. While the 1952 teachers wer·e more sensitive to 

behavior ·indicating socia·l and emotional maladjustments, the school 

behavior pr·oblem child 1vas still considered to be annoying, aggress·ive, 

untruthful, disorderly, irresponsible and disobedient. 

In a 1967 study conducted in a New York suburb and based 

partly on Wickman's behaviol' inventot"y, Westb1·ook concluded that during 

the past four decades, teachers have been alerted to recogniz·ing learn­

ing problems as a special area which intet"fered with a child's normal 

development. 63 Roubinek's study in 1971 noted that teachers' atti­

tudes toward the behavior o~ children have changed since Hickman's 

study and are more like the attitudes of 1970 school psychologists.
64 

Penrose's doctoral study disclosed that the elementary class-

63Arlen VJestbrook, "Teachers' Recognition of Problem 
Behavior and Referral of Children to Pupil Personnel Services,'' 
The J_ournal ___ of E.~~cational Research, LXIII (May-,June, '1970), 391-91\. 

64oarrell LeRoy Roub·inek, "A Comparison of the Attitudes 
of Elementary Schoo·! Teachers and School Psychologists Tmvard 
the Behav·i or of E'l ementary Schoo 1 Chrl dren" ( unpub·l is hed Doctor's 
dissertation, Oklahoma State University, 1971 ), 
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room tea.cher is responsible for the label attached to the problem child. 

Not only the first to identify him, she describes him as a particular 

type of problem child, that is, trouble-maker, academic problem, 

emotionally disturbed. The 1 abe 1 i ng becomes apparent early in the 

child's school career, in kindergarten or the first grade, and is 

noted by teachers' comments in the child's cumulative fo 1 der. 65 

t-------sn'Ob-1-em-Bt:mrv-i-()i::----------------------------

n 
] 

Kough and DeHaan66 have noted that problem behavior appears 

when children are deprived of the ordinary satisfactions of 1 He and 

vi hen they are placed under pressure to do things they can't qu"ite 
67 

manage. Morse sees common patterns in causes of acting--out behavior: 

a lack of adequate socialization 

a"lienat·ion 

react·i on to fa i 1 ure 

demands of schoo·l are too taxing 

anxiety about life in general 

A study by Glavin
68 

examined the basic assumption underlying 

early detection programs that most childhood problems would continue· 

or grow worse if not treated. After a four-year interval, children 

65 Gloria Benson Penrose, ''The Identification and Differentiation 
of Troublemakers at the Elementary School Level" (unpublished Doctor's 
dissertat·ion, University of California, Berkeley, 1968). 

66Jack Kough and Robert F. DeHaan, Teacher's G.uidance 
Handbook, Part I, Identifying Children Viho Need Help \Chicago: 
Science Research Associates, Inc., 1955), p. 18. 

6\mnam C. t1orse, "Disturbed Youngsters in the Classroom," 
Today's Educatio_l'!_, LVIII (April, 1969), 31--37. 

68John P. Glavin, ''Persistence of Behavior Disorders in 
Children," y..xceptio~~!__Child_!:~, XXXVIII (January, 1972), 367-75. 
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in grades two through five who had not received intetvention help were 

reexamined with the ori g·i na 1 screening devices; 30 percent of these 

children were still disturbed. On the other hand, when a problem is 

treated, Bower, 69 Lambert, 70 and Stennett71 found that the resulting 

better adjustment is reflected in better academic achievement. 

In the above sec ion, it-has Dl~BlllrotB--cJ---t-h-a-t-ttJ-cl-a-y~-FJ-Id-9-1-t-cc;------

education has assumed the responsibility of helping the child in the 

classroom to lead a productive life. 

That the classroom teacher is able to detect the problem ch-i"ld 

n1 the classroom is supported by Wickman's and Stouffer's studies, as 

we1·1 as by current research. Causes for and common patterns in acting-

out behavior have been reviewed, as wen as the necessity for treatment. 

Since all evidence points to the ability of the classroom 

teacher to detect a problem child in the classroom, the researcher in 

this study hopefully vwu·ld assume that the classroom teacher would be 

equally competent, when involved with other significant people in the 

life of the problem child, in learning how to v10rk with this ch"ild. 

69E"I"i H, Bower, EarJL.ldenttfication_of EmotionalJ.l_ 
Han_cl_LC0JJJ:l.£S_ClJ.Llcl_r._r2!:l_j_t],2s:.b2..<il (Spri ngfi el d, Ill.: Charles C. 
Thomas, Publisher, 1960 1 • 

70 N. Lambert, The Develooment a11d Validat·ion of a Process 
for: Screeni_llg__~.!i!Oti9na}].:LJ:ancticai2~d Chi"ldren ·in_5chool TCaTifornia 
State Department of Education, 1963). 

71 R. G. Stennett, "Emotional Handicap in the Elementary 
Years: Phase or Disease?" American Journal _of 0rth.QP2,)1Chiatr)l_, 
XXXVI, 1966, 444-49. 
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t\CCOUNTABILITY AND CONTRACTING IN GUIDANCE 

The literature which re l a.tes to accountability and contracting 

in guidance will be discussed under the following headings: (l) 

accountability in guidance, and (2) contracting in guidance. 

_1\ccounta!J."ilit_Y. in Guidance 

nourished on faith, the honeymoon ·is being replaced with accountability, 

111hi ch inquires 1~hat difference have counseling and guidance made ·in the 

lives of individuals. 72 The ''not measurable'' defense is no longer 

valid. In fact, accountability may we 11 pr·ove to be a boon to guidance, 

as measurement taps the nature and interest of guidance prograrns. 73 

Th" coui!S()lor· h·imse1f may well pr·of"it from accountal>"il ity, s·ince it 

gives him the kind of responsible freedom which he hopes to develop in 

the students v;hom he counsels. 74 

As a profess·iona·J exercise, accountability forms are un­

r•"a'i"istic. As a result of rational understanding and community--school 

ccnrnunication, they are workable. This latter form of accountabi"lity 

starts fr-om the ground up, brick by brick, and is not handed down from 

the top. It must be spelled out in terms of individua·lization for each 

72charles J. Pulvino and Marshall P. Sanborn, ''Feedback 
and Accottntability,'' The Personnel and Guidance Journal, LI 
(Septembel', 1972), 15··20. -·-----

73charles W. Humes, ''Accountability: A Boon to Guidance,'' 
The P~ rsonne l ani_.§.~J-~_a_~£~.-~l?_l!_!:'~~l_l_, LI (September, 1972) , 21·-6. 

74oonald G. Hwes, "Responsible Freedom for the School 
Counse 1 or," :rhe ~-c0_~~!._S~u~~~~ 1 0!':_, XX (November, 1972), 93. 
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student, reflecting parent-student-society aspirations, mirrored 
75 through the classroom teacher. Campbell has warned that an account-

ability program without the learner being involved is impossible, let 

alone inadvisable. While it may be convenient to think of children as 

so many bottles to be filled, the danger is that the children may see 

themselves in this passive role and play it as such. 76 

As a suggested approach to accountability in the schools, 

Miller has proposed a model consisting of teacher, student, and parent 

becoming intensely involved with setting up goals and accepting the 

responsibility of the implementation. By assuming such a responsibility, 

each member is responsible for attaining the goals that make sense to 

him. 77 Using a similar approach to meet accountability demands, the 

teachers of California's ABC Unified School District have written the 

performance objt:ct·i ves themse 1 ves and have d.i s tributed them to parents 

on the first parent-teacher. conference. These objectives have not only 

enhanced teacher and district credibility, but have helped adminis­

trators to comply with California's Stull Act (September, 1972), 
. 78 

mandating teacher evaluation upon a pupil performance bas1s. 

75scott D. Thomson, "How To Custom Cut Accountability 
to Fit the Needs of Students and Parents," Nation's Schools, 
LXXXIX (May, 1972), 48. 

76 Robert E. Campbe 11 , "Accountability and Stone Soup," 
Phi Delta Kappan, LIII (November, 1971), 176. 

77william C. Miller, "Accountability Demands Involvement," 
Educational Leadership, XXIX (April, 1972), 617. 

78"Accotmtabil ity: Performance Goa 1 s Cut Down Comp 1 ai nts 
and Confusion," Nation's Schools, XCI (January, 1973), 71. 
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Contracting in Guidance 

The contract is not new to a school child. In the home as well 

as in school, he is accustomed to schedule-making, arrangements, and 

bargaining in which rewards and punishments are manipulated for de­

sired behavior. 79 Rogers has called the contract 

.•• an open-ended device which helps to give both 
security and responsibility within an atmosphere of 

------f~~~~~~ if ;.~~-~~ 11~~;~s~~~-~-~ue~~~Ts0 t~e~o ~ 9'1~t~-"-1 ------------
provides a transitional experience.80 

Written contracts are fairly new to counseling. They make clear 

on paper what has generally been understood. The counselor need not 

necessarily be a party to a contract; rather, he may help to negotiate 

a contract between individuals for the purpose of working out a problem. 

Krumboltz and Thor2sen, 81 from a behavior modification viewpoint, see 

the behavior contract as an outgrowth of stating the reinforcement 

contingencies in advance. 

Keirsey has reviewed the behavior contract, used by children 

acting out in the classroom. Under the leadership of the school 

psychologist who agrees to negotiate the contract and to be available 

for counseling, the child's desired behavior is stated on paper; each 

signer of this contract agrees to play a role for a specified time. 

When the child is disruptive in the class, he agrees to leave school. 

79oavi d Elkind, A Sympathetic Understanding of tbe Child Six 
to Sixteen (Boston: .Allyn and Bacon, Inc., 1971), pp. 33-37. 

80carl R. Racers, Freedom to Learn (Columbus, Ohio: Charles 
E. Merrill Pub 1 i shi ng Company, 1969), p. 133. 

81 John D. Krumboltz and Carl E. Thoresen, Behavioral Counseling 
(New York: Holt, Rinehart, and Winston, Inc., 1969), pp. 87-89. 
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The teacher agrees to signal to the child to leave when he is disruptive. 

The principal agrees to enforce the contract. The parent agrees to 

avoid conversing with, punishing, or scolding the child when he is sent 

home. At the end of the specified time, the results are reviewed by 

the signers of the contract in terms of the originally stated desired 

behavior. 82 

In a case of bizarre behavior both in and out of school, Shier 

has noted the use of a behavior contract, to which the student, the 

school principal, the teacher, the psychologist, and the parents were 

a party. Three rules were stated: 1. raise a hand to talk; 2. raise 

a hand to get out of seat; 3. no throwing. If the student forgot these 

tules, he was to go home and come back the next day. At the end of 

five months, his classroom behavior was modified; Iris outside behavior 
s·) 

remained the same. J 

In the above section, it has been noted that counseling and 

the guidance program are now subject to accountabil-ity. Starting from 

the bottom up, rather than being ·imposed from above, spened out in 

individual-ized terms, and involving the learner, accountability sets 

up measurable performance goals. 

82o. W. Keirsey, "Transactional Casework: A Technology 
for Introducing Behavior Change." Paper presented at the Annual 
Convention of the California Association of School Psychologists 
and Psychomctrists, San Francisco, 1965 (mimeo., 24 pp.). 

83oavid A. Shier, "Apply·ing Systematic Exc·!us·ion to a 
Case of Bizarre Behavior·," Behavi_oral Counsel i,l_lg_, by John D. 
Krumboltz and Carl E. Thoresen \Nevi York: Holt, Rinehart, and 
Winston, Inc., ·i969), pp. 114-123. 
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Making clear on paper what has been "understood," the behavior 

contract states reinforcement contingencies in advance. Keirsey and 

Shier review two behavior contracts, used not as a panacea but as a 

means of working with a problem child within the school. 

It would appear to the researcher that accountability and the 

behavior contract encourage today's counselor in the school to look at 

-~---h_is_cnwlS_eJing in terms of "Is what I am doing making a difference and 

how much of a difference." ----

CHANGING BEHAVIOR IN THE CLASSROm1 

The literature related to changing behavior in the classroom 

wfl1 be d·iscussec! uncle\' two headings: (1) changing behav·ior in the 

classroom by orientation of the school counselor, and (2) changing be-

havicr 1n the classroom by impetus from behavior modification 

principles. 

Changing Behavior in the Classroom by Orientation 
of the School Counselor 

The counselor has a distinctive vantage point, that of seeing 

the school as a whole, the complete range of the student body, and each 

child as a whole student. 84 As a behavioral engineer, he is oriented 

toward anang·ing or rearranging the environment in order to bring about 

desired behavior changes. 85 His perspective is different from that of 

B4wrenn, The Counselor in a Changing World, op. cit., p. 143. 

85s. W. Bijou, ''Experimental Studies of Child Behavior, 
Normal and Deviant," in Research in Behavior ModHication, eds. 
L. Krasner and L. P. Ulllnan-(New York: Holt, Rinehart and 
Winston, 1965), p. 44. 
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the teacher and that of the parent. Neither responsible as a teacher 

for a student to meet certain academic standards nor as emotionally 

involved as a parent, the counselor's relationship may be free of 
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threat. He can comfortably offer the student an opportunity to assume 

respons·ibnity for himself. 86 

For optimum results, the counselor may well spend more time in 

working with and training the significant people in yhe life of the 

problem child, that is, his teachers and parents, than with the child 

himseH. 87 Three cases have been reviewed in detail by l(rumbo1tz and 

Thoresen, in which teachers and parents were taught by counselors how 

to use reinforcement techniques in the class room with ch·i 1 dren whose 

behavior was interfering with their academic achievement. 88 In a 

study to determine the va 1 ue of using untra. i ned personne 1 with a 

minimum amount of supervision, helpers in Frank"lin County, Ohio, were 

instructed to establish a "good \'elationsh·ip" with behaviol' pl'Oblem 

children. Evidence from this study supported hypotheses that non-

possessive warmth and empathy are necessary for children with academic 

and behavior problems. 89 

Chanqing_jleha\f.io_r in the Classroom by Impetus from 
Behavior Modification Principles 

All who are responsible for educating and training children are 

86wrenn, op. cit., pp. 2-3. 

87Krurnboltz and Thoresen, op. dt., p. 130. 

88Ibicl., pp. 131-161. 

B9oean L. Stoffer, ''Investigation of Positive Behavioral Change 
as a Funct. ion of Genuineness , Non··pos s es s i ve Ha rmth, and Empathetic 
Understandin9," The Journal of Educat·ional Research, LXIII (January, 
1970), 224··228. ··-- -- ·-



involved in changing their behavior. However, helping the child in 

schoo 1 is not a cure-a 11; his outside 1 ife continues. Hi th this in 

mind, the Krumboltzes 90 with a "common sense" behavioral approach, 
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have used actual behavioral problems to illustrate behavior principles 

based on recent research findings. These are slanted for use to the 

teacher, the counselor, the parent--people \vho want to help young 

people behave more effectively. 

In Gilmore 1 s study - 1 concerning counseling and academirc _______ -----c 

achievement, parents of six ninth graders were counseled over a period 

of fifteen weeks, a span of three marking periods. As a result, there 

was ·an improvement in the academic achievement of their children. 

To provide the classroom teacher with current summaries of 

educational research, NEA issues a "What Research Says To The Teacher" 

Series. One of these booklets, Controllina Classroom Misbehavior, 92 

deals with techniques that teachers may use when a student acts in a 

way prohibited by the teacher. Sample behaviors, supplemented with 

appropr-iate application techniques and implications, are described in 

detail. 

Teachers are being encouraged to take an eclectic approach to 

working with problem children; behavior modification is being suggested 

. as an approach, not the approach. As an example, Behavior Modification 

90John D. Krumboltz and Helen Brandhorst Krumboltz, 
-~_gi ng Children 1 s Behavior (Englewood Cliffs, New Jersey: 
RaTT; Inc., 1972). 

91 John V. Gilmore, "Parenta 1 Counseling and Academic 
Achievement," Jour_nal of Education, CIL (February, 1967), 48. 

Prentice-, 

92william J. Gnagney, Controlling Classroom Misbehavior 
(Hashington, D. c.: National Educational Association, 1965). 



in the Classroom93 acquaints the teacher first with the rationale, 

grounded in learning theory, of behavior modification to be used in a 

certain classroom situation; the situation and the experiment are de­

scribed; a discussion of the effectiveness of behavior modification 

in this situation is discussed. The teacher has not been forced to 
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accept behavior modification; rather, he has been encouraged to con­

sider the possibility or the value of using this approach in his class-

room. 

Brown and Teague94 have successfully shaped a child's behavior, 

from undesirable to desirable, by using successive approximation and 

an immediate re1~ard system. Used by a teacher or counselor, this 

techn·ique involves: choosing an end goal in terms of observable child 

behavior; deciding upon successive approximate, small increments 

starting v;ith the child's "now" behavior and 1 eadi ng toward the desired 

goal and offering rewards, M and M's; gradually decreasing the reward, 

as the desired behavior continues on its own. The same principle is 

used in Fading,95 a gradual withdrawal in supports. This technique has 

been successfully used by counselors, working with parents and teachers, 

to develop independence in a student. Although a counselor initially 

assumes the responsibility in an interview or discussion, he gradually 

93George A. Fargo, Charlene Behrns, Patricia Nolen (eds.), 
Behavior t"odification in the Classroom (Belmont, California: Wadsworth 
Publishiilg Company, 1970). 

94James c. Brown and David G. Teague, "Behavior· Modification 
in the School: A Team Approach," The School Counselor, XVIII 
(November, 19'70), 11'1-16. 

95Jon Carlson and G. Roy Mayer, "Fading: A Behavioral 
Procedure To Increase Independent Behavior," The School Counselor, 
XVI II (.January, 1971), 193-97. 



withdraws as the responsibility is assumed by the student, parent, 

and teacher. 

Ray, Shaw, and Cobb96 have used the Work Box for teaching 

attentional behavior to children whose classroom behavior is inter-

feri ng v1ith their 1 earning. Working with the teacher, the counse 1 or 

finds out what learning is considered to-be appropriate and inap­

propriate by the teacher. A 1 ight in the Work Box, placed on the 

child's desk, appears when the child has acted appropriately for a 

designated period of time. By acting correctly, the child earns for 

himself and the class rewa1·ds of candy. Gradua"\ly the counselor is 

phased out, and the faculty is brought in for support; the candy is 

phased out and replaced by class approval. 

Summarv .. ---·-·--·-·-..:.--

In terms of the literature reviewed in this section, it v10uld 
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appear that the school counselo1·, see·ing the school as a whole and 

being able to maintain a threat-free relationship with the student, 

may be in a vantage position for working with the significant people 

in the life of the problem child, teacher, parent, and professionally­

untrained helper. 

The behavior modif·i cation approach has given a direction to 

both counselor and teacher for setting up measurable goals in terms 

of desired student behavior for problem children. Techniques, based 

upon researched rationales, are available to encourage both counselor 

96Roberta S. Ray, David A. Shaw, .Joseph A. Cobb, "The 
Work Box: An Innovation in Teachino Attentional Behavior," 
The School Counselor, XVIII (September, "1970), 15-35. 



and teacher to utilize an eclectic approach. 

GLASSER'S REALITY THERAPY 

The literature in this section will discuss Glasser's Reality 

Therapy under the following three headings: (1) an introduction to 

Glasser, (2) Reality Therapy, (3) Reality Therapy in the classroom .. 
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r-------~~n~n~.io~n~t~o~G~-l~a~s~s-~erh---------~------------------------------------

One,approach to counsel.ing with problem children which has 

been but lightly tapped to date is Glasser's Reality Therapy, a therapy 

that can be used by counselors and teachers if the~e willi__llg___lQ__~ 

involved with others .. 

As an ·i ntr-oduct·i on to Glasser, onG might we 11 examine his 

wri t·i ngs: 

Mental Health or Mental Illness?97 with a subtitle of 

Psychiatry fol' Practi ca 1 Action was pub 1 i shed in 1960. \vri tten to give 

an interested person a basic understanding of psycho 1 ogy, it v1as 

composed from 1 ectures given to Ca 1 Horni a Youth Author·i ty Employees, 

as an aid to working with young people to be rehabilitated and as a 

he 1 p to profess i ona 1 peop 1 e interested in he·l ping others to 1 ead a 

more satisfactory and productive life. 

_Reality Therapy, 98 published in 1965, is subtitled A Ne~ 

Appro~~_ to P~chi at_ry_. De vel oping a new therapeutic approach, 

97
william Glasser, Mental Health or Mental Illness? (New York: 

Harper and Brothers, 1960). 

98wil"liam Glasser, Reali_ty Therapy (1-'e.vl York: llarp2r and 
Row, Publishel'S, 1965). 



Reality Tnerapy bears little resemblance to conventional therapy, nor 

is it the exclusive property of highly trained specialists. Its 

·principles involve leading one to face .reality and to learn to ful- · 

fill one's needs. 

Schools Without Failure,99 published in 1969, proposed a 
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program to reduce school fa i 1 ure, by using Rea 1 ity Therapy in the class­

room by teachers and counselors. 

The Ide nt i ty Soc i e ty , roo~P u-;;b:;,l-:;i-;s h~:;:e;;;d,--,i~n~lfl9l'l7"'2-, --;w"'a;-.s~th;,· e""r"'e~s uiT'll t-uf~-----

Glasser's working in the Los Angeles public schools near Watts (Cal-

ifornia). Students were searching for an identity, instead of a goal. 

In this setting, Glasser used the involvement of Reality Therapy to 

change students 1 personal identity from fai 1ure to success. 

As a psychiatrist in private practice, Glasser has consulted 

in the correctional fields. He has a'lso worked directly with children 

in the Palo Alto (California) and Los Angeles public schools. Heading 

the Education Training Center, affiliated with La Verne College, he 

works vlith teachers interested in making their school one without 

failure. He tea.ches and consults at the Institute of Reality Therapy 

in Los Angeles. 

Rea 1 i ty Thera~ 

As defined by Glasser, Reality Therapy is: 

A therapy that leads all patients to reality, toward 
grappling successfully ~lith the tangible and intangible 

99William Glasser, Schools Without Failure (New York: 
Harper and Row, Publishers, 1969 • 

lOOWilliam Glasser, The Identity Society (New York: 
Harper and Row, Publishers, 1972). 
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aspects of the real world .... 101 

Rea 1 ity Therapy differs from conventi ona 1 therapy in six major 

areas: 

1. Because we do not accept the concept of mental 
illness, the patient cannot become involved 
with us as a mentally ill person who has no 
res pons i bi.l ity for his behav·i or. 

2. Wor'k"i ng in the present and tov1ard the future, 
we do not get involved with the patient's 

f-----____ ____n_:LsJ~y_b_~caJJs_e_y_Le_can_n_eithro'-':r---';c~ha"'n;"q'~e'i::"vl';:h"catf::-___________ _ 
happened to him nor accept the fact that he 
is limited by his past. 

3. We relate to patients as ourselves, not as 
transference figures. 

4. We do not look for unconscious conflicts or 
the reasons for them. A patient cannot become 
invo·!ve<i \.Yith us by excusing his behaVior on 
the basis of unconscious motivations. 

5. He ernphao.; ·i ze the mora 1 i ty of behavior. \~e face 
the issue of right and wrong which we believe 
so"l"idifies the involvement, in contrast to 
conventional psych·iatrists who do not make the 
distinction between right and wrong, feeling 
H v10uld be detrimenta·l to attaining the 
transference relationsh·ip they seek. 

6. He teach patients better ways to fulfill their 
needs. The proper involvement will not be 
maintained unless the patient is helped to find 
more satisfactory patterns of behavior. Con­
ventional therapists do not feel that teaching 
better behavior is a part of therapy .1 02 

Glasser lists the pr·inciples of Reality Therapy in the order 

in which they are usually used. 103 By following this order and be-

coming acquainted with the descriptions and examples of these 

101 Glasser, Reality _lhe~ap~, op .. cit., p. 6. 

102 Ibid., pp. 44-45. 

"103G·Iasser, The Jde_0tity Society, op. cH., pp. 107··132. 



principles in his books, Glasser believes anyone can begin to use 

Reality Therapy, developing a technique comfortable to himself and 

appropriate to the situation. For school personnel, Glasser has 

augmented these seven principles with words of advice [in quotes, 

following each principle]: 104 

1. Involvement-- "Be warm and personal and friend1y." 
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2. Current Behavior -- "Deal with children as they are 
now-w-i-t-h-t-he-i-r-j3-r'-e-s-en-t-A-i-£-tO-~J4-------~­
what's going on today." 

3. Evaluating Behavior -- "Refrain from another human 
tendency which is to be not only 
a historian but also a preacher, 
moralizing and preaching all the 
way through the 'history.'" 

4. Planning Responsible Behavior -- "Work out a plan with 
the child." 

5. Commitment ~- "Get the child's commitment to follow the 
plan. Get it in writing .... Get a 
contract made out that says what he's 
going to do, and let him sign it. 
Commitment is what sells the involvement." 

6. Accept no excuses -- "You have to be tough enough not 
to accept any behavior that the child has 
already said \•las bad for him." 

7. No Punishment-- "Don't use~ punishment v1hatsoever:_." 

The basic concept of this therapy is responsibility, which is 

defined as "the ability to fulfill one's needs, and to do so .1.!!. ~way 

. that does not deprive others of the ability to fulfill their needs," 105 

Glasser views this concept as optimistic and hopeful, building upon 

104Glasser, The Effect of School Failure on the Life of a 
Child (VJashington, D.C.: National Associat1on of Elementary 
School Principals, 1971). 

105Glasset·, geal ity Therapy_, op. cit., p. 13. 



one's potentialities for good. 106 The basic needs associated with 

Glasser's responsibility are relatedness and respect which do not 

change with age. 107 

This responsibility is learned through involvement with re­

sponsible people, and the helping person becomes very real and in­

volved with the person being helped. This involvement itself becomes 

the basis of motivation. lOS 

Reality Therapy in the Classroom 

Glasser sees the res pons i bil ity .of schools as becoming a 

reservoir of social responsibility which necessitates providing a 

~iarm and human environment. 109 Reality Therapy can be comfortably 

.applied by the teacher in the classroom; it is an approach for both 

the teacher and the parent to use. 110 In fact, a child's chance for 

success depends upcn a series of personal involvements with there-

sponsible and important people in his life; a teacher and parents are 

among such people. 111 The lack of such an involvement is why some 

children fail; they are lonely, not being able to be involved with 

106Ibid., p. xxi. 

107Ib'd .. 1.,p.x11. 

1°8Glasser, The Effect of School Failure on the Life of a 
Child, op. cit. 

109Ibid. 

11°Glasser, Reality Therapy, op. cit., p. xiv. 

lllibid., p. 158. 
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others. 112 

Beginning about 1950, a new society emerged; Glasser calls it 

the identity society. 113 ~1ore role conscious than goal conscious, 

people are concerned about.~tho they are. Unable to find themselves, 

many people do assume a new identity, that of failure. 

Usually children not doing well in school have not discovered 

that they can car·e for someone and that others care for them. These 

children are forced to find other pathways because they must have an 

identity; they do not flounder in the middle. They gain attention by 

failur·e and misconduct l"ecognition. 114 

Hopefully, Reality Therapy may become a means of getting and 

maintaining a successful identity. The school has a responsibi1ity 

for helping the student move toward success and being appreciated as 

a human being. The child must understand that he himself has the 

responsibility for fulfilling his needs, for behaving so that he can 

have a successful identity. 115 

Glasser has used Reality Therapy at the Ventura (California) 

School of Girls, an institution for the treatment of older adolescent 

girls. It has also been used by Glasser in Building 206 of the 

Veterans Administration Neuropsychiatric Hospital in West Los Angeles 
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· under the direction of Dr. G. L. Harriman, for 1 ong-termed hospi ta 1 i zed 

112Glasser, The Effect of School Failure on the Life of a 
fhild, op. cit. 

11 3Glasser, The Identity Society, op. cit. 

114Gl asser, The Effect of Schoo 1 Fai] ure bn the"LHe of a 
Child, op. cit. 

115Glasser, Scbools Hithout Failure", op. cit., p. 16. 



psychotic patients: As a consultant in the correctional field, he 

works with teachers and children. Perhaps his greatest contribution 

to the. problem ch·ild is that he goes into the classroom himself, 

working with a teacher, with a group of teachers, with a schoo 1 , 

showing how Reality Therapy can be practiced. 

In an elementary school study, Gronert116 successfully used 

Reality Therapy, combined with Adlerian Psychology, to set the stage 

and to arrange a counseling relationship for behavior modification. 
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In a study to find a set of educational interventions for increasing 

comprehension reading skills with male delinquents (14-15 year-olds), 

Scheaf117 used "Glasser-type" discussions as part of the treatment 

four days a week (45 minutes per day) for eight and a half weeks. In 

this time per·iod, no significant measurable gains were made in reading 

achievement. 

Hawes' doctoral study118 assessed the effects of Glasser's 

Schools Without Failure Program on individual responsibility, self­

esteem, and classroom behavior of culturally deprived Black children. 

Grades 3 and 6 in two elementary schools in inner Los Angeles were 

used. These two school were matched according to academic, ethnic, and 

116Ri chard R. Gronert, "Combining a Behavi ora 1 Approach 
With Reality Therapy," Elementary School Guido.nce and Counseling, 
V (December, 1970), 1 04··112. 

117william Allen Scheaf, "The Effects of Paired-Learning 
and Glasser-Type Discussions on Two Determinants of Academic 
Achievement and on Reading Achievement of Male Delinquents" 
(unpublished Doctor's dissertation, Case \o!estern Reserve University, 
1972). 

ll 8Richard Manning Hawes, "Reality Therapy in the Classroom" 
(unpublished Doctor's dissertaion, University of the Pacific, 
1970). 
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socio-econ'omic characteristics. School I and Scho.ol II, experimental 

and control, had been designated as poverty schools eligible for funds 

provided by Title I of the Elementary and Secondary Education Act. 

The Schoo 1 s Without Failure Program, used to extend the concepts of 

Reality Therapy to the classroom, is based on the assumption that 

failure should be eliminated from a child's learning experience. The 

class meeting is the backbone of the program. The research in this 

study found that the Schools Without Failure Program had significant 

effects upon children in the third and sixth grades in the experimental 

school, on the development of individual responsibility and encour­

agement of certain class behavior, but not on self-concept. The sex 

of pupils made little difference in the effectiveness program~ 

but the younger grade level did. 

!)ummat·y 

In vie1~ of the literature reviewed in this section, it would 

appear that Reality Therapy can be used by school counselors and 

teachers with one stipulation, that they are willing to be involved 

with others. Glasser's publications and his willingness to go into 

the classroom himself are indications of his belief in this type of 

therapy. His is not an "ivory tower" approach; rather, the principles 

are spelled out in a workable, sequential manner. Differing from 

conventional therapy, Reality Therapy starts with the "now" behavior, 

faces reality, and teaches ways in which one's needs may be fulfi 11 ed. 

Based on learning responsibility by involvement v1ith others 

who care enough to be involved, Reality Therapy would seem to be a 

"natural" for use with the problem child in the classroom and with the 
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significant people in his life. With the school having the respon­

sibility for helping a child to move toward a successful identity, 

Reality Therapy would encourage the child himself to take the re­

sponsibility for fulfilling his needs. 
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Although Glasser claims Reality Therapy can be used by any­

one with a willingness to be involved, the paucity of research studies 

utilizing this therapy is amazing. One wonders why the school coun-

se 1 or has not used it, as he works with the prob 1 em child and his 

teacher(s) and parent(s). 

THE TEAM APPROACH 

TO HELP THE PROBLEt~ CHILD 

The literature in this section will be discussed under the 

following headings: (1) the counselor as a member of the team, 

(2) the teacher as a member of the team, (3) the parent as a member 

of the team, (4) the home-school team. 

The Counselor as a Member of the Team 

Peters and Shertzer have defined guidance as 

... the process of helping the individual to 
understand himself and his world so that he can 
utilize his potentialities.ll9 

In this role, the counselor cannot function as an outsider; rather, he 

must be a part of the child study team. His greatest contribution is 

in working with teachers and parents to provide environments at school 

ll9Herman J. Peters and Bruce Shertzer, Guidance: Prografl}_ 
Development and Management (Columbus, Ohio: . Charles E. Merrill 
Pub 1 i shi ng Company, 1969), p. 25. 
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and home conducive to a child's growth.120 Christensen has pointed out 

that normally a change in a child's behavior is accompanied by changes 

in the lives of the significant people in his life.
121 

The counselor may serve as a go-between to open up communication 

between student, teacher and parent. Shaw calls this approach "milieu 

therapy. "122 By consulting with others in the life of a chi"ld, the 

counselor seeks to develop an attitude of flexibility and understanding 

toward each child's problem and to elicit understanding support from 

teachers and parents. This approach has been recommended by the 

American School Counselors Association: 

Environmental manipulat-ion is often more necessary 
vlhen counse.ling l•rith childr·en. The elementary school 
counselor 1;ill need to 1vork more closely \•lith teachers - 2. 
and parents when planning changes influencing the child. 1 3 

The Teacher as a !•\ember of the Team 

Penrose has noted that the teacher is res pons i b 1 e for _1 abe 1 i ng 

the problem child early in his school life, as well as differentiating 

his particular kind of problem and recording such in his cumulative 

fo 1 der .
124 

Wrenn views the class room teacher in the e 1 ementary schoo 1 

.120H. ~1. Smith and L. 0. Eckerson, Guidance Services in 
El_ementa_Y]'_!)_chools: __ _!~~~tioll_~_l ___ Survey (Washington, D. C.: U.S-. 
Governml"nt Pr·inting Office, 1966), p. 6. 

121 oscar C. Christenson, "Education: A 111odel for Counseli!1g 
in the E·lement1lry School," Elementary School Guidance and Counseling, 
IV (October, 1969), 15-16. 

122H. C. Shaw, "The Function of Theory in Guidance Programs," -
£t!i di.mce HonograQiL.~.Q.:cj_es_I_ (Boston: Houghton t·1iff"l in, 1968). 

123Ameri can School Counse·l ors Association, "Report on Guidance 
in the Elementary School," t1imeogr·aph, 1964, 

124 
Penrose, op. cit. 
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as being in a most favorable position not only for observing the child, 

but sharing this observation with the counselor. 125 

Research has indicated that teachers are capable of making 

. good judgments about behavior. Wickman's 1928 classic study of 

teachers' attitudes toward children's behavior was a forerunner of 

many similar studies. 126 Beilin's 1959 study indicated that the role 

of the teacher was changing, and that because of training and expec-

tations, he could more quickly and accurately identify the problem 

child.127 Westbrook128 and Ziv129 have noted that the gap between 

teachers' and psychologists' point of view has narrowed since Wickman's 

study--that is, teachers are becoming more sensitive to the problem 

chi 1 d who is wi thdra1•m. 

It is the thinking of current journal writers that counselors 
130 could he'lp many children by working with teachers.· However, there 

is often a difference of feeling between teachers and counselors due 

to: 

1. teachers feeling that they themselves have always 

125 •. 1 . t vrenn, op. c1 ., p. 149. 
126wickman, op. cit. 

127H B .1 . . e1 1 n, "Teachers' and Clinicians' Attitudes Toward 
The Behavior Problems 
XXX (1959}, 9-25. 

of Children: A Reappraisal," Child Development, 

128 
Westbrook, op. cit. 

129Avner Zi v, "Chi 1 dren 's Behavior Problems as Viewed by 
Teachers, Psycho 1 ogi sts, and Children," Child Deve 1 opment, XLI 
(September, 1970). · 

130Barbara A. Jones and R. J. Karraker, "The Elementary 
Counselor and Behavior ~lodification," Elementary School Guidance 
and Counseling, IV (October, 1969}, 28-33. 



been doing guidance. 

2. teachers feeling that counselors are a part of the 

administration. 

3. a lack of communication bet11een teachers and counselors. 

4. teachers not being able to see themselves as a part of 

the team. 131 
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There are many natural opportunities for teachers and counselors 
----------~--~~--~----~~~,,?~~~~~~~ 

to work together. Quinn'""" suggests stronglythat--trrtr-cuarrs-e-1-oT--, to------

take advantage of this situation, give most important cons·i deration to 

letting the teacher know that he, the teacher, is the essent"ial member 

of the guidance team. It is the impression of Becker, Thomas, and 

V
,.....(: ., 1 1 

l U I I school referrals made to the school psychologist, 

specia·i classes, and socia·i \';orkc~rs, SO p8rcent of these referrals can 

be effect-ively handled by the classrooni teacher if given help in 

knov!ing what to effect. 

Wirile help for the problem child is available for the classroom 

teacher, there ·is not one ansv1er for every child, nor for every teacher. 

For example, Ginott
134 

has collected, in the form of short scenarios, 

responses from teachers and parents in his classes and in so doing, ·has 

l31Paul F. Quinn, ''Rapprochement--The Teacher and The 
Counselor," The School Counse·lor, XVI (January, 1969), 170-173. 

132
Ibid., p. 172. 

133 
Wesley C. Becker, Don R. Thomas, Douglas Carnine, 

Reducin9....Q§.b_avior Problems: An Oj)erar1_t__Conditioning Guide for. 
Teachers (Urban-a, Ill.: Nat·ional Laboratory on Ear·ly Childhood 
Educ-ation, November, 1969), p. 5. 

134Haim Ginott, Teacher and Child--A Book for Parents and 
Teacher_~ (Nevi York: The Ma-cnii 1·1 an Compani;--1972). ______ _ 
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made available practical guides for working with problem children, at 

home and at school. Maintaining Sanity in the Classroom135 has a do­

it-yourself approach made easy with illustrated teaching techniques. 

Revi m1ing a research study is not appca 1 ing to every teacher, a fre­

quent reaction being "That doesn't fit my classroom or me." This 
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might be the case when reading Antwarg's study136 which defined and 

then isolated disturbing children in junior high school, for the purpose 

of studying the effect upon these children of teacher systemat·ic study. 

The result of this experiment was that teachers' attitudes toward the 

problem children showed no significant improvement, but the problem 

children's attitudes toward the teachers changed to a positive 

direction. 

For the classroom teacher to attempt to follow these suggestions 

a 1 one can be di scour·agi ng, overwhelming, threatening. As a part of a 

team, the teacher- go.·ins support to study and research suggestions and 

ideas, to evaluate their effectiveness for his current situation or 

class, and then to focus his professional expertise on individual 

children. 

The Parent as a !vlember of the Team 

One of a counselor's priorities is to become involved with the 

significant people in the life of the child, the parents. 

l35Rudo1f Dre·ikurs, Bern·ice Bronie Grunwald, and Floyd 
C. Pepper, f•1aintaining Sanity in the Classroom: Illustrated 
JeachJ_ll_LTec~!2JUe}_ (r.lew York: Harper and Row, Publ ishers;-1971). 

136Alexander Antwarg, ''The Influence of Systematic 
Teacher Study of Their Di sturb·ing Pup"il s on Selected Teacher-­
Disturbing Pup"il Relationships" (unpublished Doctor's dissertation, 
New Yo1·k Univel'sity, 1962). 



Involving parents in school activities has long been a 

tradition. Greenwood, Breivogel, and Bessant137 have noted that 

such an involvement usually falls into one or more of five levels: 

audience, teacher of the child, volunteer, trained worker, or 
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participation in decision-making, especially through board membersh·ip. 

The 1971 theme of American Education Week was "Help Schools Bridge 

The Gap," indicating that childl'en need both parents and teachers 
::1 ~-Q 

working together for the child's ovetall well ~being .. ~,o-on-the olle~-------

hand, the school must recognize that the child is a par·t of a fam·ily; 

on the other hand, it is often difficult for parents to see the child 

as an individual, not an extension of themselves. 139 

Until the present~ schools have borne the responsibility of 

the educational process; now parents, as well as the schools, see o 

need for preparing the parents to shoulder their educational respon·-

sibi1ity, Wolf, coordinatot for Citizen Part-icipation, United States 

Office of Education, has noted that parents today are seeking a kind 

of involvement that is quite diffetent from the traditional attendance 

at PTA meet·ings; tather, they are asking questions about the quality_ 

of education and how to improve it. 140 As they become more involved, 

l37Gordon E. Greenwood, Hilliam F. Bre·ivogel, Hattie 
Bessent, "Some Promising Approaches to Parent Involvement," 
lhe'!.D' .. J.lJ!O Practi.Ct", X (June, 1972), 183. 

B 8Kenneth G. Gehret, "It's Visiting Time Aga·in," The 
Christ·ia_r:._~_ence t1onitor, October 23, 1'971, p. 11. 

139~1rs. James 1\. King, "A Parent's React·ion," Theory Into 
Practice, IV (October, 1965), p. 157. ----

140El·inor K. Holf, "The Case for Parent Involvement," 
!:_arents_' __ l•laga~~ ne, XLIV (February, 1969), 40-41 . 



they bear an increasing responsibility for having adequate solutions 

and answers to problems.l41 
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In Ithaca, New York, a public school is being run by parents--· 

the hiring of teachers, the allocating of budget items, the working 

of the school organization and curricula. In Berkeley, California, a 

group of families is designing its own school, with every family member 

1---------.a~tea cher, a lt:arrrer--;vrbo-trr.--r-n-West-V-i-rg-i-n-i-a-, e-i-t-i-z-e-ns-a-r-e-~e..-·-----~-

designing opportunities available with public finances. Against a 

financial barrier, school authorities are having to share their power, 

and with this power come many questions and improvements. 142 

If parents are to be involved as ·team members, it is necessary 

·that they be viewed by the school as capable of serving on the team, 

and as being acquainted with schoo 1 1 ife. As front-1 i ne i nterpretel'S, 

the classroom teacher and the counselor are in a position to build 

home-school rapport by focusing on the child's well-being by means of 

·mutual honesty and responsible communication. 143 When such a comfort­

able rapport has been established, the parent will not be "the last to 

know" of undesirable behavior. 

The Parent Program has been used at the Devereux Day School 

in Scottsdale, Arizona, to involve parents directly in school 

141E. Lakin Phillips, Daniel N. Wiener, and Norris G. Haring, 
Discipline, Achievement, and Mental Health (Englewood Cliffs, 
New Jersey: Prentice-Hall, Inc., 1960), p. 119. 

142cynthia Parsons, "Change at School," The Christian Science 
Monitor, (February 8, 1972), p. 6. 

143Georgia B. t~oeller, "The Parent-Student-Teacher 
Triangle," Today's Education, LX (November, 1971), 40-41. 



visitation, bimonthly educational groups, and counseling groups. The 

children of parents who attend these group meetings regularly have 

shown more positive behavioral change than children of parents who do 

not attend group sessions.14-4 In San Diego, California, a community 

liaison team, a community advisor and two parent counselors, has gone 

into home group meetings to discover what is worrying parents. 145 

The Home-School Team 

In the ''Ten Most Significant Educational Research Findings,'' 

Bloom hypothes·ized that change measurements are d-irectly related to 

the environment in which the individual has lived during the change 

per·iod. From 1:1-ds, Bioom has stt"'essed the importance of the home and 

schDo 1 acting in harmony for· mutua 1 support .146 

In Pa.lmo's study concerned w"ith first, second and third 

graders who showed classroom adjustment problems, three treatment 
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procedures for the students v1ere. emp 1 oyed: group counse 1 i ng by the 

counselor and parent-teacher-counselor consultations; group counseling 

alone; parent-teacher-counselor consultations. Of the three treatme~ts, 

the parent-teacher-counselor consultations were the most effective in 

144Jeffries l'kHhirtel' and Carolyn Cabanski, "Influencing 
the Child: A Program for Parents," j:lelll_entary _Schoo_l_Guidi'\_!!Ce 
and Counse"ling, VII (October, 1972), 26-31. 

l45George T. Frey, "Improvin9 S<;hool-Cornmunity Relat·ions," 
Today' s Educ~_ij_()_r:,, LX (January, 1971), 14-17. 

146oanicl E. Griff"iths, "The Nost Signif·icant Educat·ional 
Research," Todil,Y. .. ~_LEdu<:_atiQD_, LXI (April, 1972), 48-51. 
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reducing adjustment ptoblems .147 

Inaugurated in cettain districts of Chicago in 1963, the 

H-I PACT Program has prov·i ded a practi ca 1 approach to he 1 ping prob 1 em 

children. The school team approach has been used with the counselor, 

teacher, nurse, social worker, psychologist, attendance officer, and 

ptincipal comb·ining interest and effort. Flexibility within the 

Summary_ 

62 

The previous section has discussed the place of the counselor, 

the teacher, and the patent as members of the home-school team for 

helping the problem child. 

By the very nature of Iris counse.ling ro·le, the counse·lor is in 

a natural posit·ion to wor·k with teacher and patent as a go-·between to 

open up communication. The teacher is in a position to observe the. 

problem child in the classroom and to share that observation with 

counselor and parent. With the sup~ort of the counselor, the teacher 

gains encouragement and direction for researching and evaluating in 

\~orking with the problem child. The trad-itional role of the parent 

is changing; now he is becoming involved in and responsible for school 

The counselor, the teacher, and the parent have a mutual bond, 

14'7Artis J. Palmo, "The Effect of Group Counseling and 
Parent-Teacher Consultations,'' (unpublished Doctor's dissertation, 
West Virginia University, 1971). 

148Berthol d llemsch, "HWACT: A Practical Approach for Reaching 
the ~chool Child,'' The School Counselor, XVII (November, 1969), 101-105. . _____ .. ___ _ 



caring for and helping the problem child. 

SUMMARY 

The second chapter of this study has reviewed the related 

literature under eight headings: (1) introduction: research in 

counseling, (2) the role of the school counselor, (3) the middle 
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sc hoo 1 gu 1 a nee program, (-4-)behav rorrrro~iJl-enrchi-1-dten-, -t5-)--accounto------­

ability and contracting in guidance, (6) changing behavior in the 

classroom, (7) Glasser's Reality Therapy, (8) the team approach to 

help the problem child. 

In view of this related literature, the researcher would 

conclude there is a need for today's counselor to research where 

the educa.tional concern 12. and to develop a methodology to be 

evalua.ted :in terms of relevance to. the counselor and the problem 

child. 

According to current literature, the school counselor's role 

is changing from the traditional one-to-one counseling with the child 

to i nvo 1 vement in the student's environment. A 1 though faced with 

lack of clarity of his role, the time has come for the school counselor 

to take a stand and develop his own role, related to current needs of 

students. 

Current writers are focusing upon the need for fl exi bil i ty 

and i ndi vi dua 1 i zati on vii thin the middle school because of its unique 

population; at the same time, they decry the lack of theory in the 

present middle school guidance program. A need for research and 

experimentation by the school counselor in the middle school is loudly 



voiced. 

While public education is assuming the responsibility for 

helping all children to lead a productive life, there is a need for 

someone in the school system to identify the problem child and help 

him. From 1928 to the present, research studies have supported the 

belief that the classroom teacher is capable of ·identifying the 
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!-----,IJT'Cf\Th .. 'llLCfr'r'l-ti-;-.----------------------------

The honeymoon for gu·i dance progt·ams is over. The counse ·1 or 

is becoming accountable for the evaluation of his counseling. Gone, 

too, is the "not-measurable" excuse. Behavior modif'ication is en­

couraging counselors and teachers and parents to use an eclectic 

approach in working with problem children. 

From the 1 iterature reviewed, it 1~ould appear that the use 

by the school counse'lor in the middle school of two techniques 

scarcely util·ized to date, Glasser's Reality Therapy and the behavior 

contract, would be a poss i b 1 e means. of working VIi th the prob 1 em ch·i 1 d 

in the middle school and with the significant people in his life, 

his teacher and parent(s). In addition, it would make a contribution 

to research focusing upon he 1 p for the prob 1 em child in the m·i dd'l e 

schoo 1 • 

The research design and procedure used in this experimental 

study will be presented in Chapter 3. 



Chapter 3 

THE DESIGN AND PROCEDURE OF THE STUDY 

The design and procedure of the study, as outlined in Chapter 

·1, w"ill be presented in detai'!ed form under the fo"llowing sections: 

1-------'-'-lL__,s'""e._.t"-"t'-'i-"-n:q of the study, (2) identif·ication of the population sample 

and the sample groups, (3) research design and testing instruments, 

(4) methodology in chronological order, (5) hypotheses, (6) statis-

------------

tical procedure, and (7) summary. 

SETTING OF THE STUDY 

The setting of the study was in a middle school in Nev; Jersey. 

This borough of 14,827 population in a 4.4 square mile area in Northern 

New Jersey is a bedroom community of Nevi York City. After World Pla.r 

II, this formar·/y small v"i"llage had been overwhelmed by a sudden in--

crease of new fami 1 i es from the city, new money, and a marked ·j nterest 

in the schoo·ls. At present, real estate va·lues range from $40,000 to· 

$100,000. The effective buying income per family is $19,296. Eight 

churches, three industr·ial p"lants, and an educat-ional system, six 
1 

publ·ic and two private schools, are housed vrithin the borough. 

The m·idd"le school, gntdes six, seven and eight, had been ·in 

ex·istence for- six year~;. Formerly a jun,ior high school, grades seven, 

1 Bergen County Fact Book. Prepared by Bergen County 
Advh or·J' C"oiiinifssT(irl-·on!fcOi1orrrfc-·Resou tees and Deve 1 opment, 197"1 • 

6" ,) 
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eight and nine,this school was housed in a building built in 1906 and 

added to in 1924. In September, 1972, the middle school moved into the 

"old" (1958) high school building .. The enrol"lment in September, 1972, 

was a total of 749 students, with approximately 250 students in each 

of the three grades. The dropout rate in the 1972-1973 school year was 

zero. Students were almost exclusively Caucas·ian. 2 

school life. They often come to school, or telephone, to talk with the 

counselors and teachers. Working consistently in the Home-School As­

sociation, they attend Back-To-Schoo 1 nights on a standing room bas ·is. 

Participating with enthusiasm on school committees, their project for 

the 1971-·1972 school year was Erojecti.Q.ll..§.li, 
3 

an exploration of the 

cunE•'Ii: cun"ic:ulum, with deto.iled suggestions for improvement and 

expansion in the immediate future. 

Each of the three counselors in this middle school remained 

with one class during its three-year sta.y at the school, starting with 

the sixth gra.de. Each was a credentialed counse·lor in the State of 

Ne1~ Jersey. The sixth-gl"ade.counselor was the investigator. She had 

been a high school English and Latin teacher for nine years, and then 

a middle school counselor for nine years. The seve11th grade counselor 

had been an elementary English teacher for e·leven years, had served 

in the army for tv1o years, and had been a middle schoo 1 counse 1 or for 

2Records in the Offf ce of the Superintendent of Schoo 1 s, 
Tenaf"ly, New ,Jersey, t~arch, 1973. 

3rrojection 80. Citizens' Long-Range Planning Committee, 
Janvr:;, 1972, Tenafly; New Jersey. 
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seven years. The eighth grade counselor had been an army career man 

for fourteen years, a reading specialist for ten years, an English and 

Social Studies teacher for four years, a btJs·iness man for three years, 

and a middle school counselor for nine years. 

A middle schoo·l was chosen for the sett·ing of this study since 

the researcher was a middle schoo·l counselor. This study was designed 

consulting was clone outside the normal school day. Each counselor 

worked with teachers, problem children and their parents in his school 

office. Each contract session was. held at the convenience of teachers 

and parents; care vms taken that the prob 1 ern child v1as not ca 11 ed out 

of a favorite class, such as wood shop or horne economics. Neither 

parents YJO\' children were informed that the contracting was part of a 

study, 

IDENTIFICATION OF THE POPULATION AND THE SAI,1PLE Gf\OUPS 

The P_opulation_ 

The target population in this study was problem children in 

the middle school. The experimental accessible population v1as 

problem children ·in a middle school in Northern New Jersey, dur·ing 

the 1972-1973 school year. 

_Ih ~-__:~!:e a tme_~_~....§:C~~J:l. 

The treatment gr·oup was not randomly chosen. It was composed 

of pr·oblem children, primarily sixth graders ·in a school in Northern 

Nmv Jersey, and so designated by the·i r class room teachers. 



Subjectively in this study, the problem child as defined by 

Woody was 

... the chi 1 d who cannot or wi 11 not adjust to the 
socially acceptable norms for behavior and consequently 
disrupts his own academic progress, the learning efforts 
of his classmates, and interpersonal relations.4 

Objectively ·in this study, the problem child as rated by his 

classroom teacher vms above one standard deviation from the mean in 3 
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out of 11 dimensions on the Devereux Elementary School Behav·i or Rat·i ng 

Scale, 5 except in Dimensions numbered 7, 10, or 11, in which cases he 

\vas below one minus standard deviation from the mean. 

The problem child was involved in a contract v1ith the first 

teacher who r·eported his name to the counse 1 or as being a prob 1 em child, 

iJhen a pi·ob.lem child lvho had bGen selected for this study transfen'ed 

out of the school or had a long il"lness, his contract was dropped from 

the study. In this study, one e·ighth grader transferred out of schoo·l 

in Narch, 1973; her contract was· dropped from the study, 

The Non-Treatment Group 

The non-treatment group vms also not randomly chosen. It 

consisted of three homeroom classes, one at each grade level. Since 

the homeroom classes in the middle school v1ere grouped heterogeneously, 

the selected cla.sses were those most closely .approximating the mean 

grade level in ter-ms of the Stanford Achievement Test scores 

4Robert H. Hoody, Behavior Prob 1 em Children in the Schoo 1 s 
(New York: Appleton·-Century-Cr·ofts;-196-9), p. 1. 

" 0 George Spivack and t·ia rsha 11 SwHt, Devere~u_y,_ El e111enta ry_ 
School Behavior Rating Scale (Devon, Penn.: The Devereux Foundation,l967). 
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(Paragraph Meaning and Arithmetic Computation subtests), October, 1972. 

As Van Dalen notes, 

School administrators are often most reluctant to 
disrupt the school schedule •.. but they may cooperate 
with an E if he is willing to use intact classes for 
an expe1·1ment.... Conducting an experiment without: the 
Ss being aware of it is easier when intact classes are 
used for comparison groups than when random samples 
are taken from classes •••. 6 

RESEARCH DESIGN AND TESTING INSTRU~1ENTS 

The Research Design 

In this study, a one-group pretest-posttest design was utilized 

for analyzing the gain of the experimental group. In this design, the 

experimental group receives pretesting, ·the experimental treatment, and 

posttesting. In this study, the non-experimental group, used for a. 

secondary comparison, received pretesting and posttesting. 

In this study, the independent variable was the treatment used 

with the experimental group. The dependent variables were: 

1. Achievement as measured by grade-point average. 

2. Achievement as measured by first and fourth 

quarter grades. 

. 3. Achievement as measured by Paragraph 1-leani ng subtest . 

scores on the Stanford Achievement Test. 

4·. Achievement as measured by Arithmetic Computation 

subtest scores on the Stanford Achievement Test. 

6oeobold B. Van Dalen, Understanding Educational Research 
(New York: McGraw-Hill Book Company, 1966), p. 279. 



5. Conduct as measured by the Devereux E'lementary_ 

School Behavior Rating Scale. 

Testing Instruments 

Subtests of the Stanford Achievement Test which were used as 

test·i ng instruments to measure paragraph meaning and arithmetic 
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f----~computa-ti-On--i-n--±bJs_s_ttrc\lL-i-Dcllrded_;_(~L)_IlltBJ"m~cli_a_te_ILilait_eriL, ______ _ 

Forms X,Y (for the middle of Grade 5 to the end of Grade 6), Test 2, 

Paragraph Meaning, and Test 5, Arithmetic Computation, 7 and (2) 

Advanced Battery, Forms X,Y (for Grades 7, 8 and 9), Test l, Paragraph 

Meaning, and Test 4, Arithmetic Computation. 8 

mediate II Battery of the Stanford Achievement Test_, the Pal'agraph 

Meaning Test for Grade 6 has a split-half. reliability coefficient of 

.93, a Kuder-Richardson reliabilHy coeff·icient of .92, and a standard 

error of measurement of 5.0 in terms of grade scores. The Arithmet-ic 

Computation Test for Grade 6 has a split-half rel·iability coefficient 

of .89, a Kuder-Richardson reliability coefficient of .87, and a 

9 
standard error of measurement of 5.5 in terms of grade scores. 

7Truman L. Kelley and others, Stanford Achievement Test, 
Intermediate II, Complete Battery, FormXT(New York: Harcourt, 
Brace and VJor'ld, Inc., 1965). 

8rruman L. Kelley and others, Stanford Achievement Test, 
Advanced Complete Battery, Form X, Y (Nevi York; Harcourt, Brac-e 
and VJorld, Inc., 1964). 

Q 

·'Truman L. Ke 11 ey and others, Stanford Achievement Test, 
Direct_ions for Jl.d1n-iniste.ri.DS.L, Intermediate II Battery (New Yon: 
Harcourt, Brace and ~Jorld, Inc., "1964), p. 24, 



The Paragraph Meaning Test for Grade 7, a subtest of the 

Advanced Battery of the Stanford Achievement Test_, has a split-half 

reliability coefficient of .93, a Kuder-Richardson reliab-ility co­

efficient of .93, and a standard error of measurement of 5.0 in terms 

of grade scores. The Arithmetic Computation Test for Grade 7 has a 

split-half reliabi"lity coefficient of .87, a Kuder-Richardson re·-

-----liabjJ_it_,~Qe£ticient of .87, and a standard error of measurement of 

10 7. 0 in terms of grade scores. 

The Paragraph ~1eaning Test for Grade 8, a subtest of the 

Advanced Battery of the Stanford Achievement Test, has a split-half 

re 1 i abi ·1 i ty coefficient of . 93, a Kuder-Ri chardson re 1 i abil Hy co-

efficient of .93, cl.nd a standard er-rol- of measurement of 8.0 in terms 

of ~wade scores. The Arithmetic Computat-ion Test for Grade 8 has a 

split-ha.lf reliabn'ity coet'f"icient of .90, a Kudet'-Richardson re­

liability coeff·icient of .90, and a standard error of measurement of 

8. 0 in terms of grade scores. 11 

In both the Intermediate II Battery and the Advanced Battery 

of Dil"ections fol" Administerin[ the Stanford Achievement Test, the 

same reference is made to validity: 

The val'idity of Stanfor-d Ach·ievement Test is best 
thought of as the extent to which the content of the 
test constitutes a representative sample of the skills 
and knov1ledges which are the goals of instruction. 
This content, or curricular, validity must be assessed 
through a careful· analysis of the actual content 

10rr·uman L. Kel'ley and others, Stanford Achievement Test, 
Directions for Adrni ni steri nq, Advanced Batfi,ry (Nevi York: Harcourt, 
Brace and World, fnc:-;-·'[964), p. 24. 

'll Ibid. 
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of each subtest in relation to the objectives of instruction 
in the various fie 1 ds. The Stanfo1·d authors sought to insure 
content validity by examining appropriate courses of study 
and textbooks as a basis for determining the skills, know­
ledges, understandings, etc., to be measured.l2 
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Due to the congruence between the item-analysis of the Stanford 

~chievement Test and this middle school's curriculum and the similarity 

between the norm population and that in this New Jersey tovm, the 

"t-"i:!rrford-Ach-i-evement l=es-t \'ia~-se-lec±ed_iJLl9_6_5_by the s c h oo 1 p,_.s"y_,.c'-'h o=-l._,o,_-____ _ 

gist to be used in the school testing program in grades 4, 5, 6, 7 and 

8. 

Under the heading of Pet·formance by Subtests, the authors 

agree that part scores are "sufficiently reliable for use in the 

diagnosis of group performance •.. [and] may be compared with scores 

made by the national standardization group." 13 

The following comments have been made by the authors about the 

two subtests included in this study: 

Paragraph meaning is such a vital part of school 
achievement that abi'l i ty in it should be carefully 
wei~he14against the achievement level desired of each 
pup1l; . 

The computation items (Arithmetic Computation) are 
drawn from the fundamental operations of addition, sub­
traction, multiplication, and division ... the response 
'not given' (NG) is included as one of the choices in 
each item in order to discourage guessing by pupils not 
able to perform correctly the required operations. The 
time limit for the test is generous, reducing the emphasis 
on computational speed. The exercises are representative 
of the usual curriculum and textbook patterns of content.l5 

-----.--
12rbid. 

14rbid., p. 4. 

13Ibid., p. 22. 

15 rbid., p. s. 
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The pevereux Elementary School _Behavior Rating Scale16 was used 

in this study by classroom teachers who had reported the names of 

prob 1 em chil dr·en. The sea 1 e was scored by the teacher as soon as he 

had reported the name of the prob 1 em chn d in his class room, before 

December 22, 1972, and again in l~ay, 1973. 

This scale17 does not provide a measure of character or person-

a. !1 ty t r·a fE s ; rather , i ·Har·tTi-s-h--e-s-a-p-re-f-i-l-e-e-f-e-v-e-'r-t-p-~G-blem-b.ehctvJ_o_r_:_. ____ _ 

It has been specifica"lly designed for use by the classroom teacher, 

who is instructed to base his ratings on his classroom experience with 

the child. Usually with one month of observation in the classroom, 

the teache1· is able to sco1·e this scale within five or ten minutes. 

Fody··seven bt"hav·iol'S ar·e measured; these define 11 behavior factor·s 

and thl"E,e additional items: 

1. Classroom Disturbance 

2. Impatience 

3. Di.srespect-Defiance 

4, External Blame 

5. Achievement Anxiety 

6. External Reliance 

7. Comprehension 

8. Inattentive-Withdrawn 

9. Irrelevant-Responsiveness 

16spivack and SVIift, op. cit. 

17Geotge Spivack and ~1urshall, peverf!.UX Elementary Schoo·! 
Behavior Ratinq Sca·le Hanual (Devon, Pa.: The Devereux Foundation, 
l967r, pp. 3-32. 
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10. Creative Initiative 

11. Need Closeness to Teacher 

Additional items 

1. Unable change 

2. Quits 

3, Sl OVI \Vork 

l---------lN&rm-a-t-'i-v-e-8-a-t-u-:y·re-r-e-e-S-t-a-i-R-e8-i-li-a----s-ma-l-1-G-i-t-y-fl-tl-9~-i-c s-G-~1-00-1-------

system from thirteen elementary schools. Th·irty-two teachers rated 

the behaviors of 809 children, 721 White and 88 Black. The results 

of the teachers' ratings at different grade levels for each factor 

are very similar; this fact would indicate that rating teachers do 

use a different "standard" for children at different ages. One week 

after the initial ratincs, 128 children were rated a second time. 

From the ·initial to the retest ratings, there was a general tendency 

for scores to decrease; the BXtent of change was small. 

The test-retest corre 1 a ti ons, that is, re ·J·i ability, are mod­

erately high, the median coefficient being .87. The test-retest cor­

re ·1 at ion for each item on the sea 1 e was determined; the med·i an cor- . 

relation is .76, with a quartile ra.nge from .72 to .82. The standard 

errors of measurement for each factor are small; all of the standard 

errors of measurement are equal to one-half of the standard deviation 

of the scores of the total normative sample. 

A Survey Sheet 18 ~1as developed, used, and frequently revised 

during a period of three years by the researcher. It is a technique 

planned: 

.18Please see Appendix B, p. 150. 



1. to enab 1 e the teacher, with a fe1v minutes' effort, 

to give a current picture of the child in the indi­

vidual classroom. 

2. to give a parent, a counselor, a consultant, all of 

the child's teachers, or the child himself a current 

survey of himself as he behaves in one or in all of 
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----------hl-s--sla-s-s-9-S~------~------------------

This survey sheet, in this study, was used by the teacher as a customary 

focusing on the child; it served as an introduction to scoring the 

Devereux Elem~1tat~~~ho~ Beha~ior Rating Scale, which focused on the 

teacher see·ing the problem child in compar-ison to the other children 

in the cla.ss. This survey sheet vias not used as a pretest ot• as a 

posttest. It was checked by the teacher as soon as he had reported 

the name of" problem chi"ld befot·e December 22, 1972. 

HETHODOLOGY IN CHRONOLOGICAL ORDER 

The foll o1v·i ng outline indicates the procedures and the 

chrono 1 og·i ca 1 order in which they were executed: 

1. Before school started in September, 1972 

a. The researcher, the sixth-grade counselor in 

a middle school in Northern New Jersey, pre­

sented her proposal to the superintendent of 

schools to acquaint him with the purpose and 

nature of this study, as well as its appropri­

ate usabil-ity for counselors, teachers, parents, 

and children in this middle school and to 



secure his permission to undertake it during 

the 1972~1973 school year. 

b. The researcher then contacted the school psycholo~ 

gist, through whose office all doctoral proposals 

and testing programs are channeled, to acquaint him 

with the nature of this study, and to gain his co~ 
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opera 1 on and permission. Fie was reqmrs-teli-mrt h' n-------­

use·the term problem child when he spoke to the sixth, 

seventh, and eighth grade teachers during Teacher 

Orientation Week concerning children with problems. 

c. The researcher met with the principal of this 

middle school to acquaint him with this proposal 

and the procedures by which it ~JOul d be executed. 

This study was of peculiar interest to the principal, 

since problem children had presented a difficult 

situation to this middle school in the 1971~1972 

school year. 

d. The researcher met with the other two counselors 

in this middle school to solicit their cooperation, 

and to acquaint them with the nature of the exper~ 

iment and their role in it. At this meeting, the 

follovling points 11ere carefully reviewed: 

(1) the purpose of the study 

{2) the me tho dol ogy to be fo 11 owed 

{3) the responsibility of each counselor, 

including the keeping of a log 



( 4) the purpose of the weekly meeting of 

the counselors, to discuss progress, 

problems, and suggestions and revisions 

for future experiments. 

2. At the beginning of the 1972-1973 school year, each 

counselor contacted each teacher of year-long subjects 

name of any student v1ho became a problem child,- using 

Woody's definit·ion, in h·is classroom to the grade 

counselor. 

3. When the teacher reported the name of a prob 1 em ch "il d 

to the counselor, the counselor asked that teacher to 

fill out: 

a. a Survev Sheet, to describe how the teacher saw ---··----r----·-

this child in the classroom. 

b. a Devereux Elementary· School Behavior Rating Scale, 

to describe hov1 the teacher saw this child in re-

lation to the other children in the class. 

4. The counselor assembled the health record, the Sur~e~ 

Sheet, and the Devereux Elementary School Behavior 

Ra._:t::!~1.9 Sea~. Upon the basis of this data, he arranged 

a meeting with the reporting teacher. 

5. Meeting Vlith the teacher, the counselor reviev.Jed this 

information and acquainted the teacher with the concept 
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of a contractual agreement19 and with the concepts 

of Glasser's Reality Therapy. 20 

6. The counselor arranged a meeting with the problem 

child, his teacher, and his parent(s) to set up a 

contractual agreement which was written by the 

counselor during the course of the meeting. All 

problem child had one contract with the first teacher 

who had reported him as being a problem in the class­

room. No child was included in the study unless his 

name had been reported before December 22, 1972. The 

contrac•: was terminated not later than 1·1ay 31, 1973. 

The d·imensions of the problem, as noted by the teacher, 

were handled one at a time. The researcher felt this 

manne1' of handling each problem separate"ly would not 

confuse or overwhe 1m the child, and s tep-·by-s tep 

progress could be more immediately recognized. A 

contract terminated because of transfer or i 11 ness 

was dropped from the study. If one of the significant 

people in the life of the problem child or the problem 

child himself refused to sign the.contract, there was 

no contract, and the child was not included in this 

study. 

19Please see Appendix A, p. 148. 

20wn 1 i am G"l asser, ~ea 1 ity Thel'aP.~. (Ne.v York: Harper and 
Row, Pub"iishers, 1965). 
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Each counselor was familiarized with the Principles 

of Rea 1 i ty Therapy and was not restricted to a set 

pattern of working with the problem child and his 

teacher and parent(s). This is in accordance with 

Glasser's belief: 

... anyone can begin to apply Reality 
Therapy. Each person wi 11 then, as he 
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congenial to him and appropriate to the 
people and the situation with which he 
is dealing.21 

This was the first time that the counselors hRd 

used Reality Therapy. The manner in which they used 

this therapy and the techrd ques they developed ~~.'i 11 

be presented in Chapter 4. 

7. In October, 1972, the Stanford Achievement. Test i•Jas 

adrn-inistered to all students in the midd.le school by 

the homeroom teachers as a part of the school's 

regular testing program. For prob 1 em children a 1 ready 

identified or to be identified by December 22, 1972, 

and for the non-treatment group, this test served as 

a pretest. 

8. In June, 1973: 

a. The Stanford Achievement Test (subtests Paragraph 

Meaning and Arithmetic Computation) was administered 

as a posttest to all identified pl'Ob1em children by 

21 w·m·iam Glasser, J:h§..j_dentity Society (New York: Harper 
and Row, Pub"l·ishers, 1972), p. 107. 



the counselors and to the non-treatment groups by 

the homeroom teachers during a lengthened homeroom 

period. Homerooms not involved in the testing were 

engaged in a guidance program, planned by the coun­

selors and conducted by the homeroom teachers. 

b. Each classroom teacher involved in a contract with 
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Devereux Elementary School Behavior Rating Scale. 

c. The first quarter grade-point averages and the 

fourth quarter grade-point averages of all problem 

children and of the children in the non-treatment 

group during the 1972-1973 school year were listed. 

d. The first quarter grade and the fourth quarter 

grade of the problem child in the subject area of 

the designating classroom teacher were listed. 

HYPOTHESES 

The hypotheses stated in null form which this study tested 

included: 

Hypothe~~· Students who have been designated as problem 
childr,en by the classroom teacher in the middle school by means 
of the Devereux Elementary School Behavior Rating Scale and who 
have been involved in a contractual agreement Wl 11 not receive 
within the fourth quarter a significantly higher mean grade­
point avel"age than that received during the first quarter of 
the same year. 

Hypothesis 2. Students who have been designated as problem 
children by the classroom teacher in the middle school by means 
of the Devereux Elementary School Behavior Ratinr Scale and who 
have been involved in a contractual agreement wi I not, on the 
average, score significantly higher on the spring norms in the 



Paragraph Meaning subtest of the Stanford Achievement.Test 
than they did on the. fall norms in the same school year. 

Hypothesis-~· Students who have been designated as 
problem children by the classroom teacher in the middle 
school by means of the Devereux Elementary School Behavior 
Rating Scale and who have been involved in a contractual 
agreement will not, on the average, score significantly 
higher on the spring norms of the Arithmetic Computation 
subtest of the Stanford Achievement Test than they did on 
the fa 11 norms in the same schoo 1 year;-
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Fiyp0tnesis4-. -stude-ms-wn-o-rra:ve-been-des+gna-ted--as;----------­
problem children by the classroom teacher in the middle 
school by means of the Devereux Elementary School Behavior 
Rating Scale and who have been involved in a contractual 
agreement wi 11 not receive within the fourth quarter in 
the subject of the designating teacher a mean grade that 

.is significantly higher than that received during the 
first quarter of the same school year. 

Hypothesis 5. Students who have been designated as 
problem cti'fldr_e_n by the classroom teacher in the middle 
school by means of the Devereux Elementary School Behavior 
Rati..!!g Scale and who have been involved HI a contl'actual 
agreement will not, on the average, receive significantly 
fewer deviations from the mean on the same behavior rating 
scale at the end of the year than when they were first 
rated earlier in the same school year. 

STATISTICAL PROCEDURE 

In this study as stated, the subjects were included in a one-

group pretest-posttest design. Those children designated as problem 

children by the class.room teacher in the middle school by means of the 

Devereux Elementary School Behavior Rating Scale were placed in the 

experimenta 1 group. Non-prob 1 em students from three i nta.ct homerooms, 

one homeroom at each grade level which most closely approximated the 

norm for that grade level in terms of the mean grade scores from the 

Paragraph Meaning 5Ubtest and the Arithmetic Computation subtest of 

the,stanford Achievement Test, which had been administered in October, 
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1972, were placed in the non-experimental group. The pretest mean 

scores of the experimental group and those of the non-experimental 

group were compared to check their similarity. 22 

Internal Validity 

The non-problem gr·oup allows a par·Ual control for certain 

threats to internal val·idity, such as history, pretesting, and mat-

uration. 

Selection biases and regression effects are not applicable to 

this design. l-1ortality was not a serious cons·ideration, since only 

one student left. 

Instrumentation problems did offer a potential threat to in­

ternal va l"i di ty and were given crit·i ca 1 consideration. 

External ValiditL 
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The problem children in this study were predominant-ly Caucasian 

and carne from a middle class, and above, socioeconomic- background. As 

a whole, their parents were well educated and interested in their 

children's welfare. They came to school willingly and appreciated 

talking and working with counselors and teachers. Hence, generalization 

might be somewhat limited to situations which differ greatly from this 

one. 

Pretesting for both groups was in the area of achievement. 

The Stanford Achievem~nt Test is given ·rn the fall to all three grades, 

as a part of the schoo 1 testing program. Therefore, no reaction v1as 

22van Dalen, op. cit., p. 276. 



expected between pretest and treatment. 

In regard to react-ive experimental procedures, the pretesting 

was a part of the school testing program. The posttesting of non-
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prob 1 em children was conducted in intact homerooms by the counselors 

who often use homerooms for testing and discussion purposes. The test­

ing of the pr·ob 1 em chi 1 dren was done by the counselors, in sma 11 groups 

i-----~·}-r.--t-h-e--t...-a-f-e-t-e-r__,l---u--;-----t-h-i-3 a-§rl-i-n-i-s-----a-rH;-rm-a-l-p-ra-ee-dtt-re-----'i-ft-t-11-i-s-s-e-A-eo 1h.-------

No mult'itreatment ·j nterference existed, si nee the one treatment 

~las used, Glasser's Real 'ity Therapy combined with the contractua 1 

agreement. 

~t~,:t:j s ti ~il] __ f\na ]X .. ~.[!_~ 

The resear·cher analyzed the data for the experimental group by 

emp'loying the Student _!:_-test for correlated samp'Jes to test for a sig­

nificant mean gain for the dependent variables of this study. In ad-

di t'i on, the non-experimental group was used as a secondary comparison. 

For computation a 1 purposes the fo 11 owing information was 

assembled for: 

1. problem children 

a. the stanines for the pretesting and the post·· 
testing scOJ'es of the Paragraph Meaning subtest 
of the Stanford Achi e_vement Test. 

b. the stanines for the pretesting and the post­
testing scores of the Arithmetic Computation 
subtest of the Stanford Achievement Test. 

c. the grade-point averages of the first and 
fourth quarters of the current school year. 

d. the grades of the first and fourth quarters in 
the subject area of the designating teacher of 
the problem child. 



e. the ratings, compiled before and after treatment, 
on the Devereux Elementary Schoo 1 Behavior Rating_ 
Sea 1 e. . 

2. non-problem children 

a. the stanines for the pretesting and the posttesting 
scores of the Paragraph Meaning subtest of the 
Stanford Achievement Test. 

b. the stanines for the pretesting and the posttest·ing 
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scores of the Arithmetic Computation subtest of the 
l-----------_j.:_~~w_-r_r=F_6-_~:2~~~i-e-v-eme-nt'.:::!T~~-::-s~·tt . .---------------------

c. the grade-point averages of the first and fourth 
quarters of the current school year. 

The .05 level of statistical significance was used for the tests 

of the null hypotheses. 

The fonot>ring measures vwre taken to minimize bias and error 

variance: 

1. This study v1as not publicized as an expel'iment. 

The teachers v1ere informed by their respective grade 

counselor that the counselors were lvork·ing with a new 

technique to help problem children. 

2. The use of the behavior rating scale and the contract 

contributed to establishing uniformity of procedures. 

3. Data and procedures were documented. 

4. Data process·ing services were utilized for stat.is­

tica·l computation, utilizing parametric statistics. 

SU~lWIRY 

The third chapter of t.lris study has reviewed: (I) setting of 
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the study; (2) identification of the population and the sample groups; 

(3) research design and testing instruments; (4) methodology in 

chronological order; (5) hypotheses; (6) statistical procedures; and 

(7) summary. 

Chapter 4 wi"ll present findings from the data drawn from this 

experiment. 
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Chapter 4 

FINDINGS FROI~ THE DATA 

INTRODUCTION 

This study i nvo 1 ved the use of G.l asser' s Rea 1 i ty Therapy and 

improve the behav·ior and achievement level of problem children in the 

middle school. 

The experimenta 1 group vias composed of thirty prob 1 em chi 1 dren 

from three grade levels, sixth, seventh, and eighth, designated by 

means of the ll?.Y...?.t::§'~Ux_ El_eme_ntar.v_Sc~_g_Q]_j3eh_il_v·ior_ Rating Scale. The 

non--experiment<: I 9roup was composed of seventy children from three in­

tact homerooms, o<:e from each grade level, 1~hich most closely approx­

imated the school mean grade level in terms of the Stanford Ach·ievement 

Test scores (Paragraph Meaning and Arithmetic Computation subtests). 

This study was undertaken and completed with·in one school year. 

At the beginning of the school year, each counselor contacted individ­

ually his grade-level classroom teachers who taught year-long subjects. 

He asked the teacher to notify h·im as soon as a problem child in the 

classroom was detected. When the classroom teacher designated a child 

in his classroom as being a problem child, the teacher was asked by 

the counselor to check a Survey Sheet (a regular school procedure) and 

to rate the designated child on the Devel'CUX Ele1~entary Schoo·! Behav·~Q_r_ 

Rating Scale. Problem· children designated as such befol'e December 22, 
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1972, became a part of this study. 

The treatment in this study consisted of: 

1. a meeting together of the counselor, the problem 

child and his teacher and parent(s). 

2. the. use of Glasser's Rea 1 i ty Therapy and the 

construction of a contractual agreement to help 

87 

!---------~th-e-p-ro-b-i-em-e-h-i-l-cl-t-a-k-e-t-he-r-e-s-pe-rls-i-b-i-1-i-ty_for"------------

improving his ''now" behavior and achievement. 

On the average, four such meetings were held 

with the problem child before June, 1973. 

Five dependent variables were considered in this study of the 

problem child: paragraph meaning, arithmetic computation, a behavior 

rating scale, grade-point average, and a subject grade. For a com­

parative purpose, three measures were obtained for the non-problem 

child: paragraph meaning, arithmetic computation, and grade-point 

ave1·age. 

Pretesting of the Paragraph t~eaning and Arithmetic Computation 

subtests of the Stanford Achievement Test was a part of the school 

testing program, October ·1, 1972. The pre-rating by the classroom 

teacher on the Devereux Elementary School Behavior Rating Scale took 

place as soon as the teacher had designated the problem child, that is, 

after September 11, 1972 and before December 22, 1972. 

Postesting of the Paragraph Meaning and Arithmetic Computation 

subtests of the Stanford Achievement Test for the non-problem children was 

administered by the counselors in three intact grade-level homerooms, 

during the last part of May, 1973. During this same week, posttesting 
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of these tests for problem chi"ldren was accomplished by each grade level 

counselor with small g1·oups of problem children. Both ways of testing 

by the counselors are customary in this school, throughout the school 

year. 

The grade-point averages from the first and fourth quarters for 

both problem and non-problem children, and the first and fourth quarter 

1-----g-r-ad-e-s-i-a----'t:;-h-~t.~-lr.J-e-e-t-e~f-t-R-e-S-e-s--i-§-H-a-t-i~rr§-t-e-a-&R-e-r-f-e-r-t-R-e-p-r-e-t-l-l-am-G-!i-i_:l~------

dren were collected and tabulated by the counselors at the end of the 

year. The following numerical values were assigned to letter grades: 

4. 00 = 1\; 3. 00 = B; 2. 00 = C; 1 . 00 = D; 0. 00 = E (F). 

Sex, IQ, and age were also collected to describe more fully 

the par-ticipa.nts of this study. This information ·is included in 

Appendix C and re1ates to the ext.erna·l validity of this investigation. 

FINDINGS PERTI\INING 

TO THE CONCEPTUI\L HYPOTHESES 

Grade-Po·i nt 1\ve~rage 

The first conceptua 1 hypothes ·j s concerns the effect that a 

contr·actua 1 agreement 1vi 11 have upon the grade-point average of the 

problem chi"ld. 

The first null hypothesis was: 

Students who have .been designated as problem children 
by the classroom teacher in the middle school by means of 
the Devereux Elementary School Behavior Rating Scale and 
who have been i nvo fvect-1na contractua 1 agreement will not 
receive within the fourth quarter a significantly higher 
mean grade-point average than that received during the 
first quarter of the same school year. 

The grade-point average was obtained for each quarter by 
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tota 1 i ng the numeri ca 1 values of the grades in the four basic subjects, 

English, Social Stud·ies, ~~athematics, Science, and dividing by four. 

The gain was determined by subtracting the first quarter grade-point 

average from the fourth quarter grade-point average. Table 1 presents 

the statistical result for this dependent variable for the experimental 

group. 

Table 1 

Analysis of Grade-Point Average Gain Scores 
for Problem Children 

------P·------------· 

Grade-Point Average.; 
h.t Quar·ter 

Gra.de-Poi nt Averag"C 
4th Quarter 

Grade-Point Average 
Gain 

x s 
·-----------··· 

1.632 0.619 

1.892 0.9'16 

0.260 0.619 

N 

30 

30 

30 

a = the cri tical va 1 ue of t for 29 degr·ees of freedom 
is 2.045. 

b -significant at the .05 level. 

ta 

t=2.300b 

As noted in Table 1, the computed! value exceeds the critical 

t value and, therefore, the null hypothesis is rejected as being un­

tenable. We can conclude that the mean fourth quarter grade-point 

avera9e of problem ch'ildren was signif·icantly higher than that of the 

first quarter. 
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Gt·ade-point averages were similarly obtained for the first 

and fourth quarter of this same school year for non-problem children. 

Table 2 presents the statistical result for this dependent variable 

for non-problem children. 

Table 2 
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for Non-Problem Children 

x s N ta 

Grade-f'o·i nt P.verage 
lst Quurt.er 2. 771 0.496 70 

Grade-Po·i nt Average 
t}th Quay·ter 2.907 0 . .657 70 

Grade-Point Average 
t=2.833b Gain 0.136 0.405 70 

a = the criti ca 1 value of .1!. for .69 degrees of freedom is 1.99. 

b = significant at the .05 level. 

As noted in Table 2, the computed .1!. value exceeds the critical 

t value. We can conclude that the mean fourth quarter grade-point 

average of non-problem children vms significantly greater than that of 

the first quarter. 

Since the gain was apparent for the non-problem children as 

v1e1l as for the problem ch"ildren, it seems likely that the teachers 

in this middle school tend to give higher grades in the fourth quarter. 
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This instrumentation problem is confounded with the effects, if any, 

of the treatment for the experimental group. The possibility that the 

problem students gained significantly more than the non-prob.lem students 

was also investigated. Table 3 presents a comparison of the mean grade­

point average gains for these two groups. 

Table 3 

Compar-ison of the Grade-Point Average Gain Scores 
for Problem Children and for Non-Problem Clrildren · 

----------· 
Problem Children 
Grade-Point 
Average Gain 

Non-Problem Children 
Grade-Point 
Average Gain 

Grade-Point 
Average Gain 

y: s N 

0.260 0.619 30 

0,136 0.405 70 

0.124 100 

ta 

a = the criti ca 1 value of t for 98 degrees of freedom is l . 980. 

b =non-significant at the .05 level. 

/\s noted in .Table 3, the computed t value does not exceed the 

critical t value. Therefore, we cannot conclude that the problem chil­

dren made a significantly greater gain than did the non-problem children. 

Thus, the fact that the problem children did have a significantly 

higher grade-point average for· the fourth quarter as compared to the 
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first quarter cannot be attributed solely to the treatment that they 

received. The instrumentation effect and the treatment effect are 

inextricably combined in some unknown proportion. (See Figure 1.) 

Paragraph Meaning 

The second conceptual hypothesis concerns the effect that a 

contractual agreement will have upon paragraph meaning scores of the 

problem child. 

The second null hypothesis was: 

Students who have been designated as problem children 
by the classroom teacher in the middle school by means of 
the Devereux Elementary School Behavior Rating Scale and 
who have been i nvo 1 ved in a contractua 1 agreement wi 11 not, 
on the average, score significantly higher on the spring 
norms in the Paragraph Heaning subtest of the Stanford 
Adl"ievement Test than they did on the fall norms in the 
same schoo-l year. 

The national mean stanine scores of the Paragraph r'1eaning 

subtest of The Stanford Achievement Test, administered the first of 

October, 1972, and the first of June, 1973; wer'e used to determine 

the gain in Paragraph Meaning. Table 4 presents the statistical re­

sults for this dependent variable for the experimental group. 
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As noted in Table 4, the computed t value exceeds the critical 

! va 1 ue and, therefore, the null hypothesis is rejected as being un­

tenable. We can conclude that the Mean Paragraph Meaning score for 

the problem children on the spring norms was significantly higher 

than that on the fa 11 norms. 

The national mean stanine scores of the Paragraph Meaning sub­

test of the Stanford Achievement Test, administered the first of Oc­

tober, 1972, .and the first of June, 1973, were also obtained for non-



Figure 1 

Comparison of the Mean Grade-Point Averages for 
Problem Children and for Non-Problem Children 
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problem children. Table 5 presents the statistical results of this 

dependent variable for the non-problem children. 

Table 4 

Analys·is of Paragraph ~1eaning Gain Scores 
for Problem Children 
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--------------------------------~v~----~s ______ _BN ______ ~ta~--------

Paragraph ~1eani ng 
Fan Noms 

Paragraph Meaning 
Spl'i ng Notms 

---··---· 
Paragraph Meaning 
Gain 

·-·---·----

4.567 

5.167 

0.600 

2.029 30 

2.086 30 

l. 429 30 t=2.298b 

a= the crit'ical value oft for 29 degrees of freedom is 2.045. 
b =significant at the .05 level. 

As noted in Table 5, the computed 1 value exceeds the critical 

t value. We can conclude that the non···problem chi'ldren scored sig­

nificantly higher on the Paragraph Meaning spring norms than on the 

fall norms. 

Since the gain was apparent for the non-problem children as well 

as for problem children, it seems there is a tendency for children to 

score higher on the Paragraph t1eaning subtest of The Stanford Achieve­

ment_Test in the spring than in the fall of the same school year. 

Although both groups showed a gain, there is a question as to 

whether the problem children gained significantly more than did the 



.. non-problem children. Table 6 will present a comparison of the mean 

Paragraph Meaning Gains for these two groups. 

Table 5 

Analysis of Paragraph Meaning Gain Scores 
for Non-·Problem Children 
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1-------------------------'X"--. ----s<------lijl'----ta ____ _ 

Paragraph Meaning 
Fa 11 Norms 

Paragraph t~eani ng 
Spr·i ng Norms 

---·---

Pat·agraph ivleani ng 
Gain ________________ .. ____ _ 

5.886 

6.257 

0.371 

2.011 70 

1.759 70 

l .230 70 

a -· the cri tical va 1 ue of t for 69 degrees of freedom is l . 99. 

b =significant at the .05 level. 

As seen in Table 6, the computed 1 value does not exceed the 

critical t value. Therefore, we cannot conclude that the problem 

children made a significantly greater gain than the non-problem ch"il­

dren. Each gt·oup scored higher based on the spring norms than it did 

on the fa 11 norms, but the reason for this finding is unc 1 ear. (See 

Figure2.) 

There is a slight dispar'ity in the use of the norms for the 

Stanford Achi evernent Test. The subtests, Paragraph t1eani ng and Ari th-· 

rnetic Computation, were administered October 1, 1972, and aga·in the 

first of June, 1973. In the Qirecj;_ions for Admin·istering rnanua·l, grade 
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scores with accompanying percentile ranks and stanines are given for 

three possi b'le testing dates: September through December, January 

through April, and l·1ay through June. In this study, the subtests were 

administered at the end of one-fourth of the first possible testing 

period, but during the middle of the third possible testing period. 

However, the manual su9gests a change in computing the score on]1_ if 

-----~J!+e-scbooJ_y£al"-is_atypical. The 1972-1973 school year used ·in this 

study was not atypical. Therefore, we would assume that the ct·isparity 

in the timing of the testing in this study would be acceptable for 

using the scoring dates presented in the testing manual of the 

Stanford Achievement Test. ·---------------

Table 6 

CompHrison of the Paragraph Meaning Gain Scores 
for Problem Children and for Non-Problem Children 

Problem Children 
Paragraph Meaning 
Average Gain 

Non .. Prob 1 em Chi ·1 dren 
Paragraph Meaning 
Average Gain 

Paragraph t,1eani ng 
Average Gain 

0.600 

0. 371 

0.229 

------·--------·----

s N 

1.429 30 

1. 230 70 

100 

------------
a- the critical .value fort for 98 degrees of freedom is 1.980. 

b =not significant at the .05 level. 

The performance of the participants in th·is study deviated 
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from that of the norm·ing group for the Stanford Achievement Test, but 

the l"eason for this difference is unknown. Also, the fact that the 

problem children did have a significantly higher Paragraph Meaning 

average for the fourth quarter as compared to the first quarter cannot 

be attributed solely to the treatment. The effect of instrumentation 

and treatment are inextricably combined in some unknown proportion. 

Arithmetic CQJJ.!RutatiQJl 

The third conceptual hypothesis concerns the effect that a 

contractual agteement will have upon the arithmet·ic computation scores 

of the problem child. 

The third nul·l hypothesis was: 

Students c-;ho have been des ·j 9nated as problem chi"l dren 
by the c 1 assr·oom teacher in the middle schoo 1 by means of 
the Devereux Elementary School Behavior Ratinq Scale and 

---~--·--·---··---·---------~--------·-----------··------who have been involved 1n a contractual agreement will not, 
·on the average, score significantly higher on the spring 

norms of the Arithmetic Computation subtest of the 
Stanford Achievement Test than they did on the fall norms 
Tililie same school year. 

The national mean stanine scores of the Arithmetic Computation 

subtest of the Stanford Achievement Test, adm·inistered the first of. 

October, "1972, and the first of June, 1973, were used to determine the 

gain in Arithmetic Computation. Table 7 presents the statistical re­

sult for this dependent variable for the experimental group. 

As noted in Tab"le 7, the computed i value exceeds the critical 

t va 1 ue and, therefore, the null hypothesis is rejected as being un­

tenable. We can conclude that the mean Arithmetic Computation score 

of problem ch·ildren on the spring norms signif·icantly exceeded that on 

the fa 11 norms. 
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The national mean stanine scores of the Arithmetic Computation. 

subtest of the Stanford Achievement Test, administered the first of 

October, 1972, and the first of June, 1973, were also obtained for non­

problem children. Table 8 presents the statistical results of this 

dependent variable for the non-problem children. 

In Table 8, the computed! value exceeds the critical ! value. 

We can conclude that the mean Arithmetic Computation score for non­

problem children is significantly higher on the spring norms than on 

the fall norms. 

Since the gain was apparent for the non-problem children as 

well as for problem childrent it seems there is a tendency for chil-

dren in this middle school to score higher on the Arithmetic Computation 

subtest of the Stanford Achievement Test in the spring than in the fall 

of the same school year. 

Although both groups showed a gain, there again is a question 

as to whether the problem children gained significantly more than did 

the non-problem children. In Table 9, a comparison of the mean Arith­

metic Computation gains for these two groups will be presented. 

As seen in Table 9, the computed! value does not exceed the 

. cri ti ca 1 t va 1 ue. Therefore, we cannot conclude that the prob 1 em chil­

dren made a significantly greater gain than the non-problem children. 

Although each group gained significantly according to the national 

norms, there is no si gni fi cance between gains of the two groups. (See 

Figure 3.) 

The slight disparity in norming has been discussed under the 

above section, Paragraph Meaning. 
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Table 7 

Analysis of Arithmetic Computation Gain Scores 
for Problem Children 

:X s N 

Arithmetic Computat·i on 
F-a-l-l-N-0-ABE 3..300 1 . 601 30 

Arithmetic Computation 
Spring Norms 4.467 1. 925 30 

Arithmetic Computation 
Ga·i n 1.167 1 . 315 30 

-----~-------------·--·· 

ct = the cri t"i caJ vcdue of t for 29 degrees of freedom 

b -- significant at the .05 "level. 

Table 8 

Analysis of Arithmetic Computation Gain Scores 
for Non-Problem Children 

Arit~netic Computation 
Fall l~onns 

Arithmetic Computation 
Spring Norms 

s N 

--------------------

4.614 2.052 70 

5.757 . 2.010 70 

100 

ta 

t~4.862b 

is 2.045. 

-----------~------------------

Arithmetic Computation 
Gain 1.143 1.477 70 

a= the critical value oft for 69 deqt'ees of freedom is 1.99. 
b = sign·ificant at the .05-level. . . 
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The fact that the problem children did have a significantly 

higher arithmetic computation average for the spring norms as compared 

to the fall norms cannot be attributed solely to the treatment they re­

ceived. The instrumentation effect and the treatment effect are in-

extricably combined in some unknown proportion. 

Table 9 

Comparison of the Arithmetic Computation Gain Scores 
for Problem Children and for Non-Probl ern Children 

Problem Children 
Arithmetic Computat·i on 
Average Gain 

Non-Problem Children 
Arithmetic Computation 
Average Gain 

Arithmetic Computation 
Gain 

1.167 

1 .143 

0.024 

s N 

1. 315 30 

1.477 70 

100 

a= the critical value fort for 98 degrees of freedom is 1.980. 

b- not significant at the .05 level. 

Grade of Problem Child in Subject of 
Designating Teacher 

The fourth conceptual hypothesis concerns the effect that a 

contractual agreement will have upon the grade-point average of the 

problem child in the subject of the teacher who designated him as being 

such. 

The fourth null hypothesis was: 



Students who have been designated as problem children 
by the classroom teacher in the middle school by means of 
the Devereux Elementary School Behavior Rating Scale and 
who have been involved in a contractual agreement will not 
receive within the fourth quarter in the subject of the 
designating teacher a mean grade that is significantly 
higher than that received during the first quarter of the 
same school year. 

The alphabetical grade for the first and fourth quarters was 

obtained from the office re ort card and converted into a numerical 
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value: A= 4.00; B = 3.00; C = 2.00; D = 1.00; E(F) = 0.00. Table 10 

presents the statistical results for this dependent variable for the 

experimental group. 

Grade 
lst Quarter 

Grade 
4th Quarter 

----
Grade Gctin 

Table 10 

Analysis of Grade Gains in Subject of Designating 
Teacher for Problem Children 

X s N 

1.667 0.844 30 

1. 733 1.048 30 

0.067 0.740 30 

ta 

t=. tf96b 

a = the critical value of l for 29 degrees of freedom is 2.045. 

b =not significant at the .05 level. 

As noted in Table 10, the computed l value does not exceed the 

critical t value and, therefore, the null hypothesis must be accepted 
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as tenable. The experimental group did not make significant grade gains 

in the subject of the designating teacher. One cannot conclude that 

problem children who participate in Reality Therapy and a contractual 

agreement will receive within the fourth quarter in the subject of the 

designating teacher a mean grade that is significantly higher than 

that received during the first quarter of the same school year. It is 

children made a significant gain in overall grade-point averages for 

the school year, problem children did not make a significant gain in 

the subject of the designating teacher. 

Behavior 

The fifth conceptual hypothesis concerns the effect that a 

cont1·actua 1 agr·eement wi 11 have upon the behavior rating for the prob 1 em 

child. 

The fifth null hypothesis was: 

Students v1ho have been designated as problem children 
by tha classroom teacher in the middle school by means of 
the Devereux Elementary School Behavior Rat·ing Scale and 
~1ho have been i nvo 1 ved in a contractua 1 agreement wi 11 
not, on the average, receive significantly fewer deviations 
from the mean on the same behavior rating scale at the 
end of the year than when they were fii'St rated earlier 
in the same schoo 1 yeat'. 

As soon as the classroom teacher designated a problem child, 

between September 11, 1972 and December 22, 1972, he was asked to rate 

this child on the Devereux Elementary School Behavior Rating Scale. 

The child was again rated by this teacher at the end of the same school 

year. To be included in this study as a problem child, the student 

must have deviated at least one standard deviation from the mean on at 
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least three of the eleven dimensions. Table 11 presents the statistical 

resu"lts for this dependent variab 1 e for the experimenta 1 group. 

Table 11 

Analysis of the Number of Deviations from the Mean 
on a Behavior Rating Sea 1 e for Prob 1 em Children 

Number of Deviations 
from the Mean 
lst Rating 

Number of Deviations 
from the Mean 
2nd Rating 

Change in Number 
of Deviations 
from the ~1ea n 

x 

6.667 

5.633 

-1 .033 

~ N " 

2.249 30 

3.045 30 

2.539 30 

+a 
0 

t=2.226b 

a = the critical value of t for 29 degrees of freedom is 2.045. 
b =significant at the .05 level. 

As seen in Tab 1 e 11 , the computed t va 1 ue exceeds the cri ti ca 1 

t value, revealing significantly fewer deviations. Therefore, the null 

hypothesis is rejected as being untenable. We can conclude that prob-

1 em children received significantly fewer deviations from the mean on 

the behavior rating scale on the second rating than they did on the 

first rating. 

The fact that the problem children did have fewer deviations 

from the mean on the behavior rating scale at the end of the school 
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year than when they were first rated would appear to be attributed to 

the treatment effect. Also, it should be noted that at the end of the 

year when the problem child was no longer a threat to the teacher, the 

classroom teacher could have unconsciously rated him more generously 

on the rating ·scale. 

In this study, sex, IQ, and age were co 11 ected to describe 

he partlcipant~s~.----------------------------------------------------­

Of the thirty prob 1 em children, twenty-five were boys, and 

five v1ere girls. Of the seventy non-problem children, thirty-two were 

boys, and thirty-eight were girls. 

The average IQ for the problem children was 104.067. For the 

non-problem children, the average IQ was 116.471. 

The average age for problem childrer. was 145.567 months. For 

the non-problem children, the average was 150.700. 

There was no significant correlation between these factors (sex, 

IQ, and age) and the dependent variables. 

SUM11ARY 

This chapter has reviewed the findings of the data for this 

study under the hypotheses to be investigated. These hypotheses per­

tained to the following five variables: (1) grade-point average, (2) 

paragraph meaning, (3) arithmetic computation, (4) grading in the 

subject of the designating teacher, (5) behavior. 

The data for the experimental group were analyzed by employing 

the Student !.-test for correlated samples to test for a significant 

mean gain in the dependent variable measures. The control group was 



used as a secondary comparison. The .05 level of significance was 

adopted for all of the hypothesis testing. 
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Four null hypotheses concerned with grade-point average, 

paragraph meaning, arithmetic computation, and behavior were rejected. 

One null hypothesis concerned with the grade in the subject of the 

designating teacher was accepted. 

or a secondary comparison, an analy:;-ts-wa-s-rrnrd·e-of-tlre-ga-i-il' ____ _ 

scores of non-problem children in relation to grade-point average, 

paragraph meaning, and arithmetic computation. Although both problem 

and non-problem groups showed significant gains, there was no signif-

icant difference between the gains of each group. Although a slight 

disparity of norming existed in relation to the Stanford Achievement 

Test, it was assumed that the timing of the testing as administered 

in this study would be acceptable for using the scoring dates as pre-, 

sented in the testing manual of the Stanford Achievement Test. 

It should be noted that the gains in this study may not be 

attributed so 1 e'ly to the effects of Rea 1 i ty Therapy and the contractua 1 

agreement. There is a possibility that the instrumentation effect and 

the treatment effect are inextricably c:ombined in some unknown pro­

portion. In other words, s·i nee both the trea.tment group and the non­

treatment group in this study showed gains, the school curriculum or 

the instructional practices or both in this middle school tend to 

increase scores in this particular instrument. 

With tv10 variables, no secondary comparison was available: 

the grade in the subject of the designating teacher and a behavior 

rating scale. It was noted that while problem children made a 
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significant gain for the year in their grade-point average, they did 

not make a significant gain in the gr.ade of their designating teacher. 

The number of deviations from the mean on a behavior rating scale de­

creased significantly. 

There was a minimal correlation between sex, IQ, age and 

the dependent variables. 

1--------~,chapter()wi-n--pTestmt a surmrary-,-corrc'l-u-s-i-arrs-;-arrd-recom------­

mendations for further study. 



Chapter 5 

r 
SUM~1ARY, CONCLUSIONS, AND RECOJ~t·1ENDATIONS 

INTRODUCTION 

The purpose of this study was to determine the effectiveness of 

Jl-' -------'li ~-V-0-1-V-i-P.g-eBf-~b-de_<;_j_gDaJed~oTnbJ.em_cb_i_l_d_i_q_a_mj_ddJ_e_s_cbflOJ_wjJ::h_b_i_s, ______ _ 
~ 

counselor, teacher, and parents(s) in a contractual agreement, based 

upon Glasser's Reality Therapy and tailored to this child's individual 

needs, for the purpose of improving his behavior and achievement. 

In this chapter, the researcher has presented: (1) a summary 

of the study, (2) conclusions relating to hypotheses, (3) subjective 

impressions gained by the researcher, (4) implications of this study, 

and (5) recommendations for further study. 

SUt1MARY OF THIS STUDY 

A summary of this study ·includes: (1) setting, (2) procedure, 

(3) findings from the data, and (4) limitations . 

.5._e_t:_t_tn.9 

The setting of this study was in a middle school, grades six, 

seven, and eight, in Northern New Jersey. Each grade has a schoo 1 

counselor lilho n~mains with the class during its three-year stay in this 

schoo 1 . 

The study was concerned wHh two groups in this middle school: 
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110 

problem children and non-problem children. The problem children had 

been designated as such by their classroom teacher by means of the 

Devereux Elementary School Behavior Rating Scale. The non-problem group· 

was composed of three intact homerooms, one at each grade level, which 

most closely approximated the school mea·n grade level in terms of the 

Stanford Achievement Test scores (Paragraph Meaning and Arithmetic 

lc-----GomptA-t-a-t-i-Gn-s-aB-te-s-t-rsih.----------'-'-------------------

Procedure 

The study was undertaken and completed within one school year. 

At the beginning of the school year, 1972-1973, the three counselors 

contacted each one of their grade-level teachers who taught year-iong 

subjects and asked him to notify the grade counselor as soon as he 

detected a problem chnd in his class. Woody's description of the. 

problem child was used.
1 

When a classroom teacher reported the name of a problem child in 

his classroom, the counselor asked that teacher to fill out a Survey 

Sheet, a routine procedure in this school, and to rate the chi 1 d on· a 

Devereux Elementary School Behavior Rating Scale. Children described as 

problem children by the classroom teacher on or before December 22, 1972, 

·and scoring at least one standard deviation from the mean on at least 

three of the eleven dimensions on the rating scale became a part of this 

study. 

1
Robert H. Woody, Behavioral Problem Children In The Schools 

(New York: Appleton-Century-Crofts, 1969), p. 7. 



The treatment consisted of: 

1. a meeting of the counselor, the problem child, and 

his teacher and parent(s). 

2. the use of Reality Therapy and a contractual agree-

ment to help the problem child take the responsibility 

for improving his behavior and achievement. 

Findings from the Data 
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In this investigation, five dependent variables were examined: 

(1) grade-point average, (2) paragraph meaning, (3) arithmetic com­

putation, (4) a behavior rating scale, and (5) a subject grade. For 

comrarative purposes, three measures were obtained for the non-problem 

chi 1 dl'en: paragraph meaning, arithmetic computation, and grade-point 

average. To describe the participants more fully in this study, the 

fol1o1~ing additional data were collected: sex, IQ, and age. 

Testing instruments used were the Stanfor·d Achievement Test and 

the pevereux Elementary School Behavior Rating Scale. The pretesting 

of the Paragraph l~eaning and the Arithmetic Computation subtests of the 

Stanford Achiev~ment Test was a part of the school testing program the 

first of October, 1972. The posttesting of these two subtests was 

scheduled for the first of June, 1973, in three intact homerooms, one 

at each grade 'level, for non-problem children, and in small groups for 

problem children. Al'l testing was administered by the grade counselors. 

The classroom teacher who had designated the problem child as such rated 

him on the rating scale as soon as the designation was made (before 

December 22, 1972) and again at the end of the same school year. 

The datu for the experimental group was analyzed by employing 
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the Student !-test for correlated samples to test for a significant 

mean gain for the dependent variables. of this study. The non-experi­

mental group was used ·as a secondary comparison. The .05 level of 

statistical significance was used for the tests of the null hypotheses. 

Limitations 

Certain precautions to the generalizing of this study should be 

observed as follows: 

1. This study was limited to one school year in one 

middle school in one school district. 

2. This study was limited to the following designation 

of problem children at each grade level: 23 at the 

sixth grade, 4 at the seventh grade, and 3 at the 

eighth grade. 

3. This study was limited to three school counselors 

who had had no previous experience in using Glasser's 

Reality Therapy and a contractual agreement with 

prob 1 em children. 

4. The findings of this study should be limited to a 

predominantly Caucasian similar socio-economic setting. 

CONCLUSIONS RELATING TO HYPOTHESES 

The purpose of this study was to investigate the effectiveness 

of three school counselors in a middle school involving problem children 

with the·i r teacher and parents in a contractua 1 agreement, based upon 

Glasser's Reality Therapy and tailored to the individual child's own 

needs, for the purpose of improving his behavior and achievement. A 
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group of non-problem children was used for a secondary comparison. 

Hypothesis_B~lat~ to Grade-Point Avera~ 

The findings from the data in this study supported the hypothesis 

that problem children designated as such on a behavior rating scale and 

involved in a contractual agreement will receive a significantly higher 

grade-point average in the fourth quarter than that received in the 

first quarter of the same school year. 

The data also noted that non-problem children who had not re­

ceived the treatment employed for problem children received a signif­

icantly higher grade-point average in the fourth quarter than that re­

ceived during the first quarter of the same school year. 

While both groups showed a significant gain, the problem 

children did not make a significantly higher gain than did the non­

problem children. Without the treatment, the problem children may 

have made no gain. It is possible that teachers in this middle school 

give commensurately higher grades ·in the fourth quarter than ·in the 

first quarter. 

Hypothesis Re 1 ati n_uo Parag_r_a_p_il_Meani n.51 

The analysi.s of the data in this study supported the hypothesis 

that problem children designated as such on a behavior rating scale 

and involved in a contractual agreement scored significantly higher 

on the spring norms in paragraph meaning than they did on the fall 

norms of the same school year. Non-problem children who had not re­

ceived the treatment also scored significantly higher on the spring 

norms in paragraph meaning than they had on the fall norms of the same 
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school year. 

While both groups showed a significant gain, the problem chil­

dren did not make a significantly higher gain than did the non-problem 

children. 

It would seem that during this study there was a tendency for 

children in this middle school to score higher on the Paragraph 

Meamng subwst-of-the--5-t-ar.-i'e\"G-,&,_Gt:l-i-e-vement Jest in the spring than in 
~-------

the fall of the same school year. 

J:!tpothesis Relating to Arithmetic Computation 

The data supported the hypothesis that problem children desig-

nated as such on a behavior scaie and involved in a contractual agree-

ment wil·l score significantly higher on the spring norms in arithmetic 

computation than they did on the fall norms of the same school year. 

The findings showed that non-problem children also scored significantly 

higher on the spring norms in arithmetic computation than they had on 

the fall nonns of the same school year. 

Both groups showed a significant gain, but the problem children 

did not make a significantly higher gain than did the non-problem chil­

dren. 

As with the Paragraph Neaning subtest, there appears to be a 

tendency for ch·ildren in this school to score higher on the Arithmetic 

Computation subtest of the Stanford Achievement Test in the spring than 

in the fall of the same school year. 



Hypothesis Rel<~tina to the Grade in the 
Subject of the D~signating Teacher 
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The findings did not support the hypothesis that problem chil-

dren involved in a contractual agreement will receive a significantly 

higher grade in the subject of the designating teacher in the fourth 

quarter than they did in the first quarter of the same school year. 

not make a significant gain in the subject of the designating teacher, 

they did make a significant gain in grade-point averages for the year. 

There is a possibility that at the beginning of the year, the teacher 

might have graded a problem child according to his effort and to the 

teacher's estimate of his ability. At the end of the year, the child's 

grade might have been comparable in value to peer grades. This would 

be in accord with the grading philosophy in this particular school, 

that a grade is to be individualized in terms of a child's ability 

and effort. 

_tlypothes is Re l a_!:ir!_g_JQ_ Behavior 

The data did show that problem children involved in a contractual 

agreement would receive significantly fewer deviat·ions on the same be-

havior rating scale at the end of the year than when they were first 

rated earlier in the same school year. 

The improvement in the behaviol· of problem children may have been 

due to the treatment. There is also the possibility that at the begin-

ning of the year, problem children could have been a threat to the 

designating teacher; at the end of the year, there may have been no 

threat since the year was over, and the once-designated problem child 
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would no longer be with the teacher. Hence, it may have been easier for 

the teacher to r·efrain from extreme ratings on the behavior scale. 

SUBJECTIVE IMPRESSIONS GAINED 
BY THE RESEARCHER 

Subject·ive impressions gained from the judgment of the researcher 

----wei"e---no-t-{}Y'-O-V-i.de.d_f_o_r· _ _in the original planning of this study. However, 

soon after the researcher became involved with a teacher, a problem 

child, his parents, and the other counselors, positive factors appeared 

as well as unplanned-for reactions that provoked discussion and thought 

among the counselors: These will be discussed under the following 

headings: ('I) the [?§_~er_eux __ E_l_emeni_:_al'.\:'_~!=!lOol Behavior Rating Scale_, (2) 

Reality Therapy, (3) the contractual agreement. Because of the nature 

of these discus:.ions, ther·e will be some overlapping. Each section can-

not be rigidly isolated from the other two; on the contrary, the re-

searcher felt that the interplay of the rating scale, the therapy, and 

the contractual agreement was an asset. 

The Devereux Elementary School Behavior Rating Scale 

The administration in this middle school was not actively in­

volved in this study. The researcher did not want the teachers to feel 

by any chance that this way of working with the problem child was being 

imposed upon the faculty by the admi ni strati on. At the beginning of 

the 1972-1973 school year, the researcher, a sixth grade counselor, met 

v1ith the other two grade-level counselors. It was agreed that a common 

problem existed for the counse ·1 ors, how to find and he 1 p the prob 1 em 

child at each of the three grade levels in this middle school. A 

e-



weekly meeting of the counselors was planned, to share progress, re­

actions, and possible problems. This weekly meeting was quickly 

. supplemented by almost daily brief, informal meetings. None of the 

counselors had previously used this rating scale, this therapy, and 

this contractual agreement. 
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Teachers of year-long subjects were individually contacted by the 

grade- 1 eve 1 counselors w1 t 1 n two or three we\Oks--af-ter~s-choo~-s-t-u-r-teE!: •. ---~-­

The approach was simply stated, the essence being: 11 The counselors are 

concerned with the problem child in our school. We are interested in 

working out a new technique, and we need your help. As the classroom 

teacher, you wi 11 probably recognize the prob 1 em chi 1 d sooner. than any-

one else in the building. ~Jhen you detect him, please give his name to 

me. 11 At this point, the counselor used Woody's definition to describe 

the problem child. With few exceptions, the teacher nodded his head 

in agreement and voluntarily responded: · 11 Yes, that sounds right." 

The teachers apparently were interested, although a few im­

mediately said, "I always handle my own problems." The counselors ac­

cepted this statement and made .no comment, since this was the right of 

the individual teacher, to express himself and state his manner of 

handling the problem child. 

When a teacher reported a name, the counselor asked that teacher 

to fill out a Survey Sheet to give a quick picture of how the teacher 

saw the child, and a Devereux Elementary School Behavior Rating Scale 

to show how the teacher saw the child in comparison with. the other 

children in the classroom. The researcher had chosen this rating 

scale as a measuring instrument for three reasons: (1) it is dignified 



and contains no possibly embarrassing items for the teacher to rate; 

(2) it is easily and quickly scored, (3) it gives the teacher an 

opportunity to see how the problem child compares with non-problem 

children. 

The manual for this rating scale had noted that a one month 

observation was usually sufficient time for the classroom teacher to 
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--- de-te-G-t---the-p~eb-1-em--Gh-i--l d----and use- the seale. T"' +h.;.-. .-. +_,.,...J,_ "'-...,.,,,.. ... ,.,..,..,.,._ _ _ _ _ _ 
~II r...Jn.;J ~\..UU.J' IICUH'C;:I Y'lt:lt:: 

reported at the following time: 

September - 1 name 

October 12 names 

November 13 names 

December 4 names 

While this scale was designed for use by teachers in their 

classroom experience and was not intended to reflect upon their effec­

t·iveness as teachers, the counselors felt the scale might possibly be 

a threat to some teachers. To counteract such a threat, the counselors 

emphasized the fact that only the c 1 ass room teacher was able to detect 

this problem child, and thus his rating was valuable. No teacher in­

volved in this study felt the time spent in rating was a problem; in 

fact, the majority were interested in seeing the overall picture after 

the counselor had scored the scale. 

The request of the counselors to consider the "now" behavior fell 

in line With the rating instructions of this scale, with Glasser's 

Reality Therapy, and with the current unwritten but often stated 

philosophy of the teachers in this middle .school--that is, when the 

child enters the classroom at the beginning of the year, the teacher 
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usually accepts him as he is and does not immediately read his past 

records; eventually, if prob 1 ems are noted, the teacher then reads the 

permanent records for a clue as to a possible reason or answer._ 

After the counselor had scored the scale, he discussed it with 

the teacher. The concensus of stated opinions was: "Interesting. 

Dignified; Easy to rate. Gives me a review, too, of the whole picture." 

-- --l4hsn-the-tc.acher--\~as asked at the end of the year to rate the 

child a second time, he accepted comfortably. No teacher asked to see 

the original rating for a comparison. This scale was used only by the 

classroom teacher who had designated the problem child. It was neither 

discussed with, nor seen by, any other memebers of the faculty, the 

problem child, or his parent(s). 

The most freauently checked dimension, in both pre- and post­

ratings,was Classroom Disturbance; the least frequently checked was 

Achievement Anxiety. In addition to the eleven dimensions on this 

rating scale, there Were three Additional Items to be checked by the 

classroom teacher: 

Unable change 

- Quits 

Slow Work 

Pre-Rating 

25* 

24 

22 

*The nwnber denotes the number of deviations 
beyond the first standard deviation from the mean. 

18 

20 

18 

At the end of the study, the counselors felt this scale was a 

most satisfactory means by which the classroom teacher could conven-
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iently, comfortably, and accurately describe the problem child. 

Rea 1 ity Therapy 

The three counselors had never used Glasser's Reality Therapy as 

such, although many of his suggestions had been used by both counselors 

and teachers. One counselor, the researcher, had attended a Glasser 

general meet·ing at Stagg High School in Stockton, California, in May, 

1970. She had also attended an all-day seminar conducted by Glasser 

at Hunter College, New York City, in June, 1973. All three counselors 

were acquainted with Glasser's publications and were interested in l1is 

approach and pri nci p 1 es. 

Glasser himself has cla·imed that anyone with a willingness to 

be involved can use th·is therapy. The seven principles involved, as 

r·evi(:wed in Chapter 2 of this study, are stated in simple terms. How­

ever, the paucity of literature involving the use of Reality Therapy 

by counse 1 ors was not reassuring to the counse 1 ors in this study. They 

wondet·ed if this therapy would work in the middle school, with these 

problem child!'en, with these teachers and parents. 

When a counselor reviewed a scored rating scale with the in-

valved teacher, he explained the manner in which the conference with 

the problem student and his parent(s) would be held and reviewed the 

pd nci pl es of Rea 1 i ty Therapy. When the counse 1 or te 1 ephoned the 

paTent ( s) of the prob 1 em child and invited them to come to schoo 1 , he 

used the Reality Therapy approach, that is, showing concern for and 

interest in the child and a willingness to be involved in a plan to 

help the child. This tended to counteract the parent's first reaction, 

"v/hat' s wrong?" 
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At the conference, the participants sat in a small circle. In 

the presence of some defensiveness or uncertainty on the part of those 

present, it was necessary that the counselor take the initiative in 

starting the conference. Reality Therapy provided a direction. Each 

counselor used this therapy by developing a technique comfortable to 

his own style. The seventh and eighth grade counselors employed a some-

informal approach to rel"ieve the atmosphere. The following is a general 

outline of what happened at a conference, each step paralleling a 

principle of Reality Therapy: 

1. "Fred, 2 we're all here because we are interested in you 
and concerned about your behavior and achievement." 

2. "In fact, your teacher feels your behavior is getting 
in the ':Jay of your 1 earning this year." 

(At any point, fred or his parents or his teacher 
is welcome to say how he feels or to add anything 
he wishes. Inevitably, Fred or his parents will 
inquire, ''You've looked at the past school records?'' 
Counselor or teacher replies, "No, we're only interested 
in your behavior and achievement right now.'') 

3. The teacher evaluates the child's behavior in the class­
room and his achievement. (There is always an opportunity 
for fred and/or his parents to discuss the matter, perhaps 
bringing in the home situation. When there is a tendency 
to wander to past action, the counselor takes the re­
sponsibility for focusing the attention back to the 
present.) 

4. The next step is to work out a plan on paper for Fred to 
change his behavior and achievement. As the conversation 
develops and ideas are offered, the counselor is using 
the contract form: "As we think this through, let me 
jot down your ideas so we won't forget them." (,Ligain, 
each counselor develops a technique comfortable to him.) 

2A fictitious name. 
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5. When the conversation ends, the counselor explains: 
"I've been writing down your suggestions. Let me 
read them." (Again, here is an opportunity for 
restructuring of i d·eas or· sequences. The chi 1 d often 
has good ide as and seems to enjoy taking an active 
part in the planning.) ''We all seem to agree this is 
a good plan. I agree; so I'm going to sign. Do you 
agree to these terms, Fred?" (Fred does, takes the 
pen, and signs. Then the parent(s) and teacher sign.) 
"We've all signed, Fred, because we're all with you. 
Now, it's your responsibility to carry it out." 

6. Inevitably, Fred asks, ''If it doesn't work, what will ----- ----h-a-ppenT;-----
Counselor replies, "We won't accept any excuses." 

7. "We will start again." 

While on the average only four such conferences were held for 

each child, doors to communication started opening. Parents would 
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telephone back or informally drop into the office, to voice apprecia-

tion for the counselor a.nd teacher caring enough to tilke the time to 

be involved. The problem child became more comfortable, in varying 

degrees to be sure, with the counselor and teacher and parent(s). Ap-

prehensive, defensive, or embarrassed at first, he realized the genuine 

interest of the counselor and teacher, and saw the home-school team at 

work in his favor. 

Reality Therapy offers teachers an approach to working with 

parents, a cooperative support for the child. As teachers become 

· acquainted with the home situation during the conference, in which 

parents relax,they,invariably become more sensitive to Fred as a human 

being, to his needs, to his right to dignity. 

Contractual Agreement 

There is noth·i ng new about a contract, but a written contract is 

fairly new to counseling. In this study it was used to spell out on 
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paper what is usually ''understood'': 

1. the problem 

2. the purpose of the contractual agreement 

3. the goal 

4. how to accomplish this goal, starting with the "now" behavior 

5. future dates for evaluation 

-- ----!his-contr-actual agreement was not couched in sophisticated 

terms. It was spelled out in simple, direct language contributed by 

the teacher, the problem ch·i l d, the parent(s). The important point was 

that its terms were formulated and agreed to by all present, and the 

learner was involved. 

At first, the counselors were slightly concerned about the pos­

sibi'lity of a 1ack of ease in such d situation. vJould it be threaten-ing? 

Would it ''get off the ground''? Would those present actually participate? 

The first conference eased all apprehension. Once the counselor had set 

the stage with a Reality Therapy approach, all present seemed to welcome 

·this opportunity to s'it down together, to share, to offer support in a 

dignified, car·i ng manner. No prob 1 ems were encountered in getting the 

parents to school, starting a conversation, signing the contract. The 

interest and support d·id not stop here, but continued th1·oughout the 

year with much intracommunication. 

Reality Therapy opened the door to making parents feel they were 

needed and welcome to become involved with the school. Parents and 

teachers commented throughout the year upon the "constructive way" of 

handling the situation, with a conference and contract in which a 11 

concerned participated. Problem children who had never visited the 
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counsel or, except upon the counsel or's request, started dropping by the 

office "just to talk if you have the time." All participants felt 

comfortab 1 e when they rea 1 i zed there would be no publicity, no name 

lists to be turned into the office, no write-ups to be placed in the 

permanent record. Several questions were asked about continuing the 

conferences and contract through the fo 11 owing schoo 1 year. The 

it-self -next year~ you 

[Fred] will be older and the situation might be different, so we could 

start from that point." 

At the end of the school year, the three counselors reviewed their 

reactions to this experiment, by way of thinking through the followin9 

questions: 

1. _lib.Y_did classroom teachers hesitate to designate a 
problem child'? 

The following responses were considered: 

a. a possible threat to professionalism 

b. extra work 

c. something new 

d. because of past legal situations involving the 
teacher and school 

e. "how involved'' is involvement? 

f. 1~anted to handle problem chi 1 dren in their own way 

g. perhaps counselors should learn to work more 
consistently with classroom teachers in handling 
student situations and acquire teachers' confidence. 

2. If you were to repeat this study, what would you do 
different]..\'_? 

The following were suggested: 

a. two counselors: use "agreement" and simplify terms. 



one counselor: would do the same as this year 

b. ask the child to write the agreement in the same 
setting 

c. again, contact the. teacher individually; don't 
make a "project" of it 

d. all three counselors with this year's experience 
would feel easier from the start 

e. one counselor would have several meetings before 
--- - ---- -- ----ne -1-ntrotiuced-the contract 

f. one counselor would work more with teachers and 
child, and less v1ith parents-- "they mean v1ell, 
but their relationshiP with the child is not 
a h1ays good. " · 

3. Generally, when \~as the first indication of a problem 
mentioned on the child's record? 

The counselors discovered the first indication vms: 

a. in kindergarten or first grade 

b. when the child first entered the school system 

c. comment usually was: 
"trouble adjusting to peers" 
"behavior in way of achievement" 

4. What recommendation would you make for use of this 
Ciiiltract and Reality Therapy with problem children? 

The counselors unanimously agreed that this treatment 
could be used profitably in the third grade, before 
behavior patterns become too set, especially if the 
third grade was ungraded. 

In addition, the counselors gave an overall look at stated 

results of the contractual agreement: 

1. The Problem 

a. Most frequently stated: 

not respectful to others 

playing in class, not listening, not working 
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homework not done 

won't accept responsibility, relies upon others 

not organized 

b. Often stated: 

annoys others 

doesn't try to understand, won't ask for help 

can't- get along \Vi th- the kids 

not getting A's and B's 

c. Occasionally stated: 

slow 

quits 

blames others 

needs approval 

have my "up and down" days 

2. Purpose of the Contractual Agreement: 

3. Goal: 

behave myself 

change and achieve more 

be a good kid, be a better kid 

realize my potential 

A's or even B's 

graduate 

be a good kid 

behave 

have a changed attitude 

produce, put my potential to vJOrk daily 
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work on my own 

learn how to get along with others, even if I 
don't especially like them 

4. How to Accomplish This Goal: 

when I "act up," the teacher nods, I take the 
pass and report to the front office;. then see 
the teacher after schoo 1, when we' 11 ta 1 k about 
what happened 

-----as-k- -for--help-:---- raise hand, go after-school or 
before school for help 

organize my notebook so I' 111 .know where things are 

copy my homework in assignment section of notebook; 
parents will check it, but not correct it 

learn to follow directions at school and home; 
"my teachers and parents must speak carefully 
so I'll understand'' 

come to class organized 

budgzt my time, so I '11 have time to study 
and play 

I'll have the courage to act, even if it's a mistake 

respect the right of other kids to listen and work; 
they must respect mine, too 

(Hhen parents asked how they could help, it was 
generally agreed: 

1. listen to the student, but don't accept excuses 

2. let him take the responsibility, even if it 
occasionally means a lower grade 

3. let him learn to ask for help 

4. be understanding, but go easy on sympathy.) 

5. Setting future dates: 

Inevitably, the child would suggest a date or 
schedule a check-up time with the counselor and/or 
teacher. 
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Parents suggested that they call counselor or 
teacher. 

Teacher suggested that he talk with the counselor, 
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the child, or parent, or all, as it seemed appropriate. 

In the follow-up conferences, the counselors first examined the 

progress made and then room for improvement. Comments from these con~ 

ferences included: 

_____ ___ _ J .. P-arents---- I .1 ike to. see him take the responsi bi 1 i ty, 
but it's hard for me to back off. 
Th·ings are better at home, too. 
Grades not that much better. 

2. Teachers He's more relaxed, more comfortable. 
Homework's coming in; not we 11 done, 
but it's a start. 
He still needs help on a 1-2-3-4 
structural basis; we're working on that. 

3. Children -- Making friends; kids aren't picking on me 
so much. 
I can depend upon myself, but it doesn't 
always 1vork. 
I'm not clowning now, but no miracles on 
my report ca rei yet. 
I guess I do care about what other kids 
think of me. 
Getting organized is easy; staying organized 
is hard, but it does save time so I can do 
the things I want to do. 
Keeps me out of trouble, too. 

In assessing the entire experiment, the researcher felt the most 

important accomplishment was establishing a climate by means of Reality 

Therapy and the contractual agreement, whereby: 

1. the home and school were able to work comfortably 
with the prob 1 em ch-ild, vri th respect for a 11 concerned. 

2. the problem chile! did have an opportunity to face his 
problem and to be involved from the start. in plans 
to help himself. 



3 .. the problem child was able to understand that he alone 
must take the responsibility for his actions and growth, 
supported by the caring of his family and school. 

INPLICATIONS OF THIS STUDY 

The researcher has reviewed the results of this study ~1ith 

encouragement. 
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---- -- ----The significant ga-in-s --of- problem ch-ildren in this -m·iddle school 

·in grade-point average, paragraph meaning, arithmetic computation, and 

behavior would indicate that Reality Therapy and the contractual agree­

ment may offer a means of help to the problem child in the middle school 

for improving his ach·ievement and behavior. The question does arise: 

Could the problem child have improved his achievement and behavior 

without the contractual agreEoment and Reality The·r·apy? Hris question 

cannot be answered directly at this time. However, he did make a 

significant gain in both achievement and behavior, and a greater gain 

(although not significantly greater) than the non-problem child in three 

of the dependent variables: grade-point average, paragraph meaning, and 

arithmetic computatiorl'. If this study ~1ere to be repeated, half of the 

problem ch·ilc!;·en cou.ld be given this particular treatment and the other 

half could be given the usual attention. With a comparable control 

group, the value of the treatment could be assessed more accurately. 

Significant gains were not made in the subject of the designating 

teacher. The researcher has noted, h01~ever, that significant gains were 

made in the grade-point average of the problem child. The question 

arises: Was the first grade given by the designating teacher a true 

grade--that is, was it equal in value to similar grades in the classroom 
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of this teacher, or was it a grade individualized in terms of what the 

teacher believed to be the potential and the effort of the problem, 

child? Was the second grade equal in value to similar grades given 

by the designating teacher? If the pluses (no minuses are given in this 

middle school) had been counted, would the problem child have shown some 

·increase in gain in the grade of the designating teacher? If the study 

interpretation of both the first and the last grade of the problem child. 

In this investigation, the number of designated problem children 

varied from grade to grade. Has this variance due to the fact that three 

counselors were involved? The Encyclopedia of Educational Research has 

·noted that 

Hhen sever3l counselors are used in a study, it is 
highly likely that there may be significant differences 
among them, ~1hi ch differences may tend to attenuate 
outcomes. 3 

Also, since the majority of problem children were designated by 

sixth grade classroom teachers, there is a possibility that the sixth 

grade in this middle school operates as a school within a school, thus 

giving security to sixth grade teachers and establishing a comfortable 

working rapport with the sixth grade cour.selor. Too, there .is a pas-

si bil ity that some of the seventh and eighth grade teachers in this 

middle school are secondary school oriented and feel that the treatment 

used in this study should be reserved for lower grades. 

3Buford Stefflre and Kenneth t~atheny, "Counseling Theory," 
Encyclopedia of Educational Research, ed. Robert L. Ebel (4th ed.; 
London: The l~acmi 11 an Company, 1969), p. 263. 
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In this experiment, the counselors set a realistic goal for 

themse 1 ves, incorporating Rea 1 ity Ther.apy and a contractua 1 agreement 

as a method of working with problem children within the regular school 

day. r1ovi ng away from one~ to-one counse 1 i ng, they were ab 1 e to act as 

consultants, utilizing the experience of the classroom teacher and in-

volving problem children and their parents in planning a way to help 

---------the-ch-il-d-;- -"Fh4 s apppoach---supports Gi nzberg 's current encounter with 

guidance thinking--that is, if counselors are going to interfere in 

peoples' lives, they should know what they are doing, they should involve 

the learner and his parents, they should make use of the classroom 

teachers, and they should take a look at research. 4 

In an introduction to Barriers and Hazards ·in Counseling, iJrenn 

·feels that "the counselor needs desperately first to 'look at himself', 

with open eyes and an und(erstanding heart. ,S In this study, the 

counselor had to look at himself and make a decision, do I want to be 

involved and can I be involved? 

In this investigation, the researcher has met the three needs as 

proposed in Chapter 1: 

1. a need for the counselor to design an action program. 

2. a need for the counselor to act as a facilitator of 

communication, to help the problem child by means of 

a contractual agreement involving counselor, problem child, 

4n i Gi nzberg, "The Interface Bet1~een Education and Guidance," 
Phi Delta Kappan, LIV (February, 1973), 381-84. 

5oorothy E. Johnson and 
Hazards ·in Counseling_ (Boston: 

. ..... , -. 
~1ary J. Vestermark, Barriers and 

Houghton ~1iffl in Co., 1970), p. v. 



teacher, and parents. 

3. a need for the counselor to help the problem child 

in the middle school. 

RECOI~t1ENDATIONS FOR FURTHER STUDY 
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j _________ Al-though this study was limited in time to one school year and 

in use to thre-e-counselors, the results were encouraging enough to re-

commend further reseat·ch and experimentation. 

1. Responding to a frequent comment from teachers, prob 1 em 

children and their parents, "This should have happened 

earlier!'', a replication of this study at the third· grade 

level would be a worthwhile investigation. 

2. A longitud·inal study, covering the three middle school 

years of the problem child, so designated in the sixth 

grade, should be valuable in determining if the gain 

made in the sixth grade lasts or increases. 

3. A replication of this study, taking into account the 

economic background and education of parents of problem 

children, would be of interest and value to counselors 

and teachers, as they work with the child. 

4. The researcher recommends that a study be initiated in 

which parents' ratings of their problem children on a 

behavior rating scale be studied and compared 1~ith the 

ratings of classroom teachers on a similar behavior 

rating scale. 

5. A replication of this study in three middle schools 



~lith varying ethnic, economic, geographi ca 1 back­

grounds would be of value to counselors and teachers. 

6. To assess more carefully the value of the treatment 

in this study, the contractual agreement and Reality 

Therapy, the researcher recommends that this study 

be replicated, with half of the problem children being 
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assigned--ro-fhe contractua 1 agreement and RFa-l;-t·-.r---------­

Therapy treatment, and the other half of problem 

children being assigned to the counsel or's customary 

treatment. 

sur~i·lARY. 

The researcher has summarized this study, by rev·iewing the 

setting, procedure, findings from the data, and limitations. 

Conclusions relating to the five hypotheses have been made, 

concerning significant gains of problem children in grade-point average, 

paragraph meaning, arithmetic computation, and behavior. Although not 

a part of the original design, subjective impressions of the researcher 

were discussed, since they were not measurable in this study. 

The place of this study in related litera.ture was reviewed. As 

a result of th·is investigation, the researcher was able to offer rec­

ommendations for further research.' 
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A CONTRACTUAL AGREEMENT 

Date 

The Problem 

Purpose of the Contractual Agreement 

Goal (final performance to be specified) 

How to Accomplish This Goa·l (start with current behavior) 

Future Dates for Evaluation 

Signed by: 

student-----------

teacher ----------

parent ----------

counselor ---------
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Date -----
To ----------------

Prior to a student/teacher/parent consultant conference, I 
would appreciate a brief survey concerning------------
in your period class. · 

Please return this to me by tomorrow 
at 3:11, if convenient. 

Excellent Good 

Thank you. 

Average Poor 

Attendance -----.---------;-----+--------+----· 

I· l 
Acceptance by peers j·-- 1' I 

/~ttitudc in class _ --·---------'--------'--------·-- _j 
Always Usually I Occasionally I Rarely Never 

class V/Ork? Prepared for 

Doing his bes t? 

Listens? 

Organized? book, penci 1) 

Participates ? . l 

-

Any comment you might care to make? ------·--------'--------
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KEY TO RAt~ DATA FOR PROBLE~1 CHILDREN AND NON-PROBLEM CH[LDREN 

No. = Student 

Grade =School grade during 1972-1973 school year. 

Age = Age of student, in months, on December 22, 1972. 

Sex = Sex of individual student: 1 = rna 1 e; 2 == fema 1 e. 

IQ = Latest IQ recorded on student's permanent record (usually Otis-Lennol1). 

Pre = Pretest 

Post = Posttest 

Par = National stanine of Paragraph Meaning subtest of Stanford Achievemen~t Test 
Grade 6: Intermediate II, Forms X, Y 
Grade 7: Advanced, Forms X, Y 
Grade 8: Advanced, Forms Y, X 

Arith = Nation a 1 stani ne of Arithmetic Computation subtest of Stanford Achi e<1ement Test 
Grade 6: Intermediate II, Fot'ms X, Y 

Dev 

GPA* 

Gr* 

Grade 7: Advanced, Forms X, Y 
Grade 8: Advanced, Forms Y, X 

= Number of ratings beyond 1 standard deviation on the Devereux Elemen~:ary School Behavior Rating 
Scale--except on Dimensions 7, 10, or 11, where the rating would bi: below 1 standard deviation. 

= Grade-point average of four basic subjects in 1st and 4th quarters J 1972-73 school year. 

= Grade in 1st and 4th quarters of 1972-73 school year, in subject of 1esignating 
teacher of problem child. I 

*For grade-point average and grade, the fo 11 o~1i ng values were ass i gn?d to grades: 
A= 4.00; B = 3.00; C = 2.00; D = 1.00; E(F) = 0.00. 

~ 

<n 
00 
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Table 12 

Raw Data for Problem Children 

No. Grade Age Sex IQ Pre 
Par 

Post 
Par 

Pre Post Pre 
Dev 

Post 1 , 4 1 4 
Arith Arith Dev GPA GPA Gr Gr 

01 6 133 2 119 7 8 5 7 08 04 3.00 3.00 3 3 

.l------~0~2===i6i==~13~8c==i==~13~5'==i9===i9~---'7;---7;---;0;;5-~0;;;'3 3.00 3.25 3 3 _____ _ 
6 139 2 101 5 5 3 3 03 01 1.75 2.00 1 

~04,---76--~14_5 __ o2-~09~7.--76--~2.--~2~-~2~-,l"0-~0~8.-~2'.5N0~2'.5NO,-c3 3 

05 6 134 117 5 6 5 7 04 01 2. 75 2. 75 3 "2 
06 6 147 100 4 5 4 5 03 00 1.75 2.00 1 2 

07 6 153 089 5 6 3 04 08 1.00 2.00 2 
08 6 139 097 5 6 4 6 08 08 2.50 2.00 2 2 

09 6 148 107 4 6 3 6 08 07 2.50 2.00 2 2 
10 6 145 2 110 6 5 3 4 06 07 1.50 2.00 1 0 
~--~--~~--~~~--~--~--~----~--=---~--~~~----
11 6 151 1 094 4 4 4 4 06 05 1.50 1.25 2 

12 6 143 113 4 2 4 07 06 1.25 1.25 l 
13 6 137 097 2 4 1 4 07 07 1.00 1.25 1 
~14.--~6---~l3~8.--,-·-~1~1~4--75--~7--~4.---75--~03~-~0~3--~2~.~75~03.~0~0--:2 __ 3_ 

15::---.....,6::------o1-=4"'-4_ 068 3 1 2 08 09 0.75 1.25 1 0 

.,.16,__--;o6·--~1"'3"'9 __ '"""" __ 1,.,2-=s __ 6,-----o6-----os---~4~~~~;o4;~~=-=o4 2. so 2. 25 2 2 
17 6 142 103 5 6 4 5 06 06 1.50 2.00 2 2 
"'"18;;---6 1'"39~-,-·--,;;o9"s.---•4.----;7---~2~----,s---;;o;;-8--- 07 o. 75 1.25 2 1 

19 6 l44 111 5 7 3 6 07 01 0.20 2.25 2 

20 6 154 075 2 3 2 2 06 08 1.00 1.25_;;-----:;. 
21 6 135 097 5 5 4 5 09 09 1. 75 2.00 2 2 
22 6 140 116 9 8 6 8 05 05 2.50 2.75 3 3 
23 ----,6-----;c137 101 5 5 2 6 10 09 1.50 2.25 2 

01 7 ]50 127 7 9 6 8 08 01 2.00 4.00 2 4 
02 7 148 105 4 4 2 2 10 08 1.00 0.00 1 
03 7 148 100 2 3 07 08 0.00 0.00 0 0-

04 7 147 093 3 4 3 4 07 01 1.00 1.00 2 3 ------
01 8 164 2 116 6 6 5 4 11 11 2. 25 2. 25 2 

~02::---~8---1i6~5--::---oi9~6 __ ~2 __ ~3 __ ~2--'-~3--~o87--~o~6--;;1~.2~5-;;1~.7~s __ ~1-~2-
03 8 181 101 2 3 1 1 04 08 0.25 0.25 0 0 
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Table 13 

Raw Data for Non-Problem Children 

No. Grade Age Sex IQ Pre 
Par 

Post 
Par 

Pre Post Pre 
Dev 

Post 
Dev 

1 . 4 1 4 
Arith Arith GPA GPA Gr Gr 

01 6 132 2 139 9 9 6 6 3.25 4.00 
02 6 141 2 103 5 6 4 5 2.50 3.00 
0 6--1-35--2---------l-09--&----'" 3~ 2.75 -2.75 
04 6 147 2 093 3 4 4 4 1.75 2.00 
05 6 141 1 112 5 7 4 5 2.25 2.75 

06 6 140 2 130 7 7 7 6 3.00 3.50 
07 6 134 2 112 2 7 6 7 3.50 3.50 
08 6 138 -----,2;;--1;-;176----c;-7 ---6 ---5;c---;c9-------c:c3."275 ---;;-3 .--;5;;-0 ---

09 6 139 2 105 4 6 3 5 3.00 4.00 
10 6 141 2 130 7 8 4 7 2.75 3.00 
11 6 139 2 118 8 8 5 7 3.25 3.50 

.~~;;--~:-· ~:~-~---~---~~~7~----.:-----~.------.~----~.----------~~~:~·~ ~~~~~-----

.;.14,_ _ _,6_---m 121 5 5 4 3.00 4.00 

15 6 138 121 7 6 5 4 3.00 3.00 
16 6 139 121 8 6 6 7 3.50 4.00 
17 6 145 114 9 9 4 8 3.50 4".o"'oc------

~:;;------;: ~:~ ~~~---~! ____ --7: ____ ~ ! !:~~ !:~~ 
2o 6 145 2 1oo 5 4 1 4 2.5o 2.5o 
21 6 146 1 093 2 4 4 3 2.25 2.00 
22 6 140 2 118 6 3 1 3 2.50 2.50 
23 6 136 2 120 7 6 5 4 2.75 2.75 

24 6 140 2 104 6 5 4 4 2.75 2.,75;;----
25 6 136 1 125 7 8 5 5 2.75 2.50 

01 7 149 097 5 6 2 3 2.00 2.00 
02 7 153 128 8 8 3 3 2.00 2.00 
03 7 147 117 6 G 5 4 2.00 2.00 
04 7 153 2 111 4 6 3 6 3.00 3.00 
05 7 145 2 115 4 5 3 2 3.00 3.00 
06 7 146 1 117 8 7 5 8 3.00 3.00 

07 7 150 2 110. 6 6 4 4 3.00 3.00 
08 7 148 2 125 7 8 3 4 3.00 3.00 
09 7 162 2 105 4 5 5 5 3.00 3.00 
10 7 148 117 7 8 5 7 3.00 3.00 
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Table 13 (continued) 

No. Grade Age sex IQ Pre 
Par 

Post 
Par 

Pre Post Pre 
Dev 

Post 
Oev 

1 4 l 4 
Arith Arith GPA GPA Gr Gr 

11 7 142 122 8 7 5 6 3.00 4.00 

12 7 156 2 114 5 6 4 5 3.00 3.00 

13 7 149 2 118 6 6 7 8 3.00 3.00 

14 7 142 102 6 6 2 5 3.00 2.00 

~15~---7~--~,4~9----~--~,o~s ____ ~5 _____ 4~----~4 _____ 6~·------~----~3~.o~o~2~·~oo~----
l6 7 148 114 5 6 2 4 2.00 2.00 

l7 7 144 2 lOB 6 5 5 4 2.00 2.00 
18 7 146 2 115 5 6 3 5 3.00 3.00 
19 ----~7----~1~57~--~2--~1~01~--~5~---5~----~4~---76--------------3~.~00~3~.~00~----

20 7 154 118 5 5 3 3 3.00.3.00 
21 7 150 139 9 9 8 8 3.00 3.00 

~2~2----~~~---1~4~8--~2 ___ 1~2~7 ____ ~8 ____ ~8~·----~6 ____ ~7~------------~3~.0~0~4~.0~0 ____ __ 
23 7 159 2 135 5 7 9 9 3.00 4.00 
24 7 144----"'1----,10"'9~---;5----~7.------.4-----7,.------ 2.00 3.00 

=o=,=====s=====,=64 2==~,,~4====~5====~5~====~4=====7~============~2=.5~0~2~.~75====== 
02 8 160 l 119 5 6 3 . ___ _:4 _________ 2::;·c.7::.5-=2cc.2:.:5 __ __ 

03 8 163 2 109 4 5 3 4 2.25 2.50 
04 8 168 121 7 7 8 8 2.00 1.75 
-=o5=-----7s----+,6l ·, 119 7 a 7 7 2.oo 2.5o 
or------8-----1~--,---~,,~1---~3.-----.4------~3.-----6-------------~2~.5~0-~2~.7~5-----

07 8 165 2 105 6 4 3 3 2.00 2.25 
oa-- 8 166 2 105 4 5 3 7 3.00 3.25 
og-- 8 158 l 115 3 5 5 7 3.50 3.50 
10 8 169 2 133 5 6 8 9 3.00 3.50 

11 s 161 2 ___ 1"2::;8 ____ ~6 ----..;6 ______ ~5 ____ _,6,__ ____________ ..:;;2,:;. 7,;:5--.:;2~. 5;:;o ____ __ 
'l2;,-----n8 ----,.,6,.,5-----;;2 11 5 6 7 5 5 2. 25 2. 25 
13 8 159 l 141 9 9 9 9 3.25 3.00 
14 8 163 130 9 9 8 9 3.00 3.50 
15 8 160 2 128 9 9 8 9 3.25 3.00 
16 8 170 l 112 5 7 8 9 3.00 3.50 
17 8 166 2 113 5 7 3 3 2.75 3.00 

18 8 166 ---;:2---;.lD:;o5:--__ ""5 ____ _,4<------o3:-----5;;-------------~2;-:."25;-;2;.'.;;25;--~--
19 8 +16~7 ____ ~1--~12~7,--__ ~9 ____ ~9=------~8:-----9:--------------~2~.~50:--2~.~75:------
20 8 161 2 125 6 8 7 7 2.75 3.00 
21 8 166 132 9 7 8 9 3.00 2.50 



APPENDIX D 

DESCRIPTIVE STATISTICS 
FOR 

PHOBLH1 AND NON-PROBLH1 CHILDREN 

157 



------ .. ----~-·---· ------- ·-·· ,,,,,, 

Variable 

Grade 
Age 
Sex 
IQ 
Pre Par 
Post Par 
Pre Arith 
Post Arith 
Pre Dev 
Post Dev 

GPA 1 
GPA 4 
Gr 1 
Gr 4 
Gain Par 
Gain Arith 
Gain Dev 
Gain GPA 
Gain Grade 

Table 14 

DESCRIPTIVE STATISTICS FOR PROBLEM CHILDREN 

\1 s " 
6.333 0.661 

145.567 10.278 
1 • 167 0.379 

104.067 14. 176 
4.567 2.029 
5.167 2.086 
3.300 1. 601 
4.467 1. 925 
6.667 2.249 
5.633 3.045 

1.632 0.853 
1 . 892 0.916 
1. 667 0.844 
1. 733 1.048 
0.600 1 • 429 
1.167 1 . 315 
1 . 033 2.539 
0.260 0.619 
0.067 0.740' 

N 

30 
30 
30 
30 
30 
30 
30 
30 
30 
30 

30 
30 
30 
30 
30 
30 
30 
30 
30 

~ 

<n 
co 



Grade 
Age 
Sex 
IQ 
Pre Pa1· 
Post Par 
Pre Arith 
Post Arith 

GPA 1 
GPA 4 

Gain Par 
Gain Arith 
Gain GPA 

--•'""'' ":I!..JJ.L......"""'-~-~= ====""'="~'~~.,~. -= ·~=='"''-'==--====---====··~-- ··~=~'""'"''~:· .. -

Table i5 

DESCRIPTIVE STATISTICS FOR NON-PROBLEM CHILDREN 

-
Variable x s 

6.943 0.814 
150.700 10.694 

1.543 0.502 
116.471 10.848 

5.886 2.011 
5.257 1. 759 
4.614 2.052 
5.757 2.010 

2. 771 0.496 
2.907 0.657 

0. 371 1.230 
1 .143 1.477 
0.136 0.405 

N 

70 
70 
70 
70 
70 
70 
70 
70 

70 
70 

70 
70 
70 

~ ,__., 
<.0 
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THE HAHNEMi\NN MEDICAL COLLEGE & HOSPITAL OF PHILADELPHIA 
DEPARTMENT OF MENTAL HEALTH SCIENCES COMMUNITY MENTAL HEALTH SERVICES 

JQly 30, l~73 
DIVISION OF RESEIII!GH AND EVAlUATION 
314 NO~rfl BROAO STREU, .lRO fLOOR 
PflllADHPHIA, PA. 19102 12\51 lO 8-0UOO 

l---------------!·1-i--s-s-:Bu-.z:uthy-R-;-Frost>----------------------------­
P. 0. Box 4719 
Stockton, California 95204 

Dear Miss Frost: 

Please feel free to make the pevereux Elementary 
Scho·ol Behavior Rating Scale part o~ the--appendix of 
yourCHssertatiOn. 

I would appreciate your sending me a copy of your 
work! ox: some part of it '.-thich you havs ~',:rritten· up 
which employs the D)lSB. 

GS:bbw 

ST~~ lr~ 
George Spivack,. Ph.D. 
Professor and Director 
Division of Res~arch & Evaluation 

~~) Signed in Dr. Spivack's absence. 
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DEVEREUX ELEMENTARY SCHOOL 
BEHAVIOR RATING SCl~LE * 

George Spivack, Ph.D. and Marshall Swift, Ph.D. 

Devereux Foundation Institute for Research and Training 

Student's Name Teacher's Name 

Student's Sex Age Academic Subject ------------

Grade _____ School ---------- Date of Rating 

1. Base rating on student's recent and 
current behavior. 

2. Compare the student with normal 
children his age. 

3. Base rating on your own experience 
with the student. 

4. Consider each question independ-
ently. -----

5. Avoid interpretations of "uncon­
scious" motives and feelings, 

6. Use extreme ratings whenever 
war;ant;r-

'1. Rate each item quickly. 

8. .Rate every question, 

COPYI'llGHT, 'friE DEVEREUX FOUNDATION, OEVON,"PA., \9$7 

RATING GUIDE 

Consider only the behavior of the student over the 
past month. 

The standard for comparison should be the average 
youngster in the normal classroom situation. 

Consider only your own impression. As much as· 
possible, ignore what others have said about the 
student and their impressions, 

Make no effort to describe a consistent behavioral 
picture or personality. It is known that childr-en 
may show seemingly contradictory behavior. 

As much as possible, base ratings on outward be­
havior you actually observe. Do not try to interpret 
what might be going on in the student's mind. 

Avoid tending to rate near the middle of all scales. 
Make use of the full range offered by the scales. 

If you are unable to reach a decision, go on to the 
next item and come back later to those you skipped. 

Attempt to rate each item. If you are unable to rate 
a particular item because it is not appropriate t.o_ the 
child in question, or because of lack of information, 
circle the item number. 

lhs prepmafign of this publication was $Upported In part by Rooearch 
Grcnt ~32-~B-7680-50~3 fr~m !f1e Offic~ cf Edvcatio~. U.S. Depatlment 
of Hoalth, Education & Wellor~. 
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YOU ARE GOING TO RATE THE OVE.RT BEHAVIOR OF A STUDENT. FOR ITEMS 1-26 USE THE RATING 
SCALE BELOW. WRITE YOUH RATING (NUMBER) FOR EACH ITEM IN THE BOX TO THE LEFT OF THE 
ITEM NUMBER. 

Very frequently 
5 

Often 
4 

Occasionally 
3 

Rarely 
2 

Never 
1 

COMPARED WITH THE AVERAGE CHILD IN THE NORMAL CLASSHOOM SITUATION, HOW OFTEN 
DOES THE CHILD.,, 

Rating Item H. a tin[ Item 

D 1. Start working on something before D 14. Tell stories whicn are exaggerated and 
getting the directions straight? untruthful? 

D 
2. Say that the teacher doesn't help him D 15. Give an answer that has nothing to do 

·enough (i.e., won't show him how to with a question being asked'? 
do things, or answer his questions)? 

D 16. Break classroom rules (e.g., throw 

D 
3. Bring things to class that relate to things, mark up desk or books, etc.)? 

current topic (e.g.; exhibits, collec-

D tions, articles, etc.)? 1'!; Interrupt when the teHchet' j . .-,: talki_ng? 

4. Tell stories or describe things in an 18. Quickly lose attention when teacher 

D interesting and colorful fashion (e. g., 0 explains something to him (e.g., be-
has a:-1 active imagination, etc.}? comes fidgety, looks away, etc.)? 

D 
5. Speak disrespectfully to teacher (e.g. 1 19. Offer to do thln~s for the teacher 

call teacher names, treat teacher D (e.g., erase the board, empty the pen-
as an equal, etC.)? cil. sha1·pener, cipen the door, get the 

mail, etc.)? 

D 6. Initiate classroom discussion? 
20. Makes you doubt whether he is paying 

D 7. Act defiant (i.e. , will not do what he D attention to what you are doing or say-

is asked to do, says: "I won't do it")? 
ing (e.g., looks elsewhere, has blank 
stare or faraway look, etc.)? 

D 
B. Seek out the teacher before or after 21. Introduce into class discussion per-

clas~;; to talk about schoo~ or personal D sonal experiences or things he has 
matters? heard which relate to what is going on 

in class? 

D 
9. Belittle or make derogatory remarks 

Get operly disturbed about scores on a about the subject being taught {e. g., D 
22. 

"spelling is stupid")? test (e.g., may cry, get emotionally 
upset, etc.)? 

D 10. Get the point of what he reads or hears D 23. Show worry or get anxious about know-
in class? ing the "right" answers? 

11. Have to be reprimanded or controlled D 
24. Look to see how others are· doing 

D by the teacher because of his behavior something before he does it (e. g., 

in class? when teacher gives a direction, etc.)? 

D [] 
25. Complain teacher never calls on him 

12. Poke, torment, or tease classmates? (e. g., that teacher calls on others 
first, etc.)? 

D 13. Annoy or interfere with the work of his D 26. Make irrelevant remarks during a 
peers in class? classroom discussion? 

- 2 -



FOR ITEMS 27-47 USE THE RATING SCALE BELOW: 

Extremely 
7 

Distinctly 
6 

Quite a bit 
5 

Moderately 
4 

A little 
3 

Very slightly 
2 

164 

Not at all 
1 

COMPARED WITH THE AVERAGE CHILD IN THE NORMAL CLASSROOM SITUATION, TO WHAT 
DEGREE IS THE CHILD,,. 

Hating Item Rating Item 

27. Unable to change from one task to an- D 35. Able to apply what he has learned to a 

D other when asked to do so {e. g., has new situation? 
difficulty beginning a new task, may 

D Sloppy in his work (e. g., his products get upset or disorganized, etc.)? 36. 
are dirty Qr marked up, wrinkled, etc.)? 

D 
28. Oblivious to what is going on in class D 37. Likely to know the material whnn 

(i, e., not "with it, ,,·seems to be in own called upon to recite in class? 
"private" closed world)? 

n 38. Quick to Say work assigned is too hard 

29. Reliant upon ti-ie ieacher for directions (e.g., "you expect too much," "l Cfl.n't 

D 
L_j 

get it, " etc.)? and to be told how to do things or pro-
ceed in class? 

D 
39. Responsive or friendly in his relation-

ship with the teacher in class (vs. 

D 
30. Quickly drawn into the talking or noise- being cool, detaChed or distant)? 

malting of others (i.e., stops work to 
40. Likely to quit or give up when some-listcu or join in)? D thing is difficult or demands more than 

D 31. Outwardly nerv-ous when a test is 
usual effort? 

given? D 41. Slow t-o complete his work (i.e., has to 
be prodded, takes excessive tl.me)? 

D 
32. Unable to follow directions given in 

class (i.e. , need precise directions D 42. Swayed by the opinion of his peers? before he can proceed successfully)? 

33. Sensitive to criticism or correction 

D about his school work (e. g., gets 43. Difficult to reach (e.g., seems pre-

angry, sulks, seems "defeated", etc.)? D occupied with his own thoughts, may 
have to call him by name to bring him 

D 
34. Prone to blame the teacher, the test, out of himself)? 

or exte1·nal circumstances when things 

D Unwilling to go back over his work? don't go well? 44. 

COMPARED WITH THE AVERAGE CHILD IN THE NORMAL CLASSROOM SITUATION, TO WHAT 
DEGREE DOES THE CHILD.,. ----

D 

D 

45. Like to be close to the teacher (e.g., 
hug or touch the teacher, sit or stand 
next to teacher, etc.)? 

46, Have difficulty deciding what to do 
when given a choice bet>.yeen two or 
more things? 

D 

- 3 -

47. Rush through his WOl'k and therefore 
make unnecessary mistakes? 
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DEVEREUX EI.EMEN1~ARY SCHOOL 
BEHAVIOR RATING SCALE* 

George Spivack, Ph.D. and Marshall Swift, Ph.D. 

Devereux Foundation Institute for Research and Training 

DESB PROFILE 
Student's Name 

Student's Sex 

Grade ___ _ 

Behavior Factor 

1. Classroom 
Disturbance 

Age------

School ----------

Factor Item 
Raw Scores 

needo o~nrrol 11 ~ 13 ~inteder~ 

'"a••• ., __ 30~ drawn in 

10_37_,ecit~• 

"--
1S-28_abllvio~• 

20_43 _reachable 

14 _ 17 ~ inlenupt 

1~ _ 26 __ jrrel, talk 

3_ 6_,rortdisc. 

Additional Items 

•o;;OPYRIGHT, THE DEVEREU:O: FOUNDATION, DEVON, PJ.,,, 1967 

Teacher's Name 

Academic Subject --------------

Date of Rating 

Tot•ll Raw Score in Standard Score Units 
B.awi 
Sc. I -ISJ:? 0 +lSD +2SD 

-, 

~LUI ' 

r-'-··~ " "' ~OIITURI 

' 

- 4 -
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ADDED COMMENTS 

Use space below to record any additional descriptions of this child's behavior which you 
think are striking or characteristic, or may not be sufficiently covered by the scales. 
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