University of the Pacific

Scholarly Commons

University of the Pacific Theses and

Dissertations Graduate School

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.

Dorothy R. Whitford Frost
University of the Pacific

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

6‘ Part of the Education Commons

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

il

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

"UPON THE BEHAVIOR AND ACHIEVEMENT OF MIDDLE SCHOOL PROBLEM CHILDREN

A Dissertation
Presented to
the Faculty of the Graduate School

University of the Pacific

In Partial Fulfillment
of the Requiréments for the Degree

Dd:tor;of Education

by .
Dorothy Whitford 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

Abstract of Dissertation

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

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

agreemant., This contractyal agreement _was_based upon_Giasser's

Reality Therapy and tailored to the individual problem child's
own needs, in order to heip him to improve his behavior and
achievement,

PROCEDURE: The treatment group was composed of middle
school problem children, so designated and vated by the classroom
teacher on the Devereux Elementary School Behavior Rating Scale.

The non-treatment group consisted of three intact homercoms, one

at each grade level, most ¢losely approximating that mean grade
level in terms of Stanford Achievement Test scores. The pretest

for both groups in the Paragraph Meaning and Arithmetic Computa-
tion subtests of the Stanford Achievement Test was a part of the
school testing program. As soon as the problem child was desig-
nated, he was involved in a confractual agreemznt with his coun-
selor, teacher, and parent{s). AL 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 again rated

by the classroom teacher on the behavior rating scale. Five de-
pendent variables were investigated for the {reatment group: grade-
point average, paragraph meaning, arithmetic computation, grade
in the subject of the designating teacher, and behavior. Three
dependent variables were investigated for the non-treatment

group: grade-point average, paragraph meaning, and arithmetic
computation,

FINDINGS: The data for the experimental group was analyzed

by employing the Student t-test for correlated samples to test for
a significant mean gain for the dependent variabies of this group.
The non-experimental group was used as a secondary comparison. The
.05 level of statistical significance was used for testing the null
hypotheses. Problem children, as well as non-problem children,
made significant gains in grace-point average, paragraph meahing,
and arithmetic computation. The gain of the problem children was
not significantly higher than that of the non-problem children.
The problem children recejved significantly fewer deviations from
the mean on the behavior rating scale at the end of the year, but
did not make a significant gain in the subject. of the designating
teacher,

CONCLUSION: From the significant gains of the treatment
group and from subjective impressions, 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 behavior and achievement. :
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Chapter 1
THE PROBLEM AND OBJECTIVES OF THE STUDY

INTRODUCTION

America promises that everyone shall have a chance to

achieve his full potential, and education is the chief in-

strument for making good that promise. It is the path to
individual fulfiliment. Our aim is to make it an avenue
"~ broad enough for all to follow.

Probtem children present a major concern in the field of edu-
cation.2 Because they afe not adjusting to the socially-acceptable
behavior norms of their environment, they disrupt their own progress
and the learning efferts of their classmates. >

Many studies have been made of problem behavior--~its character-
istics and its classifications.. However, there still remains a need
for research to help the practitioner 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 1ife, find an answer to his pmmem.4

1John W. Gardner, No Easy Victories (Wew York: Harper and Row,
Publishers, 1968), p. 67.

2Robert W. Woody, Behavioral Problem Children in the Schools
(New York: Appleton-Century~ Crofts, 1969), p. V.

31b1da, p. 7.

*annetore Wass, "How Research Can flelp to Personalize

Education," Educational ‘ eadership, XXIX (December, 1971}, 249-51.

1.



THE PROBLEM

The middle school counselor is constantly.being faced with

teachérs who have problem chiﬁdren 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 appeéTing to the counselor

‘ . for help--in knowing what to do with problem chi1drén énd how to. help

___444__k44h{E;%4;;_EE;_EEEEEFBBEE___ggh__kgg___*44___444___444___“ﬁ__““““ﬁ““f———“*——‘
Parents of problem children often question the school counselor

about what they can do to help their own children. They hopefully wonder

if the school cahnot do something. They are often aware that problem

The school counselor hears the problem child asking what s
wirong with himself, why he doesn't know what to do in many situdtions,
why everything he does seems to be wrong, why everyone criticizes him.
The problem child sits in the counselbr‘s_bffice, waiting for help.

Thé school couﬁse]or, faced wfth this prob1em,_is'besieged
with questions from the probliem child, his teacher, and his parents. -
Is there any way in which the counselor can coordinate the significant
people in the 1ife of the probiem child for the purpose of helping this

child? GIasser5 offers a possible direction. A contractual agreement

based upon Glasser's Reality Therapy may provide a vehiclie to atd the

problem child in the middle school classroom.

5N111iam Glasser, Reality Therahy {New York: Harper and Row, '
Publishers, 1965). ' ‘ : _



Purpose of the Study

The present study was designed by the reséarcher to determine
; the effectiveness of a school counselor invelving each problem child
with his teacher and parent(s) in a contractual agreement, based upon
Glasser's Reality Therapy and tailored to the individual problem child's
own needs, for the purpose of impreving his behavior and achievement.

h_!Ah_‘E_R__‘__‘__‘;_‘__‘__“‘f—*——*——*——*——x——&__ﬁ__k__R_

mportance of the Study

The role of the school counselor is changing. He is working in
a changing cultufe, and not in a vacuum.6 To be effective, his role is
not an independent one--rather, it is played in coordination and co-
operation with the school and héme. it is a vole that must be re- |
defined in the face of problems and the fesults of research experiments.

Current studies indicate there is a need for ﬁhe school
counselor to be concerned with "action guidahce,“ rather than with
"program guidance"-~that is, helping students develop and function
within a social environment, rather than preparing for them an assembly
program which tells 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 re?ationshipng

6Char1es Gilbert Wrenn, The Counselor in a Changivg World
(Washington, D.C.: American Personnel and Guidance Association, 1962),
p. 111,

TRobert J. McCarthy, The Ungraded Middle School (West Nyack,
New York: Parker Publishing Company, 1972), pp. 210-13.

8N1]11am E. Stradley, A Practical Guide to the Middle School

(New York: The Center for Applied Research in Education, Inc., 1971),
pp. 131-38, . ' :




The 1970 White House Conference went a step further. They
viewed the school counselor as a "change agent" to help educators free'
themselves from traditional attitudes toward a problem chi1d.9 While
a counselor may see a child in a one-to-one relationship, the teacher
can observe this child daily in the classroom over a period of time

10°

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

that a teacher's observation is even more careful and his reinforcement

~is even more appropriate when his attention is called To a particular
chitd. !

In the United States, parent power and interest in the public
schools is being shown--in teaching methodology, curricula, organi-
zatioﬁ; and guidance. Parents are concerned about their role in working

with the school and what is expected of them.]‘

The Krumboitze513 h

ave Tong felt that the significant peopie in
the Tife of the problem child--his school counselor, his teacher, and
his parents--need to employ together a "common sense" behavioral ap-

proach. {ne approach that could be tried by these significant people

9Louise 0. Eckerson, "White House Conference on Children:
Implications for Counselors As Change Agents," Elementary School
Guidance and Counseling, VI {May, 1972}, 239-44,

1030e1 Elkind, "The Middle School Huddle," The Clearing House,
XLIV (March, 1970), 400. :

HRobert Rosenthal and Lenore Jacobson, Pygmalion In The
Classroom (New York: Holt, Rinehart, and Winston, Inc., 1968).

120ynthia Parsons, “Change At School," The Chyistian Science
Menitor, February 8, 18972, p. 6.

1330hn D. Krumboltz and Helen Brandhorst Kfumbthz, Changing
Children's Behavior (Englewood CYliffs, New Jersey: Prentice-Hall,
nc., 1972}, p. xviii. ' :




5
is Glasser's Reality Therapy. It is being used throughout the United
States and Canada in schools, psychiatric ¢linics, mental hospitals,
halfway houses, institutions for correction, and on educational
television. The effectiveness of using this therapy with counselors,
problem children, teachers, énd parents being involved together s
most promising and not explored to date. |

Under pressure from students, teachers,and parents, counselors

strategies to meet current needs in the c"iassroom.14 However, de-
signing alone is not enough, for research reviews of the'past {ifteen
years point to the need for counselors to be more effectively involved
in research activities and to publish the resulis of their work.15

The common occurrence of "dead end; research in the field of
education is being questioned. Communities are concerned about the
"pqre research” that is conducted in isolation, never put into practice,

-~ and filed on the shelf with previous reports.16

Eboch has pointed out
that “Research should guide practice, but somehow research must be more
reality 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

T4 eona E. Tyler, The Work of the Counselor {MNew York:
Appleton-Century-Crofts, Inc., 1969), p. 186.

_ 15Lawrence Litwack, Russell Getson, and Glenn Saltzman (eds.),
Research in Counseling (Itasca, I1linois: F. E. Peacock Publishers,
Inc., 1968), p. X.

16Cynth1‘a Parsons, "Do Schools Learn?" The Christian Science
Moniter, May 10, 1972, p. 6.

1751dn°y C. Eboch, "The Value uf F1e1d Studies in [ducat1on,
Theory Into Practice, VI {Rpril, 1967},

' themselves are becoming convinced that somehow they must design new —



his fmmediate daily sitt.[a‘c.ions.}8

With many behavior problems appearing before entrance into the
secondary schools, it is interesting to note that few studies of these
problems have been undertaken at the e]ementary grade.1eve1.]9 In
addition, while extensive research has been conducted to identify
problem children and other studies have represented efforts to assist
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 this study, a sixth-grade counselor in a
middle school, proposed to meet three currently-voiced needs:

1. a need for the counselor fo design an action program.

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

conmunication~--to help the problem child by means
of a contractual agreement involving counselor,
problem child, teacher and parents.

3. a need for the counselor to help the problém 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

18Herman J. Peters and James C. Hansen, "The School Counselor
As A Researcher," The School Counselor, VII (March, 1964), 170.

o _
1'}Le]and'(}. Oriov, "An Experimental Study of the Effects

of Group Counseling With Behavior Problem Children at the Elementary

School Level” {unpubtished Docter's dissertation, The Catholic

University of America, 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 Rea11ty'Therapy and a contractual agreement.

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

21 and again in 1957 by Hunter,22

twenty-five years Tater by Stouffer
interest has_continued to the present in becowing acquainted with the
characteristics of the problem child. ‘Research studies indicate a
Tack 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 f1e1d'and which will be used in this study:
. . the child who cannot or will nét adjust to the
soctally acceptable norms for behavior and consequently -
_‘d1srupts his own academic. progress, the Tearn1ng efforts
© of his classmates, and interpersonal relations.
Descriptive behavioral categories, behavior checklists, meas-
urement of attitudes, and a study of definitions have been found to be

24

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

in categorizing children, this categorization can be useful in providing

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

2]Gemf*ge A. W. Stouffer, Jr., "Behavior Problems of Children
As Viewed by Teachers and Mental hyg1en1sts," Menta1 Hygiene, XXXVI
(Ppril, 19523, 271-85.

22E. C. Hunter, "Changes in Teachers' Attitudes Toward
Children's Behavior Over the Last Thirty Years," Mental Hygiene,
XLI (January, 19“7), 3-11.

2 WOody op. ¢it., p. 7. -

24¢14fford P. Froehlich and Kenneth B. Heyt Gu1danue Testing
(Chicago: Science Research Associates, Inc., 1959), p. 3.




~guidelines for working with problem chiidren.zs

Glasser's Reality Therapy

Glasser warns that:

As Tong 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 transfeEgnce, there will be no way
to approach the public schools,

nea%%%y—iheﬁapy—hasfbeenfused_hy,ﬁlas;ﬁr in correcticnal fields and in
educational systems where he has worked direét]y with children, es-
pecially in the Los Angeles (Calif.) and Palo Alto (Calif.) public
schools. He has taught large groups of counselors, teachers, and
school administrators. As head of the Educator Training Center in Los

Angeles (Calif.), he develops the ideas of Reality Therapy and works

with teachers whe are interested in the principles of Schools Without

Fai1ggg?7

Reality Therapy dispenses with labels and 11m1t§ the attention
to the now behavior, It attempts to do in a short time what should have
been done in normal growing up. This learning situation has three
procedures--separate, but interwoven:

First, there is the involvement; the therapist must
become so involved with the patient that the patient
can begin to face reality and see how his behavior is
unrealistic, Second, the therapist must reject the be-
havior which is unrealistic but still accept the patient

Spavid Elkin, A Sympathetic Understanding of the Chiid Six to

Sixteen (Boston: Allyn and Bacon, Inc., 19717, p. 3.

Eﬁﬁiasser, Reality Therapy, op. cit., p. 155.

2?w1??iam Glasser, Schools Without Failure (New York: Harper
and Row, 19649},




and maintain his involvement with him., Last, and necessary
in varying degrees depending upon the patient, the therapist
must teach the patient better ways to fulfill his needs with-
in the confines of reality.Z%

The basis of Reality Therapy is helping patfents to fulfill

two needs:  "...the need to love and be loved and the need to fee]

that we are worthwhile to ourselves and Eg_others."zg Both needs are
30

necessary, and learning to fulfill them must begin early in 1ife.

and human environment in which the child may fulfiil his needs.“e'1
A concept basic to Reality Therapy is responsibility:
...the ability to fulfill one's needs, and to do so

in a way that does not deprive others of the ability %o
FTUIFiTT their needs. -

The ability is not natural, but must be learned--the earlier, the
hatter--hy involvement with others who care enough %o be 1nvn1ved,33
From Glasser's point of view,

«..all that needs to be diagnosed, no matter with what
behavior he expresses it, is whether the patient is suf—34
fering from irresponsibility or from an organic illness.=™

Practically speaking, Glasser feels teachers do not have the

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

28g1asser, Reality Therapy, op. cit., p. 21.

251pid., p. 9.
2

Orhid., . 11,

31G1asser, Schools Without Failure, op. cit., p. 24.

BZGTasse\"3 Reality Therapy, op. cit.,, p. 13..

33bid., pp. 14-20.

341bid°5 p. Xiv.

- Because of these needs, Gldsser feels the scioolwust provide—a wamm——
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time-~-minutes, &ven seconds. Reality Therapy principles take less time
than the "tried and true" methods. When teachers becore acquainted -
with these principles and understand them, they will be able to Tearn

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

The Contractual Agreement

In this study, the contractual agreement--an agreement in
T writing betweenaproblem—ehitd—and his—school counselor, teacher,and
pavent(s)--specified the problem, the purpose of the contractual
agreement, the goal (final performance), how to accompiish this goal
(starting with the current behavior), and future dates for eva1uation.36
The contractual agreement is not new to the school. UWhen the
emphasis has baen placed upon the student and his needs and thought-

fully-detailed procedures, contracting within the school has produced

sppreciable resu?&s,g/ For example, contracting for grades has had
the added attraction of individually tailoring the contract.Bg Also,

contract plans have been developed to make collaege curricula respon-

3%

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

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

351hid., pp. 158-59,

3piease see Appendix A, p. 148,

37Raym0nd_A, Ehrle, "Performance Contracting for Human
Services,” The Personnel and Guidance Jourmal, IL {October, 1970),
119-22.

38Edward F. Dash, "Contract fbr Grades," The Clearing Heuse,
XLY (December, 1870), 231-35.

agUniversity of Rediands Report, 17, Summey, 1971.
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design, coordination, understanding, and acceptance by the staff, 0+

CONCEPTUAL HYPOTHESES

Conceptual hypotheses which this study addressed included:

Hypothesis 1. Students who have been designated as
problem children by the classroom teacher in the middle
school and who have been invoived in a contractual agree-

~ment will receive within the fourth quarter a signifi-
cantly higher mean grade-point average than that received
__*“__““_“*—ﬁU?Tng‘tne Tirst—quarterof-the-same schonl year.

i—_i'_—___

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 wiil,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 will, on the average,score significantly higher on .
the spring norms in arithmetic than they did on the fall
novrims in the same school yeab.

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 who have been designated as
problem chiidren by the classroom 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 scale at the end of the year than when they
were first rated earlier in the same school year.

40enneth Gehret, "Performance Contracting: How Does It Score?"
The Christian Science Monitor, January 3, 1972, p. 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 classroomslas sooh és the problem was noted, and (2) initiated
involvement of the probiem child with the significant people in his

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

effective help in his behavior and achievement,

Sample Selection

The sample consisted of middle school students, predominantly
sixth graders, who were désignated as probiem children by the class~
-room teacher in a middie school as soon as the problem was noted,

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

Research Design

This study vas designed to test the effectiveness of a con-
tractuaT agreement upon the behavior ahd'achievement of problem
children in a widdle school.

To analyze the gain of the ekperimental group, the researcher
used a one-group pretest-postiest desﬁgn. A group of non-problem
students was used as a basis for a.secondary comparison. Neithér the’
experimenta]_gvoup nor the control non—eﬁﬁerfmenta1 group was chosen
at random - that is,subjects were nct randomly assigned to groups.
Both groups were given academic pretests and posttests; the experi-

mental group alone received the treatment.

Contractual Agreement Procedure
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The three grade counselors (sixth, seventh, and eighth) in a
middie school were involved in this study. The sixth grade counselor
was also the researcher.
Each classroom teacher of year—16ng subjects was asked to re-
poft to the grade cbunse?or the name of a problem child as soon as the
problem was noted in the classroom. When the name of a probiem child

| survey sheet,41 which would give a picture of how a child appeared to
the teacher, and a rating sca]e,42 which would give a picture of haw
a teacher saw this child in comparison with the other children in the
classroom.

The grade counselor met with the problem chiiﬁ,-his teacher,
and his pareht(s) for the purpose of negotiating a contractual agree-
ment. The problem had already been established by the teaéher by

- means of the rating scale. At this meeting, a contract was designed,
tailored to the needs of the individua1 child, and signed by all
bresent.

The contract was initiated no later than December 22, 1972, and
terminated by May 31, 1973. Futuré meetings of this group were
established and written into the contract. The da?es were subject

to change if those involved so dasived.

1PTease'see Appendix B, p. 150.

426e0rge Spivack and Marshall Swift, Devereux Elementar

Scheol Behavior Rating Scale {Devon, Penn.: "The Devereux
Foundation, 1267). '




ASSUMPTIONS AND LIMITATIONS

This study was based upon several assumptions and 1limita-
tions. They were as follows:
Assumptions

1. School grades are acceptable measures of current
performance in academic skills.

}i‘rﬂ—Qg\, rotst-Elemantary School Rehavior Rating Scale

14 -

is an acceptab1e measure of behavier.

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

4. A study made in an upper-middie and lower-upper
socio-economic area in a borough of 15,000 citizens
could Lz representative of and generalized io
school populations in simitar areas.

531

. Counseiing methods were adequate smpTementatlons of
Rezlity Therapy.

1. The sample as designated by classroom teachers was
- Timited primarily to the sixth grade in one middie
s¢hool in one school district.’

2. The classroom teachers designating the sampla were
Timited to those teachers who 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
problem children in the classroom in this middie
school, at all three grade levels.

4. This study was Timited to one school year, 1972~1973.
5. The procedure of this study, as outlined in Chapter

3, was followed and included within the proiess1ona1
day of the three grade counselors.
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DEFINITIONS OF TERMS

Terns used in this study were defined as follows:

1. Contractual Agreement: For the purpose of this study,
an agreement stated in writing between the school
counselor, the problem child, his teacher and parent{s).
It specifies what is 1o be done for a designated period
of time and for what purpose.

2. Grade-Point Average: For the purpose of this study,
an average of grades made by a student, with the

following—points betngassiyned to the aiphabetical
grade: A=4.00; B=3.00; C=2.00; D=1.00; E({F}=0.00.

3. Middle School: "By definition the middle school is
a school built to cover the developmentai range of
late childhood, preadolescence, and early adolesence.
It usual&y includes the sixth, seventh, and eighth
grades.

w43

. Problem Child: Subjectively, "the child who cannot
or witl not adjust to the socialiy acceptable norms
for behavior and consequently disrupts his own
academic progress, the learning efforts ozrhis
ciassmates, and interpersonal velations. "™

o

Problem Child: Objectively, for the purpose of this
study, the child who has been rated by his classroom
teacher as being above one standard deviation from
the mean in 3 out of the 11 dimensions on the Devercux
Elementary School Behavior Rating Scale, except in

- Dimensions 7, 10, or I, in which case he was below
one standard deviation from the mean.

5. Reality Therapy Tenets: ™...an intense personal in-
volvement, facing reality and rejecting irresponsible
behavior, and learning better ways to behave."®

43Hershel Thornburg, "Learning and Maturation in MiddTe School
Age Youth," The Clearing House, XLV (November, 1970), p. 150,

Htne Middle School: An Idea Yhose Time Has Come (New Jersey:
New Jersey State Board of Education, 1972), p. 1.

45

Woody, Behavioral Problem Children in the Schools, op. cit.,

p- 7.

46Giasser& Reality Therapy, op. cit., p. 60,
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. Stanine: "A normalized standard score...of nine
units, 1-9; in a normal distribution, stanines
have ?4gean of 5.0 and a standard deviation of
1.96." _ '

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 been made 0F their pehavior, there remains—a nead—for—the—schoal
counselor to offer them help in regard to their behavior and
achievement.

By using Glasser's Reality Therapy and a contractual agreement,
the researcher has proposed a technique which would involve the
oroblem child with those people sfgnificaﬁt in his 1ife. The problem
has been stated, as well as the relationship of this study to pro-
viding help to the p?deem chiid. The hypotheses to be testoed, the
éﬁsumptions and Timitations of this study, and the definitions of
terms used have also been pfesented.

There will be four additional chapters: (1) Chapter 2, "A
Review of Related Literature,” (2) Chapter 3, "The Design and
Procedure of the Study.” (3) Chaptef 4, "Findings from the Data,"

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

47 Howard B. Lymar, Test Scores and What They Mean (Englewcod

- Cliffs, New Jersey: Prentice-Hall, Inc., 1983}, p. 204,




Chapter 2
A REVIEW OF RELATED LITERATURE

A review of Titerature 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. Accodntabi?ity and contrécting in guidance
6. Changing behavior in the classroom
7. Glasser's Reality Therapy
8. The team approach to help the problem child

INTRODUCTION: RESEARCH IN COUNSELING

During the past fifteen vears, reviews of counseling research
have recognized the need for evaluating counseling prégrams. Gamsky
.pinpoints the problem: the counseidr is caugﬂf batween classic re-
search'and'fie1d research, that is, discovering principles of
univarsal applicability of_evaiuating his own effectiveness. The
airtight experimental design of the graduate school does not always

lend its21f perfectly to the field need of a counse1or.I

1Nea? R. Gamsky, "Action Research and The School Counselor,"
The School Counselor, XVIII (September, 1970), 36-7.

17
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Peters and Hansen see a counselor's reluctance as being the
chief deterrent to research.2 On the other hand, Sciarra has called
the educational researcher "an intruder” in the school, one who asks
special favors. Mhile evaluating a number of Title III innovative
projects which 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 succesé or
the Taiture of projects—involvement ornon-involvement of a1l
concerned.” Unaccustomed to research, many counselors, teachers and
administrators are afraid of research and become defensive. Collec-
ting descriptive statistiés is one thing; evaluation is another‘.5
Current journal articles speak in terms of the research needs
of counselors:
1. a need to measure the effectiveness of what the -
counseior does in actual guidance.6
2. a need to develop an experimental point of view,

better products through research.7

Zherman J. Peters and James C. Hanseh, "The School Counselor
as a Researcher," The School Counselor, VII (March, 1964), 170.

”June Sciarra, "The Researcher Goss To Schooi,” Journal of
School Psychology, VI {Summer, 1968}, 249-253

Yaurice R. Ahrens, "How To Make Innovations Succeed--or Fail,"
Childhood Education, IL (January, 1973), 170-73.

5Gamsky, op. cit., p. 39.

Goorgm Martin Murphy, "Plagiarize, Don't Let Another's Hork
Evade Your Eyes, but Be Sure To Call It Research," The Schaol
Counselor, XITI {May, 1966), 233-34,

7J. LToyd Trump and Dorothy Baynham, "“The School of Tomorvow,”
in The Teacher and The Taught, ed. Ronald Gross {New York: Dell
Pubtishing Cempany, 1963), ». 301.
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3. a need for the researcher to be where the actions is;3
| a'need to help people, ratherrthan describe or clas-
sify them; a need to find ansviers to prob1ems.8
4. a need for research to evolve from the concerns of
counée1ors.9 |

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

target of counseling research, 10

Litwack has noted a paucity of research that investigates

11

methodology in counseling. A guidance journal editorial voices

concern over submitted manuscripts that stress a need for counselors

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

. . . . : 1z
these institutions to try new ways. z

Krumbeltz suggests applying one test to proposed research:

I would suggest that in the planning stage of every
doctoral dissertation and research propesal in the Tield
of counseling the test of relevance be applied. The test
of relevance consists of asking one simple question and
probing the answers: What will counselors do differently

Sannelore Wass, "How Research Can Help To Personalize
Education," Educational Leadership, XXIX (December, 1971), 249-51.

car! E. Thoresen, "Relevance and Research in Counseling,"
Review of Educational Research, XXXIX (April, 1969), 278,

1050hn u. Whiteley (ed.), Research in Counseling: Evaluation
and Refocus (Columbus, Ohio: Charles E. Merrill Publishing Co.,

1967}, p. 187.

W awrence Litwack, Russell Getson, Glenn Saltzman (eds.),
Research in Counseling (Itasca, I11.: F. E. Peacock Publishers,
1968}, p. X.

_ 1210 Goldman, “Change? Yes, but How?" The Personnel and
Guidance Journal, LI (November, 1972}, 170,
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if the results of this research come out one way rather
than another?!s -

..the test of relevance can be taken one more step
to make it a help in constructing research problems,
not merely a way of eliminating irrelevant proposa'ls.M
While research does not guarantee a change, it does provide a
means of determining whether or not a change is needed. 15 1t can

pYOV1de a glimpse into new thinking and afford a clue for further

research. 16

The time has come for the counselor to re-structure his
priorities. While it is true that some control and precfsion may be
sacrificed in a field study, this can be compensated for by reﬁeating

s i g
[P

the study, or part of it, under different circumstances or in other

7

— C_}

similar situations, in any kind of research, there are three
steps: pianning; doing, and assessing. Today's counselors have
focused far too Tong on the first two steps and have almost ignored
‘the 1asta]8
In this study, the researcher has recognized the need for

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

1yhitetey, op. cit., p. 191.
Y41hid., p. 192,

JVW11[1am Kuschmana "On Public School Research," I1linois
Schools Journat, L. (Winter, 1970), 275-80.

TﬁFred P. Bavnes, Research for the Practiticner in Educatien
(Washington, D. C.: Department of Elementary School Principals,
.‘964)5 P 7.' '

17J0hn L. Hayman, Jr., Research in Education (Columbus, Ohio:
Charles £, Merrill Publishing Company, 1960), p. 35.

1SGamsky, op. ¢it., p. 4l.
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is, research where the educational concern is. A counseling method-

ology has. been deve?oped in detajl, so that this study may be re-
peated under similar or different circumstancés.‘ 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 Titerature which relates to the role of the school counselor
wi11 be discussed under the following headings: (1) change in the
role of the school éounseTor, (2) uniqueneés of the schoé] counselor's
role, (3) the school counselor as a communications agent, (4) the

.
13} fal
Heud of ﬁhe

[

schoot counselor as a specialist and consultant, (5) ih

school counselor to develop his own role.

Change in the Roie of the Schoel Counselor

The role of the school counselor has been catapulted into
prominence 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.

Reviewing past counselor roles, Urbick and Gross have noted
that the emphasis was fifst on the counselor as én educator, then as
an emergency commenality, and finally as an effective égent, becoming

involved in the environment of his counselees.zo Recently, from the

9yi119am Evraiff, Helping Counselors Grow Professionally
(Englewcod €1iffs, N. J.: Preniice-Hall, Inc., 1968), p. v.

_ 1petna M. Urbick and Deuglas R. Gross, "Counselor Education:
A Profession on the Move," The Journal of Educational Research, LXIV
(April, 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 for a change in priorities, including research and experi-
mentation with new approaches to caring for children. 2!

One of the major difficulties facing a school counselor fis

the Tack of clarity concerning his ro1e.22 Many counselors are
functioning és though there have been no social changes in the past
ten years. They are afraid to take a risk and step out of The = — -
traditional role, they hesitate to be a part of the community or the
faculty-administration team, and they are hot ready to be a change

agent933

Uniquenass of the School Counselor's Role

‘Wrenn has noted the uniqueness of the counselor's role. Aware
of other children of the same age 1n ‘the school, the counselor's
pérspective is different from that of the classroom teacher who sees
the child only in certain areas. Also, the counselor's relatiohship
may be free of threat as he seeks to he1p.the chitd in response to his

needs.24

2 puise 0. Eckerson, "The White House Conference: Tips ar
Taps for Counselors?™ The Personnel and Guidance Journal, L _
(November, 1971), 167-74.

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

ZSRoger F. Aubrey, "And Never The Twain Shall Meet: Counselor
Training and School Realities," The School Counselor, XX (September,

1972), 16-24. '

2htharles Gilbert Wrenn, The Counselor in a Changing
World (Mashington, D. C.: American Personnel -Guidance Association,
1962), pp. 2-3.
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The School Counselor as a_Communications Agent

Cline seés the school counselor aé a communications heiper who
b?ings together the individuals concerned wifh a child's difficulty
énd helps them Took at. the probTem. Ih the school setting, tﬁis rote
would inv61ve working with teachers, parents, administration, |

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

possiﬁ?@??ﬁiﬁﬂ?iﬂfﬁhj‘fty—hand??ﬁg—bEtﬁme—ava%w“%%6.25 By—contrast,
Zerface and Cox would hope that rather than being confined to the
Timitations of customary schoot roles, scheol counselors consider

operating more comfortably and effectively out of school as a direct

26 In the same general idea, Hutchinson notes

agent of the community.
the advantage of having an itinerant counselor, an outsider to whom
‘teachers and children would feel free to relate, freer than with a

: 27
counselor in the system.

A School Counselor as a Specialist and Consultant

Patterson is concerned that the counselor not isolate himself,
but become more involved with teachers and children. 1In this role,.
the counselor has a responsibility to determine the nature of his job

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

ZSDaVid W. Cline, "The Psychiatrist,-The Counselor, and The
School," The Personnel and Guidance Journal, V (December, 1972).,251-56.

zﬁdamas P. Zerface and Walter H! Cox, "School Counselors, lLeave
Home," The Personnel and Guidance dournal, IL {danuary, 1971), 371-75.

27Roger L. Hutchinson, "The Itinerant Counseior,” The Personnel
and Guidance Journal, L {(November, 1971}, 213-14.

280.-H. Patterson, "The Counselor in the Elementary School,"
The Personnel and fuidance Journal, XLVII (June, 1969), 979-87.

Y
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In a study by Engelhardt, Sulzer, and Altekruse, emphasis fs

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

of a consultant. This étudy'was conceived when teachers asked for
help in reducing disturbing out-of-seat activities. Counselor 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 corsuTtants 2
In Munsoﬁ's "Emerging Consortium," the counse1or becomes a

consultant to teachers, and moves closer to students with day-to-day
caring, with his concerns reduced to the {mmediacy of student expe-
riences. Witn hoth teachér and student; the counselor is involved in
faci]itatﬁng growth and its accompanying probiems.3o

Dipkmeyar views the counselor as.a consultant to the teacher
for the purpose of deve10ping'hypotheses about problems and recom-
mendations for future management of a specific school. Maximizing
the teacher's effectiveness would be the responsibility of the
counseior.S1

Especially where crisis-oriented counseling predominates,

Randoiph suggests that the counselor, as a consultant, may find it

29 eah Engelhardt, Beth Sulzer, Michael Altekruse, "The
Counselor as Consuitant in Eliminating Out-of-~Seat Behavior,"
Elementary School Guidance and Counseling, V {March, 1971), 196-204.

2
“DHaro1d .. Munson, "Guidance and Instruction: A Rap~ _
prochment,™ in Guidance for Education in Revelution, ed. David R.

Cook (Boston: ATlyn and Bacon, Inc., 1971), pp. 344~51.

3pon Dinkmeyer, "The Counselor as a Consultant to the
Teacher," The Schonl Counselor, XIV {May, 1967), 294-97.
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-~ appropriate to focus upon the c1assroom:teacher‘s'needs. HaVing helped

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

will have time to work with children needing special he]p.32

The Need of the School Counselor to Deve]op
His Own Role

With the search for a professional identity continuing,

McCright recommends that a counselor be able to take positive steps

for creating and establishing a reaifstic and suitable role: accepting
the optimum development of individuals as the first aim in education
and determining the services that only a counsefor can ﬁrovide.33
Advocating a common sense approach to school guidance, Gammbns
bypasses any popular Freud, God, Professional, Nice Guy images of a
school counselor and supports the theory that unable to play two or
more rolas, the counselor must realistically formulate what he as a
professional and a person can do within the Timits of his school en-
vironment for the needs of students. The need for a continuing intra-
school communication s c1ear.34 Gammons ' theory is éupported by
Evraiff who believes that every school counselor should develop for-

. . - 35
himself a consistent frame of reTerence.

32paniel L. Randolph, "Behavioral Consultation as a Means .
of Improving the Quality of a Counseling Program,” The School
Counselor, XX (September, 1972}, 30-35.

33Mary Lee HeCreight, "Needed: A More Realistic Role,"
The School Coupselor, XIV (May, 1967}, "'304-6.

34Homer- P. Gammons, Common Sense in Guidance (west Nyack,

New York: Parker Publishing Company, 1969), pp. 14-15.
35

Eveaiff, op. cit., p. 8.
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~ Summary

In the preceding section, it has been noted that the
traditional vole of the counselor, oﬁe—to-one counseling with a'child,
is chahging, accompanied by a voiced need for Eesearching and exper- -
imenting with new ways for caring for chi)dren. A major difficulfy
facing today's counselor is Tack of clarity concerning his role whﬁbh
h‘%—a—pEfSﬁee%i%e—quite—difTerentgfrgmfihaj of the classroom teacher.

In. current literature, the counselor is viewed as a possiﬁle
communications agent and as a specialist and'consu1tant, working with
teachers and children. Realisticaily, however, a school counselor

must take steps to determine his own role within his environmental o

~ 1imits and according to students’ needs.
THE MIDDLE SCHOOL GUIDAMNCE PROGRAM

The Titerature which relates to the guidance program in the
middle school will be discussed under the foliowing headings:
(1) the middle school's unique population, (2) needs of the guidance

program in the middie school.

The Middle School'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
Atkihs, former principal of the Fox Lane {New York) Middle

School, has pinpointed the rationale for a middle school:

| 36Marien A. Ruebel, "Comments on Research," The National
Association of Secondary School Principals, No. 366 (October, 1972),.
pp. 86-38. '




.built primarily to provide a more realistic
attempt to cope with the enormous educational
variability characteristic of 11 to 13 year olds
by making instruction more §9dividua1‘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]e Alexander describes it as:
...a school providing a program p?anned for a range

of older children, preadolescents, and early adolescents,
that builds lpon the elementary school program for earlier

cii Taivod aid— o turir s buttt upor—bythe-high school

program for adolescence. Specifically, it tocuses on the
educat1ona? needs of what we have termed the 'in-between-
ager,

In Maréha]T's doctoral study, one of the rationales for forming
the middie school is meeting the needs of students in the process of
transition from childhood to adolescence.®

The child in the middie school 1is 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 what others think he

should be, and so his patterh of behavior never reflects
his own sense of who he is.

3]M1dd1e School: Report of Two Conferences on the
Definition of 1ts Purpose, Its Spirit and Its Shape (Mt. Kisco,
- Rew York: Bedford PubTic Schools, 196Z), p. 3.

38w1]1iam M. Alexander and others, The Fmergent Middle
-School (New York: Holt, Rinehart, and Winston, Inc., 1968), p. 5.

3Ooris Lee Marshall, "A Comparative Study of Instruc-
tional Policies of Middle Schools Administered Respectively by
Efementary-Oriented Principals and Secondary-Oriented Princi-
pals" {unpublishaed Doctor's dissertation, Michigan State Uni-
versity, 1970).

40WPEHH, op. cit., p. 5.



“tense involvement with the problem of achieving 1dent1ty

28

Thus,- for this middle school child, adolescence is a "period of in-
ué]

Alexander has summarized the characteristics of the population
of the middle school to demonstrate the interrelatedness of their
physical, psycho~social, and intellectual déve]opment and to focus
attention on the concept of the whole wmiddle-schooler:

1. The transition period is marked by the necessity

or PeﬁﬁﬂﬁﬁTm_TU‘mHﬁdgE*LHH—budy—ﬂLﬁFH%H4§Lﬂ”ﬁiﬂg
a pericd of rapid c“ange Coe

. The transition pericd is marLed by the onset and
gradual regu]ar17at1on of menstruation in girls
and the nocturnal emissions and move frequent
erections in boys . .o

3. The transition period is marked by a beginning
awareness of new erotic sensations in both boys
and girls « . .

4, The transition period is marked by the necessity
for developing many social skiils in interacting
with persons of the opposite sex . .

. The TranSItion is marked by dramatic changes in
the activities of the peer group and in what is
reauired 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 recefining what 1s right and what
is wrong . .

9. The transition p9r10d is marked by the development

- of a new mode of intellectual operations--a move-
ment away from a dependence upon what can be per-
ceived in the jfmmediate environment to a level of 42
hypothesizing and dealing with abstractions .

[a%]

[

41
42

Ibid., p. 6.

Alexander, op. cit., pp. 40-42,
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Needs of the Guidance Program in the
Middle School

Moss has called the guidance program in the middie school
a "total school concern," beginning and belonging in the classroom,
with special guidance personnel assigned to help both teachers and

students.43

While Alexander sees the classroom teacher as being the
key person in middle school gﬁidance, he recognizes the need of a
full-time counselor for coordinating and providing leadership Tov the
overall guidance program as well as providing understanding between
the staff and chitdren. | |
In 1949, only one professional book on elemantary school
counseling had appeaved. In 1964, a difference began to he seen
betwean elementary school counseling and that at other educational
1eveis, In 1965, there were between 2,000 and 3,000 elementary school
counselors. - However, except for position papers on "behavioral
counseling“‘and "developmental counseling,” Tittle has been written
on theories uniquely applicable to counseling in the e]ementary school,
Tet alone the middlie schoo1.45

Middle school proponents are unanimous in focusing upon two

adjectives--individuatized and flexible-~and upon the need for each

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

43heodore C. Moss, "Characteristics of a Good Middle
School," The Bulletin of the Natjonal Association of Secondary
School Principals, LV {October, 1971), 71-74.

.44A1exanders op. cit., pp. 168-69.

45Haro1d F. Cottingham, "Counseling--Elementary School,”
Encycliopedia of Educational Research, ed. Robert L. Ebel (4th ed.,
London: The Macmillan Company, 1969}, pp. 229-42.
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a pioneering unit, free of binding traditions, each middle school can
develop a personality of its own and can become a case study in
itself.?® 0
Alexander's comments on a middle schoel curricula may well be
apptied to middle school counseling services:
..the necessity for each middfe school to have a

plan, tentative and open as it should be...that fits
into the commun1iy s total program of schooling, antici-

pates the characteristics of the populatien—served,—and
squares with the realities of personnel and physical
facilities. Thus, it is best made by the faculty of a
particular middie school for that school.4/

As a practical guide for developing middle schools,
Stradiey.advocates each school working out a basic philosophy of "what

is best for the student" in that school, 2 responsibility resting upon
[4

the facuity,48 Supnorting this belief, Batezel offers the following
for consideration: |

_ +..the middle school is not an extension of the elementary
school, nor is it a copy of the high schools rather, it is a
unicue, flexible ﬂrganization tailored to adolescent and pre-
adolescent needs.

Because of the diversity of maturation of the adolescent, the

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

50

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

4The Middle School: An Idea Whose Time Has Come (Mew Jersey
State Department of Education, 1972}.

47A1exander; op. cit;, p. 64,

A8yi111am E. Stra dley, A Practical Guide to the Middle School
(New York: The Center for Applied Research Tn Education, Inc., 1971),
p. 56. ‘

A9, George Batezel, "The Middle School: Phi]dsophy, Program,
Organization," The Clearing House, XLII {(April, 1968), 487.

Sohlexanderg op. cit., p. 168.



heeds into four areas:
for standards, with help in accepting and meeting
these éfandards. -
for a senée of being Toved and a‘line of direction.
for a sense of dchievement.
for 1imits and assistance for moving within these

Timits. >

Marshall's study has indicated a lack of quidance programs
at the middle school Teve1w52 Stefflire and Matheny have noted that
while there seems to be a general concensus of agreement on the fun-
damental needs and characferistics of guidance, there is a need for

research to identify specific functions and approaches of school

53
. J
guidance.

Summary |
In the above section, it has been noted that the population
of the middle school is unique, covering the complete range of adeles-
- cence. Indeed, the rafionaTe for the existence of the middle school
is based dpon providing for the educational needs of the "tweenager."”
While the need of & full-time counselor in the middle school
has been recognized, there is lack of theory concerning counseling in

this school.

5lykenn, op. cit., pp. 46,
52Marshall, op. cit.
53Butord Steffire and Kenneth Matheny, "Counseling Theory,"

Encyclopedia of Fducational Research, ed. Robert L. Ebet (4th ed.,
London: The Hacmillan Company, 1969), p. 231.
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Since the middle school is neither an extension of the
elementary school noﬁ a copy of the secondary school, the individual
middle school is being encouﬁaged to work out its own basic philosophy, '
based on-what is best for the individual student and characterized by
a flexibility to meet the needs of this student.
There peréists a need for research and experimentation to

ferret out approaches and altevrnatives to meet the individual needs

of students in different situations..
BEHAVIOR PROBLEM CHILDREN

The Titerature which relates to behavior problem children will
be discussed in this section under the following headings: (1) be-
havior probiem children, (2) behavior problem children and the

classroom teacher, and (3) problem behaviors.

Behavior Problem Children

Public education has assumed great responsibility for the
development of children. Today's aim goses further than the academic
need--it focuses on heTpﬁng the student lead a productive iife.54

When the total child is unable to adapt himself to a school
envivonment, “the 1ikelihood of a cyclical effect of poor classroom

55

behavior and poor achievement is too evident.” Behavior problem

children are not a permanently classified group, for nearly every

54Robert H. Woody, Behavior Problem Children in the Schools
(New York: Appleton-Century-Crofts, 1969), p. 5.

55Marsha11 S. Swift and George Spivack, "Clarifying the
Retationship Between Academic Success and Qvert Classroom Behavior,”
Exceptional Children, XXXVI (October, 1968), 104.
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56

child has behavioral probiems'sdmetime 1n‘his-1ife. When such a

situation occurs, scmeone in the school system must take the respon-

sibility for stating that a behav{or prob]em-exists;57

Behavior Problem Children and the Classroom Teacher _

In his 1928 study, Wickman saw a definite correlation between

~children's hehavior and teachers' attitudes:

T___ggﬁ___ggﬁ___‘44__“Eﬁ§_behavuor 1S DE”UmE‘d‘prub1€m—+f F {5 regarded
and treated as such by the adult tg whose care and training

the child happens to be entrusted.
By 1925 values, behavior problems, according to teachers, appeared to

be open disturbances that attacked morality, orderliness, obedience

and acceptable social conduct standards.?”

Forty years Tater, Woody defined the problem child as:

coothe ¢hild who cannot or will not adjust to the
socially acceptable norms for behavior and consequently
disrupts his own academic progress, the 1earn1ng efforts
of his classmates, and interpersonal relations.

Wickman's study has been described as a classical investigation.ﬁ1

Because it has been influential in shaping public opinion, Stouffer62

56Noody, op. cit., pp. 7-8.
T1bid., p. 42.

58E. K. Wickman, Children's Behavior and Teachers' Attitudes
{New York: - The Commorwealth Fund, 1928), p. 50.

“91hid., p. 25.

60N00dy$ op. ¢it., p. 7. .

61w1ckman, op. cit.

Gzﬁeorge A. W. Stouffer, Jr., "Behavior Problems of Children

as Viewsd by Teachers and Mental Hygienists," Mental Hygiene, XXiV]
{April, 1952}, 271-85.
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- duplicated it twenty-five years later in 1952, by following Wickman's

original pattern of investigation. Rating scales were submitted to
elementary school teachers and to mental hygienists in child-guidance
¢linics. Judgments weré recorded as to the degree of seriousness of
fifty behavior problems. Resulting data showed that teachers and -
hygienists of 1952 were closer in agreement than in 1928. Within the

span of twenty-five years, two new problems had appeared--reading

development.

comic books and watching TV. The majority of items listed as undesir-
able by teachers were concerned with what a student does and not with
what he does not do. While the 1952 teachers were more sensitive to
behavior indicating social and emotional maladjustments, {he schoo]l
behavior problem ¢hild was sti11 considered to be annoying, aggressive,_
untruthful, disorderly, firresponsible and disobedient.

In a 1967 study conducted in a Mew York suburb and based
partly on Wickman's behavior inventory, Westbrook concluded that during
the past four decades, teachers have béen alerted to recognizing learn-
ing problems as a spe¢ia1 area which interfered with a child's normal
63 Roubinek's study in 1971 noted that teachers; atti-
tudes toward the behavior 6f children have changéd since Wickman's
study and are wore 1{ke the attitudes of 1970 school psychologists.ﬁq

Penrose's doétora] study disclosed that the elementary class~

63Ar1@n Westbrook, "Teachers Recognition of Problem
Behavior and Feferral of Children to Pupi? Personnel Services,"

The Journal of Educational Research, LXIII {May-June, 1970}, 391-94.

64parrell L.eRoy Roubinek, "A Comparison of the Attitudes
of Elementary School Teachers and School Psychologists Toward
the Behavior of Elementary School Children® {unpublished Doctor's
dissertation, Oklahoma State University, 1971).
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room teacher is responsible for the label attached to the problem child.
Not only the first to identify hih, she describes -him as a particular |
type of problem child, that is, trouble-maker, academic problem,
emotionally disturbed. The labeling 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]der.65

Problenm Behavior

66 have noted that problem behavior appears

Kough and DeHaan
when children are deprived of the ordinary satisfactions of 1ife and
when they are placed under pressure to do things they can't quite
manage. Morse67 sees common patterns in causes of acting-out behavior:

a lack of adequate sccialization

alienation

reaction to failure

demands of school are too taxing

anxiety.about 1ife in general

A study by G1avin68 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&10r1a Benson Penrose, "The Identification and Differentiation
of Troublemakers at the Elementary School Level" {unpublished Doctor's
dissertation, University of California, Berkeley, 1268).

56 9ack Kough and Robert F. DeHaan, Teacher's Guidance
Handbook, Part I, Identifying Children Who Need Help {(Chicago:
Science Research Asscciates, Inc., 1955), p. 18.

67w111iam C. Morse, "Disturbed Youngsters in the Classroom,"
Today's Educatig&i LVITI {(April, 1969), 31-37.

68John P, Glavin, "Persistence of Behavior Disorders in
Children," Exceptional Children, XXXVIII (January, 1972), 367-75.

- -
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it grades two through five who had not received intervention help were ‘f

reexamined with the original screening devices; 30 percent of these
children were still disturbed. On the other hand, when a problem is

70

treated, Bowers69 Lambert,”~ and Stennett?] found that the resulting

better adjustment is reflected in better academic achievement.

Summary

: In the above section, it has been nuted thet todays—publde

education has assumed the responsibility of helping the child in the

'classroom to lead a productive 1ife.

That the classroom teacher is able to detect the probiem child
in the classroom is supported by Wickman's and Stouffer's studies, as
well as by current research. Causes fTor and common patterns in acting-
out behavior have been reviewed, as well 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 hopefu11y would assumé that the classroom teacher would be
equally competent, when invelved with other significant people in the

1ife of the problem child, in learning how to work with this child,

69E?1 M, Bower, Early Identification of Emoticnally
Handicapped Children in Scheol (Springfield, [T1.: Charles C.
Thomas, Publisher, 1350].

70N. Lambert, The Development and Validation of a Process
for Screening Emotionally Handicapped Children fin School (California
State Departrent of Education, 1963).

M. 6. Stennett, "Emotional Handicap in the Elementary
Years: Phase or Disease?" American Journal of Orthopsychiatry,
XXXVI, 1966, 444-49,
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ACCOUNTABILITY AND CONTRACTING IN GUIDANCE

The Titerature which relates to'accountabi1ity and contracting
in guidance will be discussed under the fo]]owing headings: (1)

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

Accountabiltity in Guidance

nourisned on faith, the honeymoon is being replaced with accountabitity,
which inquires what difference have counseling and guidance made in the

72

1ives of individuals. The "not measurable" defense is no longer

valid. 1In fact, accountability may well prove to be a boon to guidance,
as measurement taps the nature and interest of guidance programs.73
Toe counselor himseif may well profit from accountability, since it

gives him the kind of responsible freedom which he hopes to develop in
the students whom he counsels.74

As a professional exercise, accountability forms are un-

veatistic. As a result of rational understanding and community-schoot
coanunication, they are workable, This Tatter form of accountabiliity

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

the top. It must be spelled out in terms of individuatization for each

720har1es J. Pulvino and Marshall P. Sanborn, "Feedback
and Accountability." The Personnel and Guidance Journal, LI
(September, 1972), 15-20.

730har1es W, Humes, ”Accountability: A Boon to Guidance,”
The Personnel and Guidance Journal, LI {September, 1872), 21-6.

74Doneﬂd G. Hayes, "Responsible Freedom for the School
Counselor,” The Schqp] Counselor, XX (November, 1972), 93,

Wi te vounseting—and-guidance programshave been bufit and =
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sfudent,'ref}ecting parent-student-society aspirations, mirrored
through the classroom teacher.75 Campbell has warned that an account-
ability program without the learner being invq1ved is impossible, let
alone inadvisable. While it may be convenient to think of chf]dren as
so many bottles to be filled, the danger is that the children may see
76

themselves in this passive role and play it as such.

As a suggested approach to accountability in the schools,

LXXXIX (May, 1972), 48.

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

becoming intensely involved with setting up goals and écceptihg the

_responsibi1ity of the jmplementation. By assuming'such a responsibility,

each member is responsible for attaining the goals that make sense to
. . ?7 e d - - - _ o ' A LA ;,;1_-1_... PR N P Lin
him. Ustng a siilar approacn to meeu accountability demands, the

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

performance objectives themselves and have distributed them to parents

on the first parent-teacher. conference. These cbjectives have not only
enhanced teacher and district credibility, but have helped adminis-
trators to comply with California's Stull Act (September, 1972),

. . . . /8
mandating teacher evaluation upon a pupil performance basis.

7SScott D. Thomson, "How To Custom Cut Accountability
to Fit the Needs of Students and Parents," Nation's ‘Schools,

76Rnbert E. Campbell, "Accountability and Stone Soup,”

Phi Delta Kappan, LIII (November, 1971), 176.

77w111iam C. Miller, "Accountability Demands Involvement,"

‘Educational Leadership, XXIX (&pril, 1972), 617.

'78"Accsuntability: Performance Goals Cut Down Complaints
and Confusion,” MNation'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 scheduie-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
freedom———This—enables the student to set a goal

for himself and to plan what he wishes to do.
‘provides a transitional experience.%0

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 cut a problem.
- Krumboltz and Thorasen,®! from a behavior modification viewpsint, 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
psjcho]ogist who agrees to negotiate the contract and to be available
for counse]ing,.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.

790av1d Elkind, A Sympathetic Understanding of the Child Six

to Sixteen (Boston: .Allyn and Bacon, Inc., 1971}, pp. 33-37.

8OCar1 R. Rogers, Freedom to Learn (Co!hmbus, Ohio: Charles
E. Merrill Publishing Company, 1969), p. 133.

81John D. Krumboltz and Cart E. Thoresen, Behavioral Counseling -
(New York: Holt, Rinehart, and Winston, Inc., 1969), pp. 87-89. S

iﬁ?__"‘_“‘;‘_““_“‘f““—*gg—
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The teacher agrees to signal to the child to leave when he is disruptive.

The principal agrees to enforce the'éontract. The parent agrees to
avoid conversing with, punfshing, 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'origina11y stated desfred

82

behavior.

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

has'hoted 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

fd of

fTr

rules, he was to go home and come back the next day. At the
five months, his classroom behavior was modified; his outside behavior

. . 83
remained the same.”™™

Summary

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

- the guidance program are now subject to accountability. Starting {rom

the bottom up, rather than being imposed from above, spelled out in
individualized terms, and ‘involving the learner, accountability sets

up measurable performance goals.

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

83pavid A, Shier, "Applying Systematic Exclusion to a
Case of Bizarre Behavior," Behavioral Counseling, by John D.
Krumboltz and Carl E. Thoresen (New York: Holt, Rinehart, and
Winstor, Inc., 1969), pp. 114-123.
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Making c1éar on papef what has been "understood," the behavior
contract states reinforcement contingencies in advance. Keirsey and
Shier review two behavior contracts, u#ed not as a panacea but as a
means of working with a problem chiid 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

—— —— his counseling in terms of "Is what I am doing making a difference and

how much of a difference.”
CHANGING BEHAVIOR IN THE CLASSROOM

The Titerature related to changing behavior in the classroom

wWill be discussed under two headings: {1) changing behavior in the

classreom by orientation of tha school counselor, and (2) changing be-
havier in the classroom by impetus from behavior medification

principles.

Changing Behavior in the Classroom by COrientation

of the School Counselor

The counselor has a distinctive vantage point, that of seeing
the schooT as a whole, the complete range of the student body, and éach
child as a whole 5tudent.84. As a behavioral engineer, he 1s oriented
toward arranging or rearranging the environment in order to bring abouf

85

desirved behavior changes. His perspective is different from that of

841«frenns The.Counse1or in a Changing World, op. cit., p. 143,

8%, W. Bijou, “Experimental Studies of Child Behavior,
Normal and Deviant," in Research in Behavior Modification, eds.
L. Krasner and L. P. UlTman (New York: Holt, Rinehart and

Winston, 1965), p. 44,
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the teacher and that of the pavent. Neither responsible as a teacher
for a student to meet certain academic standafds nor as emotiona11y
involved as a parenf, the counselor's re]étionship may be free of
threat. He can comfortably offer the student an opportunity to assume
responsibility for himself.86

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

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

problem child, that is, his teachers and parents, than with the child
himse]f.87 Three cases have been reviewed in detail by Krumboltz and
Thoresen, in which teachers and parents were taught by counselors how
to use reinforcement techniques in the classroom with children whose

. . . , . . . 28
behavior was interfering with their academic achievement.”

Ina
study to determine the value of using untrained personnel with a
minimﬁm anount of supervision,.helpers in Franklin County, Ohio, were
instructed to establish a "good relationship”rwith behavior problem
children. Evidence from this study supported hypotheses thét non-
possessive warmth and empathy are necessary for children with academic

and behavior prob!ems.gg

Changing Behavior in the Classroom by Impelus from
Behavior Modification Principies

ATt who are responsible for educating and training chi1drén are

86Nr§nn, op. cit., pp. 2-3.
87¢rumboltz and Thoresen, op. ¢ft., p. 130.
881bid., pp. 131-161.

8%pean L. Stoffer, "Investigation of Positive Behavioral Change
as a Function of Genuineness, Non-possessive Waymth, and Empathetic
Understanding," The Journal of Educational Research, LXIII {January.
1970), 226-228.
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involved in changing their behavior. However, helping the child in
school is not a cure-all; his outside life continues. With this in

90 yith a "common sense" behavioral approach,

'mind, the Keumboltzes
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 who want to help young

people behave more effectively.

44ﬁ__44‘__44h_‘44__EH‘E;{BE;54§_§€G5§9‘ concerning counseling and academic =~ — — — -

achTevement, parents of six ninth graders were counseled over a period
of fifieen 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 6f
educational research, NEA issues a "What Research Says To The Teacher"

- Series. UOne of these booklets, Controliing 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_
appropriate applicafion techniques and impiications, are described in
detail.

Teachers are being encouraged to take an eclectic approach to

vorking with problem children; behavior modification is being suggested

.as an approach, not the approach. As an examp1e, Behavior Modification

90John D. Krumboltz and Helen Brandhorst Krumboltz, .
Changing Children's Behavior (Englewood Cliffs, New Jersey: Prentice-
Hall, Inc., 15/2;. ‘ : '

g]Jahn Y. Gilmore, "Parental Counseling and Academic
Achievement," Journal of Education, CIL (February, 1967}, 48

92Ni11iam J. Gnagney, Controliing Classroom Misbehavior
(Washington, D. C.: National Educational Association, 1965).
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93

in the Classroom”™ acquaints the teacher first with the rationale,

arounded in Tearning theory, of behavior modification to be used in a:
'certain classroom situation; the situation and the expériment are dg-
scribed; a discussion of the effectiveness of behavior modification
in this situation is discussed. The teacher has not been forced to

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 undesirab]e to desirable, by using successive approximation and
an immediate reward system. Used by a teacher or counselor, this
technique involves: choosing an end goal in terms of observable chiid
£ehavior; deciding upon successive appr&ximate, small increments.. |
starting.wifh the child's "ﬁow" behavior and leading 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,g5

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 Behms, Patricia Nolen (eds.),
Behavior Modification in the Classroom (Belmont, California: - Wadsworth
PubTishing Company, 1970). o

94 james C. Brown and David G. Teague, "Behavior Modification
~in the School: A Team Appreach,” The School Counse]or, XVIIT
(November, 1970), 11i-16.

9jon Carlson and G. Roy Mayer, "Fading: A Behavioral
Procedure To Increase Independent Behav1or,“ The School Counse1or, .
XVIIT (January, 1971), 193-97.
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‘withdraws as the resbonsibi1ity’1s assumed by the student, parent,
and teacher.

Ray, Shaw, and Cobb'96 have used the Work Box for teaching
attentional behavior to children whose classroom behavior is inter-
fering with their learning. Working with the teacher, the counselor
finds out what learning is considered to be appropriate and inap-
propriate by the teacher. A 1ight 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 chiid‘earns‘for
himself and the class rewards of candy. Grédua11y the counselor is
phased out, and the.facuity is brought in for support; the éandy is

- phased out and replaced. by class approval.

Summayy

In té%ms of thé Titerature reviewed in this section, it would
apﬁear that the school counselor, seeing 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 Yife of.the problem child, teacher, parent, and professionally-

untrained helper.

The behavior modification 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

 Bpoberta S. Ray, David A. Shaw, Joseph A. Cobb, "The
Work Box: An Innovation in Teaching Attentional Behavior,®
The Schoot: Counseior, XVIII (September, 1970), 15-35,
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and teacher to utilize an ec]ecticlapproach.
GLASSER'S REALITY THERAPY

The Titerature in this section will discuss Glasser's Reality
Therapy under the following three headings: (1) an introduction to

Glasser, (2} Reality Therapy, (3) Reafity Therapy in the classroom.

An Intraduction to Glasser

One -approach to counseling with problem children which has

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

that can be used by counselors and teachers if they are willing to be

involved with others.

As an introduction te Glasser, one might well examine his
writings:

Mental Health or Mental I11ness?Y with a subtitle of

Psychiatry for Practical Action was published in 1960. Written to give

an interested person a basic‘undérstandihg of psycholegy, it was
composed from lectures given to California Youth Authority Employees,
as an aid to working with young people to be rehabilitated and as a -
help to professional peopte interested in helping others to lead a
more satisfactory and productive life.

Reality Therapy, O published in 1965, is subtitled A New

Approach to Psychiatry. Developing a new therapeutic approach,

: 97w1111am Glasser, Mental Health or Mental I11ness7 {New York:
Harper and Brothers, 1960} _

REE Glasser, Reality Therapy (Wew York: Harper and
Row, Publishers, 1965). —_— '
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Reality Therapy bears 1ittle resemblance té conventional therapy, nor
is it the exclusive property of highly trained specialists. Its
‘principles involve Teading one to face reality and to Tearn to ful-
fi1l one's needs.

99

Schools Without Failure, published in 1969, proposed a

program to reduce school failure, by using Reality Therapy inlthe class-

: room by teachers and counselors.
— — e _
: The Identity Society,'UU published in 1972, was the resultof —— ——

Glasser's working in the Los Angé]es 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 studenis’ personal identity from fai?ﬁre to success.

’ As a psychiatrist in private préctice, Glasser has consuited
in the correctional fiers. ‘He has aiso worked directly with children
~in the Palo ATto (California) and Los Angeles pubtic schools. Heading
the Education Training Center, affiliated with La Verne College, he
works with teachers interested in making their school one wﬁthout
failure. He.teaches and consults at the Institute of Reality Therapy

in Los Angeles.

Reality Therapy

As defined by Glasser, Reality Therapy is:

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

99N1111am G1asser, Schoo1s withoutlFai1ure (New York:
Harper and Row, Publishers, 1969).

100w111iam Glasser, The Idéntity Society (Mew York:
Harper and Row, Publishers, 1972).
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aspects of the real won....]O1

Reality Therapy differs from conventional therapy in six major
areas:

1. Because we do not accept the concept of mental -
t11ness, the patient cannot become involved
with us as a mentally 111 person who has no
responsibility for his behavior.

2. Working in the‘present and toward the future,
we do not get involved with the patient's
history hecause we can neither change what

happened to him nor accept the fact that he
is 1imited by his past.

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

4. We do not Took for unconscious confiicts or
the reasons for them. A patient cannot become
invoived with us by excusing his behavier on
the basis of unconscious motivations.

£, We emphasize tha morality of behavior. We face
the issue of right and wrong which we believe
sotidifies the involvement, in contrast to
conventional psychiatrists who do not make the
distinction between right and wrong, feeling
it would be detrimental to attaining the
transference relationship they seek.

6. We teach patients better ways to fulfill their
- nheeds. 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.10Z

Glasser lists the principles of Reality Therapy in the order

d 103

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

coming acquainted with the descriptions and examples of these

101G1asser, Reality Therapy, op..cit., p. 6.
021534, pp. 44-45. |
19361asser, The Identity Society, op. cit., pp. 107-132.
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principles in his books, Glasser believes anyone can begin to use
Reality Therapy, developing a technigue comfortabie to himﬁelf and-
appropriate to the situation. For sch§o1'per36nne1; Glasser has

augmented'these seven principles with words of advice [in guotes,

following each princip]e]:104
1. Invoivement -- "Be warm and personal and friendly."
2. Current Behavior -- "Deal with children as they are

now with their—present history,
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 was bad for him."

7. No Punishment -- "Don't use any punishment whatsoever."”

The basic concept of this therapy is responsibility, which is

defined as "the ability to fuifill one's needs, and to do so in a way

that does not deprive others'gf_the ability to fulfill their needsu"105

Glasser views this concept as optimistic and hobefu1, building upon

10461asser, The Fffect of School Failure on the Life of a
Child (Washington, D.C.: National Association of Elementary
School Principals, 1971).

10_56135551."ReaTity'Tkierapy, op. cit., p. 13.

- =
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one's potentialities for good.]OG The bas%c needs associated with =~
Glasser's responsibility are relatedness and respect which do not

- change with age.1p7' | |
This responsibility is Tearned 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.108

Reality Therapy in the Classroom

Glasser sees the responsibility of schools as becoming a
reservoir of social responsibitity which necessitates providing a
warm 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 yse, 110 In fact, a child's chance for
suyccess depends upcn a series of personal involvements with the re-
sponsible and important people in his 1ife; a teachér and parents afe
among such peop]e.11] The lack of such an involvement is why some

children fail; they are lonely, rot being able to be involved with

1061b1d., p. xxi.

1071544, p. xii.

108515¢5er, The Effect of School Failure on the Life of a
Child, op. cit. -

1091h44,

11Oalasser, Reality Therapv, op. c¢it., p. xiv.

Mipid., p. 158.
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others.112
Beginning about 1950, a new society emerged; Glasser calls it
the:identity sﬁciety.1]3 More role conscious than éoal conscious,
peopie are concerned about who 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 care 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
failure and wisconduct i"F.*c:c:gn1'1‘.1'n)n.]M |
Hopefu11y, Reality Therapy may become a means of getting and
maintaining a successful identity. The school has a responsibility
for helping the student move toward success and being appreciated as |
a human being. The child must understand that he himseif has the
reéponsibility for fulfilling his needs, for behaving so that he can
ﬁave a successful identity.]15 |
“Glasser has used Reality Therapy af the Ventura (California)
School of Girls, an institution for the treatment of older adolescent
gir1s.. It has also been used by Glasser in Building 20€ of the |
Veterans Administration Neuropsychiatric Hospital in West Los Angeles

- under the direction of Dr. G. L. Harriman, for long-termed hospitalized

n261asser, The Effect of School Failure on the Life of a
Child, op. cit.

n3G1asser, The Identity Sociely, op. cit.

4 asser, The Effect of School Failure bnthe<Life of a
Child, op: cit. . , T E

TTSGlasser; Schools Without Failure, op. cit., p. 16,
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psychetic patients. As a consultant in the correctional field, he |
WOrks with teachers and children. Perhaps his greatest contribution
“to the,pr0b1em.ch11d is that he goes into the classroom himself,
working with a teacher, with a group of teachers, with a schoot,
showing how Reality Therapy can be practiced.

116

In an elementary school study, Gronert successfully used

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

and to arrange a counseling relationship for behavior modification.

In a study fo find a set of educational interventions for increasing
comprehension réading skills with male delinquents (14-15 year-olds),
Sc!*a’t—jzncrI7 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 period, ho significant measurable gains were made in reading
achievement.

118 assesqed the effects of Glasser's

Hawes'.doctora1 study
Schools Without Failure Progﬁamron individual respcnsibility, self-
esteem, and classroom behavior of culturally deprived Black children.
Grades 3 and 6 in two elementary schools in inner Los Ange1e§ were

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

: 116Richard R. Gronert, "Combining a Behavioral Approach
With Reality Therapy,” E]ementary School Guidance and Counse11_gj
Y (December, 19/0) 104112,

1744 111am Allen Scheaf, "The Effects of Paired-Learning
and Glasser-Type Discussions on Two Determinants of Academic
Achievement and on Read1ng Achievement of Male Delinquents”
(unp?b11shed Boctor's d1ssertat1on Case Western Reserve University,
1972

_ 118R1cbard Mann1ng Hawes, "Reality Therapy in the Classroom"
(unpgb11ched Doctor's dissertaion, University of the Pacific,
1970
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socio-economic chakacteristics.' School I and School IT, experimental
and conirol, had been designated as poverty schools eligible for funds -
provided by Title I of the EWementary ahd Secondary Education Act.

The Schools 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 achild's Tearning 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 c¢lass behavior, but not on se1f~concep£‘ The sex
,pf pupils made 1ittle difference in the effeciiveness of this program,

but the younger grade level did.

Summary

In view of the literature reviewed in this section, it would
appear that Reality Therapy can be used by schooﬁ counselors and
teachers with one stipulation, that they are wiliing to be involved
. with-others;' Glasser's publications and his wi111ngness to go into

the classroom himself are indications of his belief in this type of
therapy._‘His 15 not dn "ivory tower" approach; rather, the.princip1es
‘are spelled out in a workab1e, sequential manner. Differing from
conventional therapy, Reality Therapy starts with the "now" behavior,
faces rea1i£y, and teaches ways in which one's nzeds may be fulfilled.
Based on learning responsfb111ty by involvement with others
who care enough to be invoived, Reality Therapy woﬁTd 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-

' sibi]ity for helping a child to move toward a successful identity,

Reality Therapy would encourage the child himself td take the re-
sponsibility for fulfilling his needs. |

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- -

selor has not used it, as he works with the problem child and his

teacher(s) and parent(s).

~ THE TEAM APPROACH
TO HELP THE PROBLEM 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 pdrent as a member

of the team, (4) the home-schoo] 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.!19
In this'ro1e, 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

19%erman J. Peters and Bruce Shertzer, Guidance: Program

~ Development and Management (Columbus, Ohio: . Charles E. Merrill

PubTishing 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 behévior is accbmpanied by changes
in the lives of the significant people in his life.]21

The counselor may serve as a go—between to open up communication
between student, teacher and parent. Shaw calls this approach "milieu

nt22 By consuiting with others in the life of a ¢hild, the

therapy.
counseTor seeks to develop an attitude of flexibility and understanding
toward each child's problem and to elicit understanding support'frmm
teachers and parents. This approach has been recommended by the
American School Counselors Association:
Environmental manipulation is often more necessary
when counseling with children. The elementary school

counselor will need to work more cieosely with teachers

ahd parents when planning changes infivencing the chiid,123

© The Teacher as & Member of the Team

Penrose has noted that the teacher is responsible for Tabeling
the probiem child early in his school 1ife, as well as differentiating
his particular kind of probiem and recording such in his cumulative

124 .
folder. Wrenn views the classroom teacher in the elementary school

TZOH, M. Smith and L. 0. Eckerson, Guidance Services in
Elpmenggfg Schoois: A National Survey (Washingtor, D. C.: U.S.
Government Printing Office, 1866), p. 6.

12103(:511" C. Christenson, "Education: A Model for Counseling
in the Elementary Schocl," Elementary School Guidance and Counseling,
1V (October, 196%), 15-16.

_ 1ZEM. C. Shaw, "The Function of Theory in Guidance Programs,"” -
Guidance Monouraph Series I (Boston: Houghton Mifflin, 1968).

Y23 pmerican School Counselors Association, "Report on Guidance
in the Elementary School," Mimeograph, 1964, -

]24Penrose,-op. cit. ’
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as being in a most favorable position‘not'on1y for observing the child,
but sharing this observation with the counSEJOr.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

126

many similar studies. Beilin's 1959 study indicated that the role

of the teacher was changing, and that because of training and expec-

- ¢child. Westbrook

tations, he could more quickly and accurately identify the problem

127 128 129 have noted that the gap between

and Ziv
teachers' and psychologists' point of view has narroﬁed since Wickman's
study~-that is, teachers are becoming more sensitive to the problem
child who is withdrawn.-

It is the thinking of current Jjournal writers that counselors

could help many children by working with teachers.130 However, there

is often a difference of feeling between teachers and counselors due
to:

1. teachers fee]ing that they themselves. have always

125wrenn op. cit., p 149,
126

127

Wickman, op. cit.

H. Beilin, "Teachers' and Clinicians' Attitudes Toward

" The Behavior Problems of Children: A Reappraisal,” Child Development,
- XXX (1959), 9-25. '

28 ,
Westbrook, op. cit.

129Avner Ziv, "Ch11dren s Behavior Problems as Viewed by
Teachers, Psychologists, and Ch1|dren,“ Child Development, XLI
{(September, 1970).

13083rbara A. Jones and R. J. Karraker, “The Elementary
Counsetor and Behavior Modification," Elementary School Guidance
and Counseling, IY {October, 1969), 28-33. '
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been doing gQidance.
2. teachers feeling that counselors are a part of the
~administration. |
3. a Tack of communication between teachers and counselors.
4. teachers not being able to see themselves as a part of
the team.m1
There are many natural opportunities for teachers and counselors
to work together. Quinn}324§66§651§‘§fT6ﬁ§!y that thecounsetors to——m——
take advantage of this situation, give most important consideration to
tetting the teacher know that he, the teacher, is the essential member
of the guidance team. It is the 1mbression of Becker, Thomas, and
Carnine 'O° that of all school referrals made to the school psychologist,
special classes, and social workers, 80 percent of these referrals can
be ef{eciively handled by the classroon teacher if given help in
knowing what to effect.
While help for the problem child is available for the classroom
teacher, there is not one answer for every child, nor for every teacher.

For example, Gﬂ'nott]?’4 has collected, in the form of short scenarios,

responses from teachers and parents in his classes and in so deing, has

3ipau1 . Quinn, "Rapprochement--The Teacher and The
Counselor,” The School Counselor, XVI (January, 1969), 170-173.

132
133

Ibid., p. 172.

Wesley C. Becker, Don R. Thomaé, Douglas Carnine,

Reducing Behavior Prob1ems An Operant Conditioning Guide for

Teachers (Urbana, IT1. lational Labo1atory on Early Childhood

Education, November, 1969) p. 5.
]34Ha1m Ginott, Teacher and Child--A Book for Parents and

Teachers (New York: _The Macmillan Company, 1972).
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made available practical guides for working with problem children, at

home and at school. Maintaining Sanity in the C1assroom135 has a do-

itnyourse1f approach made easy with illustrated teaching techniques.

~Reviewing a research study is not appea?ing to every teacher, a fre-

quent reaction being "That doesn't it my classroom or me." This
might be the case when reading Antwarg's studyw6 which defined and

then isolated disturbing children in junior high school, for the purpose

ANT]_. e CETEE) P11 TR

of studying the effect upon these children of teacher systematic study.
The result of this experiment was that teachers' attitudes toward the
problem children showed no significant tmprovement, but the problem

children's attitudes toward the teachers changed to a positive

dirvection.

For-the classroom teacher to attempt to follow these suggestions
alone can be discouraging, overwhelming, threatening. As a'part of a
team, the teacher gains support to study and research suggestions and
ideas, to evaluate their effectiveness for his current situation or
class, and then to focus his professicnal expertise on individual

children.

The Parent as a Member of the Team

One of a counselor's priorities is to become involved with the

significant people in the 1ife of the child, the parents.

1353 do1# Dreikurs, Bernice Bronie Grunwald, and Floyd
C. Pepper, Maintaining Sanity in the Classroom: Tllustrated
Teaching Techniques (Mew York: Harper and Row, Publishers, 1971},

]36A1exander Antwarg, "“The Influence of Systematic
Teacher Study of Their Disturbing Pupils on Selected Teachar-
Disturbing Pupil Relationships" (unpublished Doctor's dissertation,
New York University, 1962).
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~as an individual, not an extension of themselves.

59

Tnvolving parents in school'activitﬁes.has long been a-
tradition. Greenwood, Breivogel, and Bessaht]37 have noted that
such an involvement usually falls {nto one or more of five levels:
audience, teacher of the child, volunteer, trained worker, or
participation in decision-making, especially through board membership.
The 1971 theme of American Education Week was "Help Schools Bridge
The Gap,* indicating that.chi1dren need both parents and teachers
working together for the child's overai1iwe]lébeing.}gg“ﬁﬁ‘fﬁﬁ_ﬁﬁé
hand, the school must recognize that the child ié a part of a family;
on the other hand; it is often difficult fok parents to see the child
139

Until the present, schools have borne the responsibility of
the educational process; now parents, as well as the schools, see a
nead for preparing the parents to shoulder their educationat respon-
sibitity. Wolf, coovrdinator for Citizen Partﬁcipation, United States
Office of Education, has noted that parents today are seeking a kind
of involvement that is quite different from the traditional attendance
at PTA meetings; rather, they are asking questions about the quality

140

of education and how to improve it. As they become more involved,

137Gordon E. Greenwood, William F. Breivogel, Hattie
essent, "Some Promising Approaches to Parent Invclvement,”
Theory Into Practice, X (June, 1972), 183.

138Kon1mth G. Gehret, "It's Visiting Time Aqaln,“ The

. Christian Science Monitoer, October 23, ?971 p. 11.

13%ps, James A. King, "A Parent's Reaction,” Theory Into
Practice, IV (Octeber, 1965}, p. 157. ' .

T40pyiner K. Wolf, "The Case for Parent Involvement, "
Parents' Magazine, XLIV (%cbruary, 1969), 40-41.
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they bearlan increasing responsibility for having adequate solutions
and answers to prob]ems.141 | - | |

In Ithaca, New York, a pub1ic school is being run by parenté--
the hiring of teachers, the allocating of budget itéms, the working

of the school organization and curricula. 1In Berkeley, California, a

group of families is designing its own school, with every family member

mmbibibelliilod 4}l i s

irs

a teacher, a TEHYHEF?_UT*bﬁtﬁT“Tﬁ_W‘St‘vTFg$T+a,
designing opportunities available with public finances. Against a

fihancia] barrier, school auﬁhorities are having to share their power,
and with this power come many questions and 1'm[:n"ov‘=ements.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 school 1ife. As front-line ihterpreters,
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 dirédt]y in school

141E, Lakin Phillips, Daniel N. Wiener, and Norris G. Haring,
Discipline, Achievement, and Merntal Health (Englewoed C1iffs,
New dJersey: Prentice-Hall,. Inc., 1960), p. 119.

'1420ynthia Parsons, "Change at School," The Christian Science
Monitor, (February 8, 1972}, p. 6. S .

1436e0rg1a B. Moeller, "The Parent-Student-Teacher
Triangle," Today's Education, LX (November, 1971), 40-41,
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V151tat10n, bimonthly educational groups, and counse]1ng groups. The
children of parents who attend these group meetings regu?ar]y have

shown more positive behavioral change than children of parents who do

144

not attend group sessions. In San Diego, California, a community

Tiaison team, a community advisor and two parent counselors, has gone
into home group meetings to discover what is worrying parents,145

he Home-School Team

In the "Ten Most Significant Educational Research Findings,“
Bloom hypothesized that change measurements are divectiy related to
the envirvonment in which the individual has lived during the change
period. From this, Bioom has stressed the import -ance of the home and
ecnao} acting in harmony for mutual support.

In Palmo's study concerned with first, second and third |
graders.who showad c¢lassroom adjustment probléms, three treatment
proceduras for the students were emplioyed: group counseling by the
counselor and parent-teacher-counselor consultations; group counseling
alone; parent-teacher-counselor consultations. Of the three treatments,

the parent-teacher-counselor consultations were the most effective in

144Jeffr1es McWhirter and Caro1yn Cabanski, “Inf]uenr1ng
the Child: A Program for Parents," Elementary School Guidance
and Counseling, VII (Cctober, 1972), 26-3T.

MSaeorge T. Frey, "Improving School-Community Relations,"
Today's Education, LX (January, 1971? 14-17.

W0n.niel E. Griffiths, “The Most Significant Educational
Research," Today's Education, LXI (April, 1972), 48-51.
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redﬁcing adjustment prob}emso147
Inaugurated in certain districts of Chicago in 1963, the
IMPACT Prbgram has provided a practica1'approach to helping problem
children. The school team approach has been used with the counselor,
teacher, nurse, social worker, psychologist, attendance officer, and
principal combining interest and effort. Flexibility within the

N DU, | ST W RDREI Py | P ] o
sciioo T structure nasveen o hecessity for—thesueeessof this brogram

summary

The previous secticn has discussed fhe nlace of the counselor,
the teacher, and the parent as members of the home-~school team for
helping the problem child. |

By the very nature of his counseTihg role, the counselor is in
a2 natural positicn to work with teacher and parent as a go-belween to
open up communication. The teacher is in a position to observe the
problem chijd in the classvroom and to share that observation with
counselor and parent. With the support of the counselor, the teacher
gains encouragement and direction for reéearching and evaluating in
working with the prob?em child, The traditional role of the parent
is‘changing; now he is bécomﬁng involved in and responsible for school
growth.

The counselor, the teacher, and the parent have a mutual bond,

187pet4s J, Palmo, "The Effect of Group Counseling and
Paront-Teacher Consultations," (unpublished Doctor's dissertation,
West Virginia University, 1971).

}4888rthaid Demsch, "IMPACT: A Practical Approach for Reaching
the Schoel Child," The School Counselor, XVII {Novembar, 1969),

161-105.
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caring for and he1ping the problem chiild.
SUMMARY

The second chapter‘of this study has reviewed the related
literature under eight headings: (1) introduction: research in

counseling,r(Z) the role of the school counselor, (3) the middle

school guidance program, (4 behavior probiem chitdren, {5 account
ability and-contracting in guidance, (6) éhangfng 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 fer today's counselor to research where

~the educational concern is and to develop a methodology to be

evaluated 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 Qith the child
to involvement in the étudent's environmeﬁt. Although faced with
Tack of clarity of his role, the time has come for the school cdunse]or
to take a stand and develop his own rﬁle,freiated to current needs of
students.
| Current writers are focusing upon the need for flexibility
and individualization within the middTe\schooT'because of its unique
popuiation;‘at the same time, they decry the lack of theory in the
present middle schooil gu1dance progranm. A'need for.research and

exper1mentat10n by the school counselor in the midd1e school is 1oud1y
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voiced.

White public education is assuming the-reéponsibi?ity 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

proviwrehi Td,

The honeymoon for guidance programs is over. The counselor
is becoming accountable for the evaluation of his counseling. Gdne,
too, is the "not-measurable" excuse. Behavior modification is en-
couraging counselors and teachers and parents to use an eclectic
approach in working with problem children.

From the Titerature re#iewed, it would appear that the use
by'thé school counselor in the middle school of two techniques
scérce1y utilized to date, Glasser's Reality Therapy and the behavior
contract, would be a possible means.of working ﬁith the problem child
in the middle school and with the significaﬁt people in his Tife,
his teacher and parent(s). In addition, it would make a contribution
to research focusing upon help for the problem child in the middle
school. |

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 procedurs of the study, as outlined in Chapter
1, will be presented in detailed form under the following sections:

(1) setting of the study, (2) identification 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 setiing of the study was in a middle school in RNew Jersey.
This borough of 14,827 poputation in a 4,4 square mile area in Northern
New Jersey is a bedroom community of New York City. After World War
IT, this formarTy small viilage had heen overwhelmed by a sudden in-
crease of new families From the city, new money, and a marked.interest
in the schools. At present, real estaie values range from $40,000 to
$100,000. The effective buying income per family is $19,296. Eight
churches, three industrial plants, and an educational system, six
public and two private schools, are housed within the borough.1

The middie school, grades six, seven énd eight, had been in

existance for six years. Formerly a junior high school, grades seven,

TBergen County Fact Pook. Prépared by Bergen County
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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
"o1d" (1958) high school bﬁi]ding._ The enroltment 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 a1most exclusively Caucasw’an.2

Parents mothis particaar—community tHkE‘aﬂ‘a;%%V@—ﬁaft i
school life. They often come to school, or te?ephohes to talk with the
counselors and teachers. Working consistently in the Home-School As-

| sociation, they attend Back-To-School nights on a standing room basis.
Participating with enthusiasm on school committees, their project for

the 1971-1972 schog] year was Projection 8@,3 an exp1orétion of the

current curricutum; with detailed suggestions for improvement and
expanéion in the immediate future.

| Fach of the three counselors in this middle school remained
with one ciass during its three-year stay at the school, starting with
the sixth grade. Each was a credentialed cdunseior in the State of
New Jersey. The sixth-grade 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 seventh grade counselor
had been an elementary English teacher for eleven years, had served

in the avmy for two years, and had been a midd]e school counselor for

?Records in the 0ffice of the Superintendent of Schoo]s,
Tenafly, New Jersey, March, 1973.

3Projection 80. Citizens' Long-Range P1ann1ng Committee,'
Jdanury, 1972, Tenafly, New Jersey.
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| éeven years. The'eighth grade counselor had been anlarmy career man
for fourteen years, a reading specialist for ten years, an English and
Social Studies teacher for four years, a business mah for three years,
~ and a middle school counselor for nine years.

A middle school was chosen for the setting of this study since

the researcher was a middie school counselor. This study was designed

to be undertaken within a counselor's school—day; neither—planning—ner
consulting was done outside the normal school day‘ Each counselor
worked with teéchersg problem children and their parents in his school
office. Each contract session was held at the_convenience.of teachers
and parents: care was taken that the prdb]em chitd was not called out
of a favorite class, such as wood shop or home economics. HNeither
parents nor children were informed that the contracting was part of a

study.
IDENTIFICATION OF THE POPULATION AND THE SAMPLE GROUPS

The Population

The target population in this study was problem children in
the middle school. The experimental accessible population was
problem childvren in a middle school in Northern New Jersey, during

the 1972-1973 school year.

The Treatment Group

The treatment group was not randomly chosen. It was composed
of problem children, primarily sixth gradérs in a school in Northern

New Jersey, and so designated by their classroom teachers.
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Subjectively in this study, the problem child as defined by
- Woody was

...the child who cannot or will 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.® _
Objectively in this study, the problem child as rated by his

classroom teacher was above one standard deviation from the mean in 3

out of 11 dimensions on the Devereux Elementary School Behavior Rating
5

Scale,” except in‘Dimensions numbered 7, 10, or 11, in which cases he
was below one minus standard deviation from the hean.

. The problem child was involved in a contract with the first
teacher who reportad his néme to the counselor as haing & problem child.
When a problem child who had been selected for this study transferved
out of the school or had a Tong iliness. his contract was dropped from

the study. In this study, one eighth grader transferred out of school

in March, 1973; her contract was dropped from the study.

The Non-Treatment Group

The non-treatment group was also not randomly chosen. It
consisted of three homeroom classes, one at each grade level. Since
the homeroom classes in the middle school were grouped heterogeneously,

the selected ¢lasses were thése most closely approximating the maah

grade Tevel in terms of the Stanford Achievement Test scores

')

ARobert H. Weody, Behavior Problem Children in the Schools
{(New York: Appleton-Century~Crofts, 1969), p. 7.

5George Spivack and Marshall Swift, Devereux Elementary
School Behavior Rating Scale (Devon, Penn.: The Devereux Foundation,1967).
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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 experiment.... Conducting an experiment without' the
Sg being aware of it is easier when intact classes are
used for comparison groups than when random samples

are taken from classes....b

RESEARCH DESIGN AND TESTING INSTRUMENTS

The Research Design

In this study, a one-group pretest-posttest design was utilized
for ana]yzing the gain of the experimenta1 group. .In this design, the-
éxperimental group recefves 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 dépehdent 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 Meanfhg subtest -

scores on the Stanford Achievement Test.

4, Achievement as measured by Arithmétic Computation

subtest scores on the Stanford Achievement Test.

6peobold B. Van Dalen, Understanding Educational Research
(New York: McGraw-Hi11 Book Company, 1966}, p. 279.
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5. Conduct as measured by the Devereux Elementary

School Behavior Rating Scale.

Testing Instruments

Subtests of the Stanford Achievement Test which were used as

testing instruments to measure paragraph meaning and arithmetic

computation in this study included: (1) Intermediate XI Battery.

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 1, Paragraph
Meaning, and Test 4, Arithmetic Computation.8

According to the Dirvections for Administering of the Inter-

mediate 1! Battery of the Stanford Achievement Test, the Paragraph
Meaning Test for Grade 6 has a split-half reliabiiity coefficient of
.93, a Kuder-Richardson reliability coefficient of .92, and a standard
error of measurement of 5.0 in térms of grade scores. -The Arithmetic
Computation Test for Grade 6 has a split-half feliability 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.

- Il i N X}

7Truman .. Ketley and others, Stanford Achievement Test, -

Intermediate 11, Complete Battery, Form X,Y {New York: Harcourt,

Brace and World, Inc., 1965).

STyuman L. Kelley and others, Stanford Achievement Test,
Advanced Complete Battery, Form X, Y (New York: Harcourt, Brace
and World, Inc., 1964},

Q : .

“Truman L. Kelley and others, Stanford Achievement Test,
Directions for Adwministering, Intermediate I Battery {New York:
Harcourt, Brace and World, lnc., 1364}, p. 24.




The Paragraph Meaning Test for Grade 7, a subtest of the

Advanced Battery of the Stanford Achie&ement Test, has a split-half

reliability coefficient of .93, a Kuder-Richardson reliabiiity 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 reiiabi1ity coefficient of .87, a Kuder-Richardson ye-

Tiability coefficient of .87, and a standard error of measurement of
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7.0 in terms of grade scores. 10

The Paragraph Meaning Test for Grade 8, a sublest of the

Advanced Battery of the Stanford Achievement Test, has a split-half

reliability coefficient of .93, a Kuder-Richardson reliability co-
efficient of .92, and a standard ervor of measurement of 8.0 in terms
of grade scores. The Arithmetic Computation Test for Grade 8 has a
split-half reliability coefficient of .90, a Kuder-Richardson re-
1iability coefficient of .90, and a standard error of measurement.of
8.0 in terms of grade scorengT

In both the Intermediate II Battery and the Advanced Battery

of Directions for Administering the Stanford Achievement Test, the

same reference is made to validity:

The validity of Stanford Achievement Test is best
thought of as the extent to which the content of the
test constitutes a vrepresentative samnle of the skills
and knowledges which are the goals of instruction.
This content, or curricular, validity must be assessed
through a careful analysis of the actual content

07euman L. Kelley and others, Stanford Achievement Test,
Directions for Administering, Advanced Batfery (New York: Harcourt,
Brace and Worid, Inc., 1964}, p. 24,

Mipig,
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« of each subtest in relation to the objectives of instruction
in the various fields. The Stanford 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.!?

Due to the congruence between the item-analysis of the Stanford

Achievement Test and this middle school's curriculum and the similarity

between the norm population and that in this New Jersey town, the

%“‘——*%tanfcrd—ﬂch%EVemeﬁtTes%—Wa,—selecte_inf1965_byihﬁxsch991psycho1o-

gist to be used in the school testing program in grades 4, 5, 6, 7 and
8.

Under the heading of Performance by Subtests, the authors
agree that part scores are "sufficiently reliable for use in the

diagnosis of group performance...land] may be compared with scores

made by the naticnal standardization group.“13

'The'foilowing 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 ability in it should be carefully
weighé?-against the achievement level desired of each
pupil. 14 o

~ The computation items {Arithmetic Computation) are

drawn from the fundemental 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 Timit for the test is generous, reducing the emphasis
on computational speed. The exercises are representative
of the usual curriculum and textbook patterns of content.

13

 12pia, Ibid., p. 22.

141pid., p. 4. S1bid., p. 5.
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16

The Devereux Elementary School Behavior Rating Scale ™ was used

in this study by classroom teachers who had reported the names of
probiem children. The scale was scored by the teachér as soon as he
had reported the name of the problem child in his classroom, bhefore
December 22, 1972, and again in May, 1973.

This sca1e17 does not provide a measure.of character or person-

4___44ﬁ___45TTf§‘fY§Tisa ratré?j—TC‘TU?n;bnua aprofite—efovert—problem behavior.
It has been specifically designed for use by the classroom teacher,
who is instructed to base his ratings on his classroom experience \wiith
the child., Usually with one month of observation in the classroom,
the teacher is able to score this scale within five or ten minutes.
Forty-seven bepaviors are measuved; these define 11 behavior factors
~and three additional items:
V. Classroom Disturbance

2. Impatience

w

. Disrespect-Defiance

« External Blame

o

. Achievement Anxiety

6. External Reliance

7. Comprehension
8. Inattentive-Withdrawn

9. Irrelevant-Responsiveness

]GSpivack and Swift, op. cit.

17George Spivack and Marshall, Devereux Elementary School
Behavior Rating Scale Manual {Devon, Pa.: The Devereux Foundation,
1967), pp. 3-32.
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10. Creative Initiative
11. Need Closeness to Teacher
Additional items

1. Unéble change

2. Quits

3. Slow Work

Moo f g v 3 + - 4
Normas !’V’Gfda‘%&a—le'#e'}ae—a byt = 3 m.ed_'l_b_—)_c_m:_ AV LIV
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system from thirteen elementary schools. Thirty-two teachers rated
the behaviors of 809 chitdren, 721 White and 88 Black. The results
of the teachers’ raﬁings at different grade Tevels for each factor
are very similar; this fact would indicate that rating teachers do
use a different "standard” for children at different agés} One week
after the initial ratings, 128 children were vated a second time.

From the initial to the retest ratings, there was a general tendency

for scores to decrease; the extent of change was small.

The test-retest correlations, that is, reliability. are modu.
erately high, the median coefficient being .87. The test-retest cor-
relation for each item on the scale was determined; the median cor- .
relation is .76, with a quartile range from .72 to .82, The standard
errors of measurement for each factor are small; alil of the standard
errors.of measurement are equal to one~half of-the standard deviation
of the scores of the total normative sample.

18

A Survey Sheet ° was 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.
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-1, to enable the teacher, with a few 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

his—elassesT4i_‘44ﬁ__44___;4ﬁ__44ﬁ__44___44i__Agﬁ__gg___ggi_R;g;_‘gg_
This survey sheet, in this study, was used by the teacher as a customary

focusing on the child; 1t served as an Introduction to scoring the

Devereux Elementary Schoel Behavior Rating Scale, which focused on the

teacher seeing the problem child in comparison to the other children
in the class. This survey sheet was not used as a pretest or as a
posttest. It was checked by the teacher as scon as he had reported

the name of a problem child before December 22, 1972.
METHODOLOGY IN CHRONOLOGICAL ORDER

The following out1ihe indicates the prdcedures and the
chronological order in which they were exeéuted:
1. Before school started in September, 1972
a. The researcher, the sixth-grade counselor in
| a middle school in Northern New-Jerseyb pre-
sented her proposal to the superintendent of
schools to acquaint him with the purpose and
nature of this study, as well as its appfopri—
até usability for counselors, teachers, parents,

and children in this middle school and to



- secure his permission to undertake it during

the 1972-1973 school year. |
; fhe researcher fhén contactéd fhe school psybho]o—
gist, thkough whose office all doctoral proposals
and testing programs are channeléd, to acquaint him

with the nature of this study, and to gain his co-
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operation and permission. He was requested nut to

.use'the term problem child when he spoke to the sixth,

seventh, and eighth grade teachers during Teacher
Orientation Week concerning children with probiems.
. The researcher met with the principal of this
middie school to acquaiﬁt hih with this proposal
and the procedures by which it would be executed.
This study was of peculiar inferest to the principal,
since problem children had presented a difficu1t 7
. situation to this middle school in the 1971-1972
schoo] year, |
. 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
following points were carefully reviewed:

(1) the purpose of the study

(2) the methodo1ogy to be followed

(3) the responsibility 6f each counse1or,'

ihciuding the keeping'of a log
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(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

counsejor contacted each teacher of year-long subjects

at hisyrade—evel— He—asked—the teacher to give the
name of any student who became a problem child, using
WOody's definition, in his classroom to the grade |

1 counselor,

3. When the teacher reported the name of a pfoblem child

to the counselor, the counselor asked that téacher to
CFi1T out: |
this ¢hild in the classroom.

b. a Devereux Elementary School Behavior Rating Scale,

to describe how the teacher saw this child in re-

Tation to the other children in the class.

Sheet, and the Bevereux Elementary School Behavior

Rating'Scaie. Upon the basis of this data, he arranged

a meeting with the reporting teacher.
5. Meeting with the teacher, the counselor reviewed this

information and acquainted the teacher with the concept
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19

of a contractual agreement ” and with the cencepts

of Glasser's Reality Therapy.20

6. The Counse1or arranged a meeting with the problem

- child, his teacher, and his parent(s) to ﬁet up a
contractual agreement which was written by the

counselor during the course of the meeting. Al

parties at tinis meeting siymed tire cuntract. Each
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
centract was terminated not Tater than May 31, 1873.
The dimehsions of the problem, as noted by the teacher,
were handied one at a time. The researcher felt this
manner of handling each problem separately would not
confuse or overwhelm the child, and step-by-step
prograss could be moye immediately fecognizeda A
contract terminated because of transfer or illness

was dropped from the study. If one of the signif{cant
peop?e in the 1ife of the problem child or the problem
éhiid himself refused to sign the.contract, there was
no contract, and the child was net included in ihis

study. Cooe

]9P1ease see Appendix A, p. 148.

?0w1111am Glasser, Reality Therapy {New York: Harper and
Row, Publishers, 1965).
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Each counselor was familiarized with the Principles
of Reality 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 appiy Reality
Therapy. - Each person will then, as he

congenial to him and appropriate to the
people and the situation with which he
is dealing.?! |

Thié_was the first time. that the counselors had

used Reality Therapy. The manner in which they used

this therapy and the techniques they devaleped will

be presanted in Chapter 4;

- 7. In Qctober, 1972, the Stanford Achﬁevemént Test Qas
adininistered to all students in the middle school by
the homeroom teachers as a part of the school's
regular testing program. For problem children already
identified or to be identified by December 22, 1972,
-and for the nonufreatment 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 Lo al?l identified problem children by

| 21Yi115am Glasser, The ldentity Society (New York: Harper
and Row, Publishers, 1972), p. 107.
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the counselors and'to_the'non—tteatment groups by
the homeroom ﬁeachers during a 1engthéned homefoom |
period. Homerbdms not 1nvo]vedlin the tesfing were
éngaged in a guidance program, p]annéd by the coun-
- selors and conducted by the homeroom teachers.

b. Each classroom teacher involved in a contract with

nut 3 corand
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Devereux Elementary School Behavior Rating Scale.

"~ ¢. The first guarter grade-point averages and the
| fourth quartér grade-point averages of all problem
children and of the children in the non-treatment
group during the 1972-1973 school yeaf were listed.
d. The first quarter grade and the fourth gquarter
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:

Hypothesis 1. Students who have been designated as problem
children by the classroom teacher in the middle school by means
of the Devereux Eiementary School Behavior Rating Scale and who
have been involved in a contractual 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 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 Rating Scale and who
have been involved in a contractual agreement will not, on the
average, score significantly higher on the spring norms in the
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Paragraph Meaning subtest of the Stanford Achievément‘Test |
than they did on the. fall norms in the same school year.

o

Hypothesis 3. 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 fall norms in the same school year.

Hypothesis 4. 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.

- Hypothesis 5. Students who have been designated as
problem children by the classroom teacher in the middle
scheol by means of the Devereux Elementary School Beshavior
Rating Scale and who have been involved in a concractual
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 f1r>t
‘rated earlier in the same schao] 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 classroom teacher in the middle school by means of the

Devereux_ Elementary School Behavior Rating Scale were placed in the
experimenta].groﬂp. Non-problem students from three intact homerooms,
one hémeroom at sach grade level which most‘ciosely approximated the
norm for that grade level fn terms of the-mean:gfade scprés from the
Paragraph Meaning subtest and the Arithmétic Computation subtest of

theJStanford Achievement Test, which had been admihistered 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 simi]arity.zz

Internal Validity

The non-problem group allows a partial control for certain

threats to internal validity, such as history, pretesting, and mat-

K1 L K T

uration.

Selection biases and regression effecté are not applicahle to
this design. Mortality was not a serious consideration, since only
one student left.

Instrumentation problems did offer a potential threat to in-

ternal validity and were given critical consideration.

External Validity

The problem chi]dfen in this study were predominantly Caucasian
and came from a middle class, ana above, socioeconomic-background. As
& whole, their parents were well educated and %nterested in their
children's welfare, They came to school wfl]ingiy and appreciated
talking and working with counselors and teachers. Hence, generalization
might be somewhat Timited to situations which differ greatly from this
onhe.

Pretesting for both groups was in the area of achievement.

The Stanford Achievement Test is given tn the fall to all three grades,

as a part of the school testing program. Therefore, no reaction was

22yan Dalen, op. cit., p. 276.
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expected between pretest and treatment.

In regard to reactive experimentaj procedures, the pretesting
was a part of the school testing program. The posttesting of non-
problem children was conducted in intact homerooms by the counselors.
who often use homerooms for testing and discussion purposes. The test-

ing of the problem children was done by the counselors, in small groups

AOTrRBO—oree g G dlad e o

G AOTTaT pru eqgure I h—osS5Eno8
No muTtitreatment interference existed, since the one treatment
was used, Glasser's Reality Therapy combined with the contractual

agreement. -

Statistical Analyses

The researchey analyzed the data fﬁr the experimental group by
employing the Student t-test for correlated samples to test for a sig-
nificant mean gain for the dependent variables of this study. In ad-
dition, the non-experimental group was used as a secondary comparison.

For computational purposes fhe following information was
assembled for:

1. preblem children

a. the stanines for the pretesting and the post-

testing scores of the Paragraph Meaning subtest
of the Stanford Achievement 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 Tirst and
fourth guarters 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.
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e. the ratings, compiled before and after treatment,
on the Devereux Elementary School Behavior Rating
Scale. .

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 postiesting
scores of the Arithmetic Computation subtest of the

Tl and  Nonlbe S svroveamunh Tand
StanfordAchievenentTests

¢. the grade-point averages of the first and fourth
quarters of the current school year.

The .08 Tevel of statistical significance vas used for the tests

of the null hypotheses.

Procedures for Minimizing Error Variance

The follewing measures were taken to minimize bias and error
variahce:
| 1. This study was not publicized as an experiment.

The teachers were fnformed by their respective grade
counselor that the counselors were working 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.

. Data and procedures were documented.

(2]

4. Data processing services were utilized for statis-

tical computation, utilizing parametric statistics.
SUMMARY

The third chapter of this study has reviewed: (1) éetting of
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the study; (2) identification of the population and the sample groups; |
(3) reéearch design and testing instruments; (4) methodology in
chronotogical order; {5) hypotheées; (6) statistical procedures; and

{7) summary.

Chapter 4 will present findings from the data drawn from this

experiment.
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Chapter 4
FINDINGS FROM THE DATA
INTRODUCTION

This study involved the use of Glasser's Reality Therapy and

a—counsetor-student-teacher-parent contractual agreement as a meahs to

improve the behavior and achievement Tevel of problem children in the
middle school. | |

The experimental group was composed of thirty problem children
from three grade levels, sixth, seventh, and eighth, designated by

nmeans of the Davereux Elementary School Behavior Rating_Sca1e.' The

rion-experimentat group was composed of seventy children from three in-
tact homerooms, one from each grade level, which most closely approx-

imated the school mean grade level in terms of the Stanford Achievement

Test scores (Paragraph Meaning and Arithmetic Computation subtests).
This study was undertaken and completed within one school year.
At the beginning of the school year, each coun§e1or.contacted individ-
ually his grade-level classroom teachers who taught year-long subjects.
He asked the teacher to notify him as soon as a problem child in the
¢classroom ﬁas detected. When the classroom teacher designated a child
in his classroom as being a problem child, the teacher was asked by
the counseior to check a Survey Sheet (a regular school procedure) and

to rate the designated child on the Devereux Elementary School Behavior

Rating Scale. Problem children designated as such before December 22,

86
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1972, became a part of this study.'
‘ - The treatment in this stﬁdy con§isted of:
1. a meeting togéther of the counsé]or, the probTem
¢child and his teacher and parent(s).
2. the use of Glasser's Reality Therapy and the

construction of a contractual agreement to help

RN
[ 7]

ie—problem—child
improving his "now" behavior and achievement.
On the average, four such meetings were held
with the problem child before June, 1973.

Fivé dependent variables were considered in thié study of the
problem child: paragraph meaning, afithmetic 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, arfthmetic'computation, and grade-point
averagé.

Pretesting of the Paragraph Meaning 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 ch11d; that is,
] - after September 11, 1972 and bafore December 22, 1972.
; Postesting of the Paragraph Meaning and Arithmetic Computation

subtests of the Stanford Achievement Test for the non-problem children was

administeréd.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 children was accomplished by each grade level
counselor with small groups of problem children.  Both ways of testing -
by the counselors. are customary in this school, throughout the schuol
year.

The grade-point averages ffom'the first and fourth quarters for
both problem and non-probiem children, and the first and fourth quarter

am b 1 ) 5 4+ £ : L . .y
grades—in—the—subject of the destgnoting—teacher for the problem—chil=

dren were collected and tabulated by the counselors at the end of the
year. The following numerical values were assigned to Tetter grades:
4,00 = Ay 3.00 = By 2.00 = C; 1.00 = Dy 0.00 = E(F).

Sex, IQ, and age were also collected to describe more fully
the participants of this study. This information is included in

fppendix C and velates 1o the external validity of this investigation.

FINDINGS PERTAINING
TO THE CONCEPTUAL HYPOTHESES

Grade-Point Average

The first conceptual hypothesis concerns. the effect that.a
contractual  agreement will have upon the grade-point average of the
preblem child.

The first null hypothesis was:

Students who have been designated as problem children
by the ciassroom teacher in the middle school by means of
the Devereux Elementary School Behavior Rating Scale and
who have heen involved in a contractual 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 éverage was obtained for each quarter by
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totaling the numerical values of the grades in the four basic subjects,

English, Social Studies, Mathematics, 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-Peint Average Gain Scores

for Problem Children

X S N 8
Grade-Point Averags ‘
1st Quarter 1.632 0.619 30 --
Crade~Point Average
4th Quarter 1.892 0.916 30 -
Grade-Point Average b
Gain 0.260 0.619 30 £=2.300

2 = the critical value of t for 29 degrees of freedo

is 2.045,

b . significant at the .05 level.

As noted in Table 1, the computed t vaiue 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

average of problem children was significantly higher than that of the

first quarter.
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Grade-point averages were similarly obtained for the first

and fourth quarter of this same school year for non-probliem children.

Table 2 presents the statistical result for this dependent variable

for non-problem children,

" Table 2

for Non-Problem Children

Apalysis of Grade-Point Average Gain Scores

X s N t°
Grade-Point Average
15t Quarter 2.771 0.496 70 -
Grade-Point Average
Ath Quarter 2.907 0.657 70 -
Grade~Point Average _ b
Gain 0.136 0.405 - 70 £=2.833
& = the critical value of t for 69 degrees of freedom is 1.99.
b

i

significant at the .05 Tevel.

As noted in Table 2, the computed t value exceeds the critical

t value. UYe can conclude that the mean fourth quarter grade-point

average of non-problem children was stgnificantly greater than that of

the first quarter.

~Singe the gain was apparent for the non-problem children as

well as for the problem children, it seems 1ikely that the teachers

in this middle school tend to give higher grades in the fourth guorter.
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This instrumentation problem is confounded with the effects, if any,
of the treatment for the ekperimental group. The possibility that the
problem students gained significantly more than the non-problem students
was also investigated. Table 3 presents a comparison of the mean grade-

point average gains for these two groups.

Table 3

Comparison of the Grade-Point Average Gain Scores
for Probiem Children and for Non-Problem Chiltdren

X S N @
- Problem Children
Grade-Point ' '
Average Gain 0,260 0.619 30 -—
Non-Problem Children
Grade-Point
Average Gain 0.136 0.405 70 -
Grade-Point : b
Average Gain 0.124 100 t=1.01
& = the critical value of t for 98 degrees of freedom is 1.980.
b

113

pon-significant at the .05 level.

As noted in Table 3, the computed L value does not exceed the
eritical 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 pfob?em 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 freatment that they
received. The instrumentation effect and the treatment effect are - -

inextricably combined in some unknown proportion. (See Figure'1.)

Paragraph Meaning

- The seoond'conceptuai 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 schoel by means of
the Devereux Elementary School Behavior Rating Scale and.
who have been involved in a contractua] agreement will not,
on the average, score significantly higher on the spring
norms in the Paragraph Meaning subtest of the Stanford
Achievement Test than they d1d on the fall nerms in the
same school year.

The national mean stanine scores of the Paragraph Meaning

subtest of The Stanford Achievemént Test, administered the first of

October, 1972, and the first of June, 1973, were used to determine
. : the-gaih in Paragraph Meaning. Table 4 presents the statistical re-

sults for this dependent variable for the experimental group.

As noted in Table 4, the computed t value exceeds the critical

t value and, therefore, the null hypothesis is rejected‘as being un-
ltenab?e. We can conclude that the Mean Paragraph Meaning score for
the problem children on the spring norms was significantly higher
i than that on the fall norms. |
The national meah 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-
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Figure 1

Comparison of the Mean Grade-Point Averageé for
Problem Children and for Non-Problem Children
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Grade~Point < Chitaremn
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problem children. Table 5 presents the statistical results of this

dependent variable for the non-problem children.

Table 4

Analysis of Paragraph Meaning Gain Scores
for Problem Children

X S N 2
Paragraph Meaning . :
Fall Norms - 4.567 - 2.029 30 -
Paragraph Meaning ' : '
Spring Norms 5.167 2.086 30 e
Paragraph Meaning - -
Gain . 0.600 1.429 30 t=2.208

% = the critical value of t for 29 degrees of freedom is 2.045.

1

significant at the .05 Tevel.

As noted in Table 5, the computed t value exceeds the critical
t value. We can conclude that the non-problem children 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 Tor problem children, it seems there is a tendency for children to

score higher on the Paragraph Meaning 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 1s a question as o

whether the problem children gained significantly more than did the
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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

RN . |1 R 1L B

% S N A
Paragraph Meaning . :
Fall Norms 5.886 2.017 70 -
Paragraph Meaning _
Spring Norms 6.257 1.759 70 --
Paragraph Meaning b
Gain : 0.371 1.230 70 t=2.523
® = the critical value of t for 69 degrees of freedom is 1.99.
b

significant at the .05 tevel.

‘As seen in Table 6, the computed t value does not exceed the
critical t value. Therefore, we cannot conclude that the problem
ch11dren.made a significantly greater gain than the non-problem chil-
dren. Each group scored higher based on the spring norms than it did

on the fall norms, but the reason for this finding is unclear. (See

 Figure 2.)

There is a slight disparity in the use of the norms for the

Stanford Achievement Test. The subtests, Paragraph'Meaning and Arith-

metic Computation, were administered October 1, 1972, and again the

first of June, 1973. In the Directions for Administering manual, grade
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scores with accompanying percentile ranks and stanines are given for
three possible testing dates: September through December, January
through Apyil, and May through June. In this study,'the subtests were
administered at the end of onemfourfh of the first possiblie testing
period, but during the middle of the third possible testing period.

However, the manual suggests a change in computing the score only if

the school vear is atypical. The 1972-1973 school year used in this

study was not atypical. Therefore, we would assume that the disparity
in the timing of the testing in this study would be acceptable for
using the scoring dates presented in the festing manual of the

Stanford Achievement Test.

Table 6

Comparison of the Paragraph Meaning Gain Scores
for Probiem Children and for Non-Problem Children

>
L0
=
o

Probiem Children

Paragraph Meaning
Average Gain 0.600 1.429 30 : -

Non-Probiem Children
Paragraph Meaning
Average Gain 0.371 1.230 70 -

Paragraph Meaning : ' b
Average Gain 0.229 100 t=.76

4 = the critical.value for t for 98 degrees of freedom is 1.980.

b o ot significant at the .05 level.

The performance of the participants in this study deviated
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| Figure 2

Comparison of the Stanine Means for the
Paragraph Meaning subtest for Probiem Children
and for Non-Problem Children
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from that of the norming group for the Stanford Achievement Test, but
the reason for this difference is unknown. Also, the fact that the
problem children did have a significantly higher Paragraph Meaning
average for the fourth quartef as compared to the first quarter cannot
he attributed solely to the treatment. The effect of instrumentation

and treatment are inextricably combined in some unknown proportion.

Arithmelic Computation

The third conceptual hypothesis concerns the effeci that a
contractual agreement will have upen the arithmetic computation scores
of the problem child,

The thivd null hypothesis was:

Students who have been designated as problem children
by the classroom teacher in the middle schesl by weans of
the Devereux Elementary School Behavior Rating Scale and
‘who have beer Tnvolved 1n a contractual agreement will not,

~on the average, score signhificantly higher on the spring
novms of the Arithmetic Computation subtest of the

- Stanford Achievement Test than they d1d on the fall norms
in the same school year.

The national mean stanine scores of thé Arithmetic Computation

subtest of the Stanford Achievement Test, administered 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 Table 7, the computed t value exceeds the critical
t value and, therefore, the null hypothesis is rejected as being un-
tenable. We can conclude that the mean Arithmetic Computation score
of problem children on the spring norms significantly exceeded that on

the fall. norms.
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The national mean stanine scores of the Arithmetic Computation. .

subtest of the Stanford Achievement Tést, édministeﬁed 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 t value exceeds the critical t value.

(N1 . 1T £l ZE

We can conciude 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 noanroblem chﬁTdren as

T I Y . P ..._L1 & ._L..'EJ ~a H ~nn
weili as Tor problem cniidren, 1t see

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 méan Arith-
metic Computation gains for these two groups will be presented.

As seen in Table 9, the computed t value does not exceed the

_critical t value. Therefore, we cannot conclude that the problem chil-

dren made a siQnificant]y greater gain than the non-problem chi]drén.
Although each group gained significént1y according to the national |
norms, there is no significance bet@éen gains of the two groups. (See
Figure 3.)

Th§ s]ight.diéparity in norming has beeh discussed under the

above section, Paragraph Meaning.
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Table 7 -

Analysis of Arithmetic Computation Gain Scores
for Problem Children

<)
o

_
&

Arithmetic Computation

Fall-Novms

3.30  %.600. 3% -

Arithmetic Computation
Spring Norms 4,467 1.925 30 -

Arithmetic Computation

Gain

1.167 1.315 30 14,8620

% = the critical value of t for 29 degrees of freedom is 2.045,

b

= significant at the .05 level.

Table 8

Anazlysis of Arithmetic Computation Gain Scores
~for Non-Problem Children ‘

X S N %
Arithmetic Computation
Fall Norms. 4.614 2.052 70 o
Arithmetic Computation '
Spring Norms ' h.757 - 2.010 70 -
Arithmetic Computaticn _ h
Gain 1.143 - 1.477 70 £#6.457

the critical value of ;;for 69 degreesrof freedom s 1.99,
significant at the .05 level.
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Figure 3

Comparison of the Stanine Means for the
Arithmetic Computation Subtest for Probiem
Children and for Non~Problem Children
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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 horms 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-Problem Children

X S N £

ProbTem Children
Arithmetic Computation
Average Gain . 1.167 1.315 30 -
Non-Froblem Children |
Arithmetic Computation
Average Gain ' 1.143 1.477 70 -
Arithmetic Computation 5
Gain 0.024 100 t=,08

% = the critical value for 1 for 98 degrees of freedom is 1.980.

b .

= not significant at the .05 1eve1;

Grade of Problem Child in Subject of
Designating Teacher

The fourth'conceptua1 hypothesié 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:
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_ 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 cuarters was

_obtained from the office report card and converted into a numerical

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.

FR S

Analysis of Grade Ga1ns in Suhaect of DESIQnat1ng
"~ Teacher for Probliem Children

X S N 2
Grade ' : ‘
1st Quarter 1.667 0.844 30 -
Grade : '
4th Quarter - 1.733 1.048 30 -
Grade Gain 0.067 10740 30 t=.496

3 = the criti¢a1 value of t for 29 degrees'of freedom is 2.045,

b not significant at the .05 level.

As noted in Table 10, the computed t value does not exceed the

eritical Euvaiue 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 teécher. 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

interesting tonete that while both problem chiidren and noh-problem

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
contractual agreement will have upon the behavior rating for the problem
child.
"_The fifth null hypothesis Was:

Students who have been designated as problem children
by the classroom teacher in the middle schcol by means of
the Devereux Elementary School Behavior Rating Scale and
who have been involved in a contractual 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 eariier
in the same school year.

As soon as the classroom teacher designated a problem child,
between September 11, 1972 and December 22, 1972, he was asked to réte

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 inctuded in this study as 2 problem'chi1d, 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

results for this dependent variable for the experimental group.

Table 11

Analysis of the Number of Deviations from the Mean
on a Behavior Rating Scale for Problem Children

3 S N 14
Number of Deviations _
from the Mean '
1st Rating L 6.667 2.249 30 -
Number of Deviations |
from the Mean
2nd Rating 5.633 3.045 30 -
Change in Number
of Deviations _ .
from the Mean . -1.033 2.539 30 t=2.206
@ = the critical value of t for 29 degrees of freedom is 2.045,
b _

significant at the .05 level,

As seen in Table 11, the computed t value exceeds the critical
t value, revealing significantly fewer deviations. Therefore, the nu1]
hypothesié is rejected as being untenable. We can conclude that prob-
Tem 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 daviations

from the mean on the behavior rating scale at the end of the schoal
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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 collected to describe

the participants.
- Of the thirty problem children, twenty-five were boys, and

five were girls. Of the seventy non-probiem children, thirty-two were
boys, and'thirty?eight were girls.

The average IQ for the problem qhi1dren Was 104.067. For the
non-problem childran, the average IQ was 116.471.

The average age for problem children 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.
SUMMARY

_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)

m paragraph meaning, (3) arithmetic computation, (4) grading in the

subject of the designating teacher, {5) behavior.
The data for the expeéiment&] group were analyzed by employing

the Student t-test for correlated samples to test for a signifﬁcant_

- mean gain in the dependent variable measures. The control group was
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“used as a secondary comparison} Thg .05 1evé1 of signfficance was-
“adoptad for all of the hypothesis testing.
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.

For a secondary comparison, an analysis was made of the gain

scores of non-problem children in relation to grade-point average,

paragraph meaning, and arithmetic computation. Although both probTemlz |

and nbn-prob]em groups showed significant gains, there was no signif-
- icant difference between the gains of each group. Although a stight

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 acceptabie for using the scoring dates as pre-

sentad in the testing manual of the Stanford Achievement Test.

It should be noted that the gains in this study may not be

attributed solely to the effects of Reality Therapy and the contractual

agreement. There is a possibility that the instrumentation effect and

the treatment efféct are inextricably combined in some'unknown pro-
portion. In cther wofds, since both the treatment group and the non-
treatment group in this Study showed gains, the school curricuium or
“the instructional practices'or both in this middie_échooT tend to
increase scores in this particular instrument.

| With two variables, no éecondary comparison was available:
the grade in the subject of the designating_teﬁcﬁer and a behavior

rating scale. It was noted that while problem children made a



108

significant gain for the year in their grade-point average, they did

-not make a Significant'gain_in the grade 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 variabTes.

Chapter 5 will present @ summary,; conclustons, and reconi-

mendations for further study.



Chapter 5
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
~ INTRODUCTION

The purpose of this study was to determine the effectiveness of

involving each designated problem child in a middle schonl with his

couniselor, 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 presehtedi (1) a summary
of -the Study, (2) conclusions relating to hypotheses, (3) subjective
Cimnressions gaineﬁ by the researchetr, (4) implications of this study,

and (5) recommendations for further study.
SUMMARY OF THIS STUDY

A summary of this study includes: (1) setting, (2} procedure,

{3) findingsiffom‘the data, and (4) limitations.

The setting bf this study was in a middle school, grades six,
séven,'and eight, in Northern New Jérseyf Each grade has a school
counselor who remains with the class during its three-year stay in this
school.

- The study was concerned with two groups in this middle schoot:

109
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problem children and non-problem children. The pfobiem children had
been designated as such by their classroom teacher by means of the =

Devereux Elémentary Schdo1 Behavior Rating Scale. The non—prob]em group

was composed of three intact homerooms, one at each grade Tevel, which

most closely approx1mated the school mean grade level in terms of the

Stanford Achievement Test scores (Paragraph Meaning and Arithmetic

Procedure

The study was undertaken and completed withjh one school year.
At the beginning of the school year, 1972-1973, the three counselors
‘gontacted each one of their grade-level teachers who taught yéarffong.
.subjects and asked him to notify the grade counselor as soon as he
detected a pfab?em-chi]d 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 fil1 out a Survey

Sheet, a routine procedure in this school, and to rate the child en-a

Devereux Elementary School Behavidr Rating Scale. Children described as
| brob]em children by the classroom teachérron or'before December 22, 1972,
-and.sﬁoring 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.

]Robert H. Woody, Behav1ora1 Problem Ch11dren In The Schoois
(New York: App]eton Century -Crofts, 1969), p. 7.
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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 resbonsibi]ify

for improving his behavior and achievement.

Findings from the Data

| In this investigation, five dependent variables were examined:
(1) grade—point.average,-(Z) paragraph meaning, (3) arithmetic com-
'putation, (4) a behavfor rating scale, and (5) a subject grade. For
comparative purposes, three measures were obtained for the non-probiem
chi1dren: paragraph'meaning, arithmetic computation, and grade-point
averége, To descfﬁbe the participants more fully in this study, the
foliowing additional dafa were collected:. sex, IQ, and age.

Testing instruments used were the Stanford Achiévement Test and

the Devereux Elementary School Behavior Rating Scale. The pretesting

of the Paragraph Meaning and the Arithmetic Computation subtests of the

Stanford Achievement Test was a part of the school testing program the

first of October, 1972. The posttesting of these two subtlests was

‘scheduied 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. Ali testing was_administéred by the grade counselors.
The classroom teacher who had designated the probtem 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 data for the experimenta1 group was analyzed by employing
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the Student t-test for correlated samples to test for a significant
mean gain for fhe_dependent variab]es‘of this study. The non-experi-
mental grbup'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 1imited to one school year in.one

* middle school in one school district. |

2. This study was 1imited to the following aesignation
of problem children at each grade Jevel: 23 at the
sixth grade, 4 at the seventh grade, and 3 at the
eighth grade.'

3. This study was 1imited to three school counselors
who had had no previous experience in using Glasser's
Reality Therapy and a contractual agfeement with
problem children, |

4. The findfngs of this study should be Timited to a

predominantTy Caucasian similar socio-economic setting.
CONCLUSIONS RELATING TO HYPOTHESES

- The burpose of this study was to investigate the effectiveness

- of three school counselors in-a middle school involving probiem children

with their teacher and'parents in a contractual 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.

Hypothes{s Retlating to Grade-Point Average

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 fourfh quarter than that received in the

first quarter of the same schooi year.

The data atso noted fhat 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 maké‘a significantly higher gain than did the non-
© problem children. Withouf the treatment, the nroblem children may
- have made no gain. It is possible that teachers in this middie school
give commensurately highek grades in the fourth-quarfer than in the

first quarter.

Hypothesis Relating to Paragraph Meaning

The analysis of the data in this study supported the hypothesis

that pfoblem 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

nofms of the same Sschool year. Non-prob]em_chi1dren who had not re-
ceived the treatmenf 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.éain, the prQbTeh chil--
dren did_not make a significant1y higher gain than did the hon—prob1em
children.

It would seem that during this study there was a teﬁdenéy for
children in this middle school to score higher on the_Paragraph

Meaning subtest ol theStanford Achievement Test in the spring than in

the fall of the same school year.

Hypothesis Relating to Arithmetic Computation

The data supported the hypbthesis that problem children desig-
nated as $uch on a behavior scale and involved in a contractual agree-
ment will score significantly higher on fhé 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 norms 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 Meaning subtest, there appears to be a

‘tendency for chi1dren 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.
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Hypothesis Relating to the Grade in the
Subject of the Designating Teacher

The findings did not support the hypdthesis that problem chil-
dren involved in a contractual agreement wi11 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.

It s 1nterésfﬁng to note that while the probten—ciritdrendid
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 Qf a child's ability

and effort.

Hypothesis Relating to Behavior

The data did show that problem Cﬁi?dren invé]ved in a contractual
agreement would receive significantly fewer deviations 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 behavior of problem children may.have been
due to the treatment. There is éTso the possibility thét at the beg{n-
ning of the year, problem children cbuid have been a threat to the
designating teacher;'at the end of the year, thére 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 refrain from extreme ratings on the behavior scalé.

SUBJECTIVE IMPRESSIONS GAINED

' BY THE RESEARCHER

Subjective impressions gained from the judgment of the researcher

were ﬂetgpravidem;fgﬁ_iniihg_ggjgina] 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-¥or reactions thaf provoked discussion and thought
among the counselors. These will be discussed under the following

headings: (1) the Davereux Elementary School Behavior Rating Scale, (2}

Rea]ity'Therapy, (3) the contractual agreement. Because of the nature
of these discussions, there will be some over1app1n§. Each section can-
not be rigidly isolated from the other two; on the contrary, the re-
searcher felt that the 1nterp1ay 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 thié study. The researcher did not want the teachers to feel
by any chance that this way of working with the problem child was being
impoéed upon the faculty by the administration. At the beginning of

“the 1972-1973 school year, the researcher, a sixth grade counseior, met
with the other two grade-level counselors. It was agréed that a common
problem existed for the counselors, how to find and help the problem

child at each of the three grade levels in this middle school. A
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weekly meefing"of'the counselors was planned, to share progress, re-
actions, -and possible problems. This weekly meeting was quickly

. supplemented by almost daily brief, informal meetfngs. None of the
| counselors had previously used this rating scale, this therapy, and
th1s contractual agreement.
Teachers of year-long subjects were individually contacted by the
___gg;__kgg;gaEAEEVETAEBGﬁgETBFEAWTfﬁTﬁ_TW5AB?_tﬁ?éé‘wEEKS*H1 Tschoal Starteds
~ The approach was simply stated, the essence being: "The counselors ére
concerned with the probiem child in our school.  We are interested in

working out a new technique, and we need your help. - As the classroom

nnnnnn

=g

} probably recognize the problem child sooner than any-
one else in the building. When you detect him, please give his name to

L]

me, 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: - "Yes, that sounds right."

The teachers apparently were interested, although a few fm-
mediately said, "I.aiways 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
hand11ng the problem child.

When a teacher reported a name, the counseior asked that teacher

to fi11 out a Survey Sheet to give a quick picture of how the teacher

saw the child, and a Devereux Flementary School Behaviof 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
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. and contains no possibly embarrassing items for the teacher to rate,
(2} it ié easily and quickly scored, (3) it gives the teacher an
opportunity to see how the problem chde cohpéres with non-problem
children.r |
| Thé manual for this rating scale had noted that a one month

. observation was usually sufficient time for the classroom teacher to

o .tcnalna T +hicg
Y'\d “SE"'th\..““'J\'.’uIC"."' 11 Uit

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 experiéﬁce and was not intended to reflect upon their effec-
tiveness 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 classroom teacher was.able to detect
this problem child, and thus his rating_was valuable. No teacher in-
volved in this study felt the time spenﬁ fh-rating was a prob1ém; in
facf, the majority were interested in seeing the overall picture after

fthe counselor had scored the scale. o

The request of the counselors to consider the "now" behavior fell
in Tine 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 midd]e.schoo1-—that‘is,_when.fhe

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 problems are noted, tﬁe ﬁeacher‘then reads the
permanent recofds for a clue as to a possible reaéon.pr answer.

After the counselor had scored the scale, he discussed it with
the teacher.: The concensus of stated dpinions was: "Interesting.

Dignified. Easy to rate. Gives me a review, tob, of the whole picture.”

_"—whéngthewteacheﬂmwaswasked atmthe end of Lh:nyeaf 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
ciassroom teacher who had designated the problem child. It was neither
discussed with, nor seén by, any other memebers of the faculty, fhe
problem child, or his parent(s).

The most frecuently checked dimension, in both pre- and post-
ratings, was Classroom Disturbance; the least freqqent1y 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:

Pre-Rating Post-Rating
| Uhab1e chahge | _ | 25% | 18
Quits o 24 20
Slow Work | | 22 | 18

*The number denotes the number of deviations
“beyond the first standard deviation from the mean.

- 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.

Reality Therapy

The three counselors had never used Glasser's Reality Therapy as
such, although many of his suggestibns had been used by both counselors

and teachers. One counselor, the researcher, had attended a Glasser

general meeting 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. A1l three counselors
were acquainted with Glasser's publications and were interested in his
approaéh and principles.

Glasser himself has claimed that anyone with a willingness to
be involved can use this therapy. The seveh principles involved, as
reviewed in Chapter é.of this study, ére stated in simple terms. How-
ever, the paucity of literature invo]ving:the usé of Reality Therapy
by'counseIors was not reassuring to the.counSelors in this study. They
: wun&ered if this'therapy would work in the middle school, with these
prob1em children, with these teachers and parents. |

| When a coumsé]or reviewed a scored rating scale with the in-
volved teacher, he exp}ained the manner in which the conference with
the'prﬁb?em student and his parent(s) would be held and reviewed the
prié?fp]es of Reality Therapy. - When thé éounseior te]ephdned the
_patént(s) of the problem child and invited them to come to school, he
uséﬁ the Reality Therapy approach, that ié, showing concern for and
intérest 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,

"What's wrong?"
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At the conference, thé participants sat in a small circle. 1In
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. FEach

counselor used this therapy by developing a technique comfortable to

his own style. The seventh and eighth grade counselors employed a some-

— what formal style. ~ The sixth grade counselor,” the researcher, used an

informal approach.to reljeve the atmosphere. The following is a general
outline of what hanpened at a conference, each step para11e11ng 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 way of your learning 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 schoo]'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 focus1ng the attention back to the
present.)

4, The next step is to work out a pltan 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." (Again,
“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 ideas or sequences. The child often
has good ideas 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
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
tetephone back or informally drop into the office, to voice apprecia-
tion for the counselor and teacher caring enough to take the time to
be involved. The probiem child became more comfortable, in varying
degrees td 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 anlapprdach to working with
pafents, a cooperative support for the child. As teachers become‘
Jacquainted with the home situation during the conference, in which
parents re1ax,theyﬁnvariabTy become more sénsitive to. Fred as a human

being, to his needs, to his right to dignity.

Contractual Agreement

‘There s nothing new about a contract, but a written contract is

- fairly new to counseling. In this study it was used to spell out on

- __h_a_pﬁéh?"” - Co T
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paper what is usually "understood":

1. the problem

2. the purﬁose of the contractual agreement

- 3. the goal

4. how to accomplish this goal, starting with the "now" behavior

5. future dates for eva]uation‘
— - - This_contractual agreement was not couched in sophisticated
terﬁs. ‘It was spelled out in simple, direct language contributed by
the teacher, the problem child, the parent(s). The important point was

that jts terms were formulated and agreed to by all present, and the

learner was. involved,

At first, the counselors were slightly concerned about the pos-
'sibility of a lack of ease in such a situation. Would it be threatening?
- Would it "get off the ground"? Would those present actually participate?

The first conference eased all apprghension. Once the counselor had set
the stage with a Reality Therapy approach, all present seemed to welcome
" this opportunity to sit down together, to share, to offer support in a
dignified, éaring manner. Mo problems wefe encountered in getting the
parents to school, starting a conversation, signing the contract. The
interest and support did.not stop here, but continued thiroughout 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 all

concerned participated. Prob?ém children who had never visited the
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coqnseior, except upon the counselor's request, started dropping by the
office "just to ta]k if you have the fime." A1l pafticipants felt
comfortable when they rea1iéed 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 following school year. The

[Fred] will be o1der and the eituation might be different, so we could
start from that p01nt " |

-~ At the end of the school year, the three counselors reviewed their
reactions to this experiment, by way of thinking through the1f011ow1ng
questions:' | |

1. Why aid classroom teachers hesitate to dasignate a
~ problem child?

The following reeponses-were considered:
a. a pbssib]e‘threat to professionalism
b. extra work
c. something new

d. because of past legal situations 1nv01v1ng the
teacher and school

e. "how 1nvo1ved" is involvement?
f. wanted to handle problem children in the1r own way
' g. perhaps counselors should Tearn to work more
consistently with classroom teachers in handling

student situations and acquire teachers' confidence.

2. If you were to repeat this study, what wou1dglpu do
differently?

The f01:0w1ng were suggested

a. two counselors: use agreement" and s1mp11fy terms,'



b.

C.

d.

e

f.

one counselor: would do the same as this year

‘ask the child to write the agreement in the same

setting

again, contact thn teacher 1nd1v1dua11y, don't
make a "project" of it :

all three counselors with this year's experience

would fee] easier from the start

one counselor would have several meet1ngs before

“he mtr‘uau(.eu the contract

one counselor would work more with teachers and

child, and less with parents-- "they mean well,
but their relationship with the child is not
always good."

3. Genera11y, when was the first 1nd1cat1on of a prob’em

mentioned on the child's record?

The counse10rs discovered the first indication was:

a.
- b.

C.

in kindergarten or firci grade
when the child first entered the school system
comment usUa11y'was:

"trouble adjusting to peers"
"behavior in way of achievement"

4, What recommendation would you make for use of this

- contract and Reality Therapy with problem children?

‘The counselors unanimously agreed that fhfs treatment

could be used profitably in the third grade, before
behavior patterns become too set, espec1a1]y if the
third grade was ungraded.

in addition, the counselors gave an overall look at stated

results of the contractual agreement:

1. The Problem

-

Most frequently stated:
not respectful to others

playing in ¢lass, not listening, not working

125



b.

C.

126
homework not done
won't accept responsibi}ity; relies. upon others
not orgénized
Often stated:
annoys others
doesn‘t try to understand, won't ask for help
can' t-get atong with thekKid
not getting A's and B's
Occasionally stated:
slow
gquits
blames others
needs approval

\\ .
have my "up and down" days

2. Purpgse 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 work daily

Tds - VY e e
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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 school, when we'll talk about
-what happened : ’

S PR -y
QoK Vi
before s

w__halme s
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chool for

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 careTu1iy
5o 1'11 understand"

come to class organized

budget my time, so I'11 have t1me to study
and play

I'11 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

{When parents asked how they cou]d heIp, it was
generally agreed

1. Tisten 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 understand1ng, but go easy on sympathy )
5. Sett1ng future dates: '
Inevitably, the child would suggest a date or

schedule a check-up time with the counselor and/or
teacher. ,



Parents suggested that they call counse1or or
teacher.

Teacher suggested that he talk with the Counselor,
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..Parents. -~ I1.like to_see him take the vesponsibility,

il

20 H ~7 5

but it's hard for me to back off.
Things are better at home, too.
Grades not that much better..

2. Teachers -- He's more relaxed, more comfortable,
Homework's coming in; not well 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
5G. much.
I can depend upon myself, but it doesn't
always work.
I'm not clowning now, but no miracles on
my report card yet.
I guess I do care about what other kids
think of me.
Getting organized is easy; staying organtized
is hard, but it does save time so I can do
the things I want to do.
Keeps me out of trouble, too.

Summary

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 comfortab?y
with the problem chiid, with respect for all concerned.

2. the problem child did have an opportunity to face his
problen and to be involved from the start 1n plans
to help h1mse1f .
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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. o

TMPLICATIONS OF THIS STUDY

The researcher has reviewed the fesy]ts of this study with
encouragenent. |
. — ——The significant gains of

;in-grade-point average, paragraph meaning, arithmetic computation, énd._'
behavior would indicate that Reality Therapy and the contractﬁa] agree-
ment may offer a means of help to the problem child in the middle school
for improving his achievément and behavfor.  Thequesti0n does arise:
Could the problem child have improved his achievement and behavior
without the contraciual . agreement and Reality Therapy? This question ~
cannotl be answered dfrectly at this time. However, hé did‘make a-
“signiticant gain in both achievement and behavior, and a greater gain
{although not sigﬁificantly greater)'than:the_non«problem child in three
of the denendent variables: gréderoint average, paragraph meaning, and
. arithmetic computation. If this study were io be repeated, half of the
problem children could be given this particular treatment énd the other
half could be given the usual attention. With a cbmpafab!e contro1
'group, the value of the treatment could be éssessed more accﬁrately.
Significant gains were not made in the subject of the designating
teacher.. The researcher has noted, however, that significant gains were
made in the grade-~point average éf.the problemfchi]d. The question

arises: . Was the first grade given by the deéignating teacher a true

grade--that is, was it equal in value to similar grades in the classroom

raohloam rhdldven in. thic midrdla e¢rhnnl . . .
gbhiam cnlidran. in. Lnas middie schneol
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o7 this teacher, or was it a grade individualized:in terms of what the
teacher believed to be the potential and the effort of the prob]em*l~
child? Was the éecond grace equal in value to similar grades given.
by the designating teacher? if the pluses {(no minuses are given in this
. middle schqo]) had been counted, would the problem child have shown some

‘increase in gain in the grade of the designating teacher? If the study

were to be replicated; the counselor might well share-

interpretation of both the first and the last grade of the problem child.
In this investigation, -the number of desigﬁated-prob]em children

varied from grade to grade. Was this variance due to the fact that three

counselors were involved?  The Encyclopedia of Educational Research has

noted that

When saveral counselors are used in a study, it is

highly 7ikely that there may be significant differences
among then, which differences may tend to attenuate
outcomes. _

Also, since the majority Of_problem,thiidren 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 counselor. = Too, there is a pos-
“sibility 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 shquld be reserved for Tower grades.

3Buford Stefflre and Kenneth Matheny, "Counseling Theory,
Encyclopedia of Educational Research, ed. Robert L. Ebel (4th ed.;
Lendon: The Macmilian Company, 1969), n. 263.
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In this experiment, the counselors set a rea1ﬁstic goal for
- themselves, incorporating Reality Therapy and a contractual agreement
as a method of working with br0b1em children within the regular school
day. Moving away from one-to-one counseling, they were abie to éét as
consultants, utilizing the experience of the classroom teacher and in-
volving problem children and their parents in planning a way to help
et S current eﬁcounter with
guidance thinking--that is, if counse]brs are going to interfere in_.
peoples’ lives, they_shcu]d know What-théy=are doing, they should ihvoTve
the Tearner and his parents, they should make use of the classroom
teachers, and they should take a look at i"esearch;4

In an introduction to Barriers and Hazards in Counseling, Wrenn

feels that "the counselior needs desperately first to 'Took at himself',
with open eyes and an understanding heaiﬂt."5 In this study, the
counselor had to Took at himself and mdke a decision, do I want to be
involved and can T be involved?
N In this investigation,.the researcher has met the three needs as
proposed in Chapter 1: |
1. a ﬁeéd for the counselor to design an action program.
2. a need for the counselor to act as a facifitator of
communication, to help the problem child by means of

a contractual agreement involving counselor, problem child,.

4e14 G1nzberg, "The Interface Between Education and Guidance,"
Phi De1ta Kappan, LIV (February, 1973) 381 84. :

SDoroLhy E. Johnson and Mary J Vestermark Barr1ers and
" Hazards in Counseling (Boston: Houghton Mifflin Co., 1970), p. v.
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3.

1.

teacher, and parents.

a need for the counselor to he1p the problem child

_1n the middie schoo1.

RECOMMENDATIONS FOR FURTHER STUDY

Although this study was timited in time to one school year and
- in use to three counselors, the results were encouraging enough to re-~ "~

commend further research and experimentation.

Responding to a frequent comment from teachers, problem
children and their parents, "This should have happened
earlier!", a replication of this study at the third grade

level would be a worthwhile investigation.

. A 10hgitudina1 study, covering the three middle school

years of the problem child, so designated in the sixth
grade, should be valuablzs in determining if the gain

made in the sixth grade Tasts or increases.

. A replication of this study, taking into account the

economic background and education of parents of problem

_ chi1dren; would be of interest and velue to counselors

and teachers, as they work with the child.

. The researcher recommends that a study be initiated in

which parents' ratings of their problem children on a
behavior rating scale be studied ahd compared with the
ratings of é!assroomlteachers on a similar béhavior
rating scale.

A replication of this study in three middle schools
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with varying ethnic, economic,_geogréphica1 back-
~ grounds would be of value to counselors and teachers.
6. To assess more carefuT]y the value of the treatment
in this study, the contractual agreement and Reality
Tﬁerapy, the researcher recommends that this study

be replicated, with half of the problem children being

assigned to the contraétua|‘E§?§éﬁéﬁt‘éﬁﬁ‘ﬁéﬁﬁﬁi@r
Therapy treatment, and the other half of problem
children being assigned to the counselor's customary

treatment.
SUMMARY .

The hesearchef has summarized this study, by reviewing the
- setting, procedure, fiﬁdings frgm the‘data, and limitations.
~ Conclusions relating to the five hypotheses have been made,

concerning significant gains of problem children in_grédefpoint average,
paragraph meaning, arithmetic computation,. and behavior. A]though‘not
a part of the original design, subjective impressions of the researcher
were discussed, since they were not measurab1e in this study.

The place of this study in reiéted literature was reviewed. AS
a result of this_in?estigation, 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 Goal (start with current behavior)
|

Future Dates for Eva]uation

Signed by:
student

teacher

‘ pafent

counselor
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Date

151

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.

Thank you.

o N SR

-----------

Excellent Good Average Poor-

Attendance

Acceptance by peers

Attitude in class

Always | Usually | Occasionally |Rarely

Prepared for class work?

Never

Doing his best?

Listens?

Qrganized?.(book, pencil)

Participates?

Any comment you might care to make?




* APPENDIX €
RAW DATA COLLECTED
FOR THIS STUDY

152



P | IO M ¥ ERCTRTTY

Pre
" Post

Par
Arith
Dev

GPA*

Gr*

it

KEY TO RAW DATA FOR ?ROBLEM CHILBREN AND NON-PROBLEM CHELDREN
Student
School grade during 1972-1973 school year.
Age of student, fn months, gn December 22, 1972,
Sex of indivfduai student: 1 = male; 2 = female.
Latest IQ recorded on student's permanent record (usually Otis-Lennon).
Pretest |
Posttest
National stanine of Paragraph Meaning subtest of Stanford Achjevement Test
Grade 6: Intermediate II, Forms X, V

Grade 7: Advanced, Forms X, Y
Grade 8: Advanced, Forms Y. X

National stanine of Arithmetic Computation subtest of Stanford Achievement Test
Grade 6: Intermediate II, Forms X, Y .
Grade 7: Advanced, Forms X, Y
Grade 8: Advanced, Forms Y, X

Number of ratings beyond 1 standard deviation on the Devereux Elementary School Behavior Rating
Scale--except on Dimensions 7. 10, or 11, where the rating would be below 1 standard deviation.

Grade-point average of four basic subjects in Ist and 4th quarters of 1972-73 school year.'

Grade in 1st and 4th quarters of 1972-73 school year, in subject of designating
teacher of problem child.

*For grade-point average and grade, the following values were assigned to grades: o
A =4.00; B=3.00; C=2.00; D=1.00; E(F) = 0.00. : ' ' bt
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e

101

No. &Grade Age Sex 10 Pre Post Pre Post Pre Post 1 T4 1 4
Par Par Arith  Arith Dev Dev GPA GPA G Gr

3] 3 133 2 119 7 8 5 7 08 04 3.00 3.00 3 3
02 6 138 1 135 9 g 7 7 05 03 3;00 3.25 3 3
03 & 139 2 101 5 5 3 3 03 ot 1.75 2.00 1 1
04 6 145 2 097 6 z 2 z 10 08 2.50 2.50 3 3
05 [ 134 1 117 5 6 5 7 04 01 2,75 2.7 3 2
06 6 147 1 100 4 5 4 5 03 00 1.75 2,00 1 2
07 6 153 1 039 5 6 i 3 04 08 1.00 2,00 1 2
08 [3 139 1 097 5 6 4 [ 08 08" 2.5¢ 2.00 2 2
09 6 148 1 107 4 6 3 6 08 07 2.50 2,00 2 2
10 6 145 2 110 6 5 3 ) 06 07 1.50 2.0 1 0
1t 6 151 1 094 4 4 4 4 06 05 1.50 1.25 2 1
12 H 143 i HE i [ F4 g 17 06 .25 .25 1 [
13 6 137 i 097 2 4 1 4 a7 07 1.00 1.25 1 1
14 6 138 1 114 5 7 4 5 03 03 2.75 3.00 2 3
15 & 144 - 1 068 3 1 2 1 . 08 09 0.7 1.25 1 0
16 [3 139 i 125 6 6 5 4 04 04 2.50 2.25 2 2
17 6 142 K 103 5 6 4 5 06 06 1.50 2.00 2 2
18 6 132 5 098 4q 7 2 5 08 7 0.75 1.25 2 1
19 ) 144 1 [ARE 5 7 3 6 o7 01 0.20 2,28 2 ]
20 6 154 1 075 2 3 2 2 06 08 1.00 1.28 1 1
21 ] 135 i 087 5 5 4 5 09 09 1.7 2.00 2 2
22 13 140 1 116 9 8 b 8 05 05 2.50 2.75 3 3
23 6 137 1 m 5 5 2. 6 10 09 1.50 2.25 1 2
0 7 15C 1 127 7 9 6 8 08 N 2.00 4,00 2 4
02 7 148 1 105 4 4 2 2 10 08 1.00 0.00 1 1
03 7 148 i 100 1 1 2 3 a7 08 .00 0.00 0 0
04 7 147 1 093 3 1 3 4 07 01 1.00 t.00 2 3
| 8 164 2 116 6 6 5 4 N 11 2.25 2.25 2 1
02 8 165 1 0% 2 3 2 3 08 6 1.5 175 1 2
03 8 181. 1 2 3 1 1 04 08 0.25 0.25 © 0




Table 13

Raw Data for Non-Problem Children
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No. Grade Age Sex 10 Pre Post Pre Post fre Post i -4 1 4

Par Par Arith  Arith Dev Dev GPA GPA  Gr Gr

) 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 - -
03 A 136 2——83 5 (0 3 q - - 2.75 2.75 - -
04 6 147 2 093 3 & 4 4 - - .75 2,00 - -
05 & 141 1 112 5 7 [ 5 - - z2.25 2.7% - -
06 3 140 2 130 7 7 7 6 - - 3.60 3.50 - -
07 [ 134 2 Tz 2 7 6 7 - - 3.50 3.50 - -
08 6 138 2 116 7 6 5 3 - - 3.25 3.50 - -
0s 6 139 2 105 4 6 3 5 - - 3.00 4.0 - -
16 6 141 2 130 7 8 4 7 - - 2.75 3.00 -~ -
1 6 139 2 118 8 8 5 7 - - 3.2% 3.50 ~ -
12 b 143 1 128 9 4 6 6 - - 3.75 4.00 - -
13 § 143 i 11 2 3 2 2 - - 1.50 1.25 - -
T4 [ 147 1 121 5 5 4 [ - - 3.00 4,00 - -
15 6 138 1 121 7 6 5 4 - - 3,00 3.0 - -
16 3 139 1 12T 8 6 6 7 - - 3.50 4.00 - -
i7 6 145 1 114 9 9 4 8 - - 3.50 4.00 - -
18 6 143 1 108 5 [ 2 3 - - 2,75 2.50 -~ -
19 3 145 1 130 9 9 7 3 - - 4.00 4.00 -~ -
20 6 145 2 100 5 4 i 4 - - 2.50 2.50 - -
21 [ 145 i 033 2 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 & 5 4 - - 2.75 2.7 - -
24 ] 140 2 104 6 5 4 4 - - 2.7% 2.75 - -
25 6 136 1 125 7 8 5 5 - - 2.7% 2.50 - -
01 7 148 1 097 5 6 2 3 - - L 2.00 2.0 -~ -
02 7 153 1 128 ] 8 3 3 - - 2,00 2,00 - B
03 7 147 1 1z & G 5 4 - - 2.00 2.00 - -
04 7 1533 2 11 4 [ 3 6 - - 3,00 3.00 - -
05 7 145 2 115 4 5 3 2 - - 3.00 3.00 - -
06 7 146 1 1t7 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 - - 300 3.00 - -
09 7 162 2 105 4 5 5 5 - - 3.00 3.00 -~ -
10 7 148 1 17 7 8 5 7 - - 3.00 3.00 - -




Table 13 (continued}
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i

No. Grade Age Sex 19 Pre Post Pre Post Pre Post 4 1 4

Par Par Arith  Arith Dev Dev GPA. GPA  Gr &r

11 7 142 ] 122 8 7 5 6 - -. 300 400 - -

12 7 156 2 114 5 .6 4 5 - - 3.00 3.00 - -

13 7 149 2 neg 6 6 7 8 - - 3.00 3.00 - -

14 7- 142 1 102 6 6 2 5 - - 3.00 2.00 - -

15 7 149 1 106 5 4 4 6 - - 3.00 2.00 - -

16 7 148 1 114 5 6 2 4 - - 2.00 2.00 - -

17 7 144 2 108 6 5 5 4 - - 2.00 2.00 - -

18 7 146 2 115 5 6 3 5 - - 3.00 3.00 - -

19 7 157 2 101 5 5 4 6 - - 3.00 3.00 - -

20 7 154 1 18 5 5 3 3 - - 3,00 -3.00 - -

21 7 150 7 139 g g 8 ] - - 3.00 3.00 - -

22 7 148 2 127 8 8 6 7 - - 3.00 4,00 - -

23 7 159 2 135 5 7 g 9 - - 3.00 4.00 - -

24 7 194 2 105 5 7 4 7 - - 2.00 3.00 - -

1 8 164 2 1M 5 5 Sy 7 - - 2.50 2.75 - -

0z 8 160 i 119 5 5 3 ] - - 2.75 2.25 - -

03 8 163 2 108 4 5 3 4 - - 2,25 2.50 - -

o4 8 168 1 121 7 7 g 8 - - 2.00 1.75 - -

05 8 161 7 119 7 8 7 7 - - 2,00 2.50 - -~

06 g 69 1 m 3 I 3 6 - - 2.50 2.75 =~ -

07 8 165 F: 105 3 g 3 3 - - 2.00 2.25 - -

08 8 166 2 105 ] 5 3 7 - - 3.00 3.25 - -

09 8 158 1 15 3 5 5 7 - - 3,50 3.50 - -

10 8 169 2 133, 5 I3 8 ] - - 3.00 3.50 - -

1 8 161 2 178 3 3 5 6 - - 2,75 2.50 - -

12 8 165 Z 115 6 7 5 5 - - 5.95 2.25 - -

13 8 159 1 14] 9 9 ] g N - 3.25 3.00 - -

14 8 163 1 130 ) 9 8 9 - - 3.00 3.50 - -
15 8 160 z 128 9 g B g - - 3.25 3.00 - -
: 16 8 170 1 112 5 7 g 9 N = 3.00 3.50 - -
a 17 8 166 2 13 5 7 3 3 - - 2.75 3.00 - -
] 18 8 166 2 105 5 4 3 5 - - 2.25 2.25 =~ =
19 8 167 1 127 9 9 8 g - - 250 2,75 - -

20 8 161 ] 125 3 8 7 7 Z - 5.75 3.00 - -

-2 8 166 1 132 ] 7 8 ] - - 3.00 2.50 =~ -
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Table 14

DESCRIPTIVE STATISTICS FOR PROBLEM CHILDREN

Variable X S N
Grade 6.333 $.661 30
Age 145,567 10.278 30
Sex 1.167 0.379 30
i 104.067 14.176 30
Pre Par 4,567 2.028 30
Post Par 5.167 2.085 30
. Pre Arith 3.360 7.601 30
Post Arith 4.467 1.925 30
Pre Dev 6.667 2.249 30
Post Dev 5.633 3.045 - 30
GPA 1 1.632 0.853 30
GPA 4 1.892 0.916 30
Gr 1 1.667 0.844 30
Gr 4 1.733 1.048 30
Gain Par 0.600 1.429 30
Gain Arith 1.167 1.315 30
Gain Dev 1.033 2.539 .30
Gain GPA 0.260 0.619 30
Gain Grade. 0.067 0.740° 30

86l




P TR 1| R i - s e

Table i5

DESCRIPTIVE STATISTICS FCR NON-PROBLEM CHILDREN

Variable X S
Grade 6.343 0.814
Age 150.700 10.694
Sex 1.543 0.502
1Q 116.471 10.848
Pre Par 5.886 2.011
Post Par §.257 1.758
Pre Arith 4.014 2.052
Post Arith 5.757 2.010
GPA 1 2.771 0.496
GPA 4 2.907 0.657
Gain Par 0.371 1.230
Gain Arith 1.143 1.477
Gain GPA 0.136 0.405

651
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THE HAHNEMANN MEDICAL COLLEGE & HOSPITAL OF PHILADELPHIA
DEPARTMENT OF MENTAL HEALTH SCIENGES COMMUNITY MENTAL HEALTH SERVICES

July 30, 1973

GIVISION OF RESEARCH AND EVALUATION
314 MORTH BROAD STRELT, IRD FLOOR
PHILADELFHIA, PA. 19102 {215 LO 8-DESD

ron’s

Miss Dorothy R, Frost
P. O, Box 4719
Stockton, California 95204

Dear Miss Frost:
Please feel free to make the Deversux Elementary'

" 8chool Behavior Rating Scale part of fhe appendix of
your dissertation.

.
< e Tl HH

I would appreciate your sending me a copy of your
work, or some part of i+ whigh it :

which employs the DESB.

wrmit1 Bmrre egae
J e sdwh Y S i"J—

<

Eincerely,

| --_/i““‘w /gf““"“K o

George Spivack,. Ph,D.
Professor and Director T
Division of Research & Evaluation

GS:bbw

ﬁ;ﬂ Signed in Dr. Spivack's ahsence.
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DEVEREUX ELEMENTARY SCHOOL
BEHAVIOR RATING SCALE™

George Spivack, Ph.D. and Marshall Swift, Ph.D,

Devereux Foundation Instifute for Research and Training

Btudent's Name

Student's Sei Age

Grade . . __ School

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, Consgider each question independ-
ently.

5. Avoid lnterpretations of "uncon-
scious' mctives and feelings.

6. Use extreme ratings whenever
warranted. .

7. Rate each item quickly.

8. Rate every question.

COFYAIGHY, THE DEVEREUX FOUNDATION, DEVON, PA., 1967

Teacher's Name

Academic Subject

Date of Rating

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 classropm aitualion,

Consider onty your own impression. As much as-
possible, ignore what others have said ahount the

- stndent and thelr impressions,

Make no effort to deseribe a consistent behavioral
picture or personality, It is known that children
may show geemingly coniradictory behavior,

As much as possible, base ratings on outward be-
havior you actuaily 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 hack later to those you skipped.

Attempt to rate each itemn. If you are unable fo rate
a particutar item because ii is not appropriate to the

child in question, or because of lack of information,
circle the item number.

1ha preporation of this puhlication was supporied In part by Research
Grant xt32-48-7480-5013 frem the Officx of Education, U.3, Depariment
of Health, Educallan & YWalforo.
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YOU ARE GOING TO RATE THE OVERT BEHAVIOR OF A STUDENT, FOR ITEMS 1-26 USE THE RATING
SCALE BELOW, WRITE YOUR RATING (NUMBER) FOR EACH ITEM IN THE BOX TO THE LEFT OF THE
ITEM NUMBER. . ’ B '

Very frequently Often Occasionally Rarely Never
5 4 3 2 1

COMPARED WITH THE AVERAGE CHILD IN THE NORMAL CLASSROOM SiTUATION, HOW OFTEN .
DOES THE CHILD...

L

OO0 OO ooo™

o
&
A

Item . Rating Tiem

—
kS

1. Start working on something before
getling the directions straight?

. Tell stories whicn are exaggerated and
uniruthfui?

=]

. Say that the teacher doesn't help him
'_enough {i.e., won't show him how to
do things, or answer his questions)?

15. Give an answer that has nothing te do
with a question being asked?

14, Dreak classroom roles {&.g., throw
3. Bring things to class that relate to things, mark up desk or books, ete.)?
current topic {e.g., exhibits, collec-

iions, articles, etc.)? { Inferrimnt when the teacher ix talking? -

-t
-3

. Quickly lose attention when teacher
explaing something to him (e.g., be-
comes fidgety, locks away, etc.)?

4. Tell stories or describe things in an
interesting and colorful fashion (e.g.,
has an active imagination, et2.)}?

Ty
[es]

OO0OoQd

19. Offer to do things for the teacher
{e.g., erase the board, empty the pen-
cil sharpener, open the door, get the
mall, etc.)?

5. Speak disrespectfully to teacher {e.g.,
call teacher names, treat teacher
gs an equal, etc.)?

6. Initiate classroom discussion?

20, Makes you doubt whether he i5 paying
attention to what you are doing or say-
ing {e.g., looks elsewhere, has blank
stare or faraway look, etc.}?

7. Act defiant (i, e,, will not do what he
is asked to do, says: "I won't do it")?

8, Seek out the teacher hefore or after
* class fo talk about sehool or personal
matiers? :

21. Introduce into class discussion per-
sonal experiences or things he has
heard which relate to what is going on
in clags? '

9, Belittle or make derogatory remarks

ahout the subject being taught (e, g.,
"gpellivg is stupid'})? .

22, Get openly disturbed about scores on a
test {e.g., may cry, get emotionally
upset, ete.)? :

23, ‘Show worry or get anxious about know-

ing the '"right" answers?

10. Get the point of what he reads or hears
in class? :

24, Look to see how others are doing
something before he does it {e.g,,
when ieacher gives a direetion, ete.}?

11. Have to be reprimanaed or controlled
by the teacher because of his behavior
in ¢lass? )

oo o O O oot

25, Complain teacher never calls on him
{e.g., that teacher calls on others
first, ete.}?

13. Annoy or interfere with the work of his D 268, Make irrelevant remarks duriog a
peers in class? clagsroom discussion?

.12, Poke, tormené, or tease classmatea?

.
L.



FOR ITEMS 27-47 USE THE RATING SCALE BELOW:

Extremely
7

Quite a bit

Distinctly
6 5

Moderately

A little
3 2 1

164

Very slightly Not at atl

COMPARED WITH THE AVERAGE CHILD IN THE NORMAL CLASSROOM BITUATION, TO WHAT
DEGREE IS THE CHILD, ..

bl

aidELLL

Hating

27,

28

Eaid
is}

30,

31,

3z,

o
bt

34,

0o0ooooo0 o

Item

Unable to change from one task to an-
other when asked to do so (e.g., has
difficuity beginniog a new fask, may
get upset or disorganized, etc.)?

Oblivigus to what is geing on in class
(i, e., not "with i, " seems to be in own
"private” closed world)?"

. ieliani upon ihe ieacher for direciiong
- and to be told how to do things or pro-

ceed in class?

Quickly drawn into the talking or noise-

making of others (i, 2., stops work to
listca or joinin?

Outwardly nervous when a test is
given?

Unable to follow divections given in
class (i. e., need precise directions
before he can proceed successfully) ?

Sensitive to ériticism or correction
zhout his achool work (e.g., gets
angry, sulks, seems "defeated", etc,}?

Prone to biame the ieacher, the tesi,
or exiernal circumstances when things
don't go well?

OO0 OO0 O OO00

£
[
=]

72

=]
o

36,

42,

43.

44,

Item

. Able to apply what he has learned to a

new situation?

Sloppy in his work (e.g., his products
are dirty or marked up, wrinkled, sic.)?

. Likely to know the material when

called upcn to recite in class?

. Quick to 8ay work assigned is too hard

(e.g.. "von exnect too mueh, " "I cant
get it, ' ete, )7

. Responsive or friendly in his relation-

ship with the teacher tn class (vs.
beirg cool, detached or distant)?

. Jdkely to quit or give up when some-

thing is difficult or demands more than
usual effort?

Slow to complete his work (i.e., has to
be prodded, takes excessive time)?

Bwayed by the opinion of his peers?

Difficult to reach (e.g., seems pre-
oceupied with his own thoughts, may
have to call him by name to bring him
out of himself)?

Unwilling to go back over his work?

COMPARED WITH THE AVERAGE CHILD IN THE NORMAL CLASSROOM SITUATION, TO WHAT
DEGREE DOES THE CHILD...

46,

[]
L]

46.

Like to be close to the teacher (e.g.,
hug or touch the teacher, sit or stand
next to teacher, etc.)?

Have difficulty deciding what to do
when given a choice between two or
more things? -

4%,

Rush through his work and therefore
make unnecessary mistakes?
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BEHAVIOR RATING SCALE"

George Spivack, Ph.D. and Marshall Swiff,. Ph.D.

Devereux Foundation Institute for Research and Training

DESB PROFILE

Student's Name

Teacher’s Name

el el

Student’s Sex

Ape

Grade __.. . School

Academic Subiect

Date of Rating

: 1 aw Score in Standard Score Units
Factor Ttem '1;;>t 1? Raw Score in Standard Score Uni
: \
Bekavior Factor Raw Scores &
Se. | -I8D 0 +ISD 128D
B 1" - .
- 1 ¥
1. Classroom needs contrel 11____13 interlers IM“ o H : :'
* LELASS PP 1 o N
Disturbance teasss 12,30 drawn in im“”“ [ 5 B : T :“
H . . I *
i N i
5 3 " storts } _—4d - go hack Leat H K A .
. Impatience iy R REPEPIY B
mpatieue slospy 36 47 __rushes ‘ L I T A HA "
- 3 ;
| + r
o H
1 1
3. Disrespect- disraspect 5 T subject ngam. A :‘ i .: MW IR S VI
Defiance defy feh'rs 7216 evlas ofY ¢ | * [ e
S— i 1
H 1
1 1
4, Exiernal tch'r. help 2___. a4 tlames H 4 L
Blame colled on 95 . 3B ____ too hard B E ¥ B »
3 1
) 1
. . | |
5, Achievement test sgoren 27 31 . tesiing AEHIENE 1 I T
Anxjiety right answ. 23 33 ____sensitive ANTETY ! ’i ” E & “
1
]
1 )
see athers 24 43 swayed 1 I
. Exiern i ; - [
6 31‘1. m! le tch’r. 29 :ll’sRHAL [T ].n : T L ‘114 ﬂA :1 at i
eliance .
directions 32 45 choicas i i
\ i
|
understonds 10 .27 recites ]
; eRE- TR S
7. Comprehension| spiries 5 0 A 7y [ W
:
1 ¥
8. Inattentive ~ fose attn. 1826 oblivious wATent PP Gt ————
i 4. 20___43 sachable pifAa i L T
Withdrawn not atiad. — ) )
)
1
i
9, Irrelevant - exayg. atory M ___ 17 interrupt | mee. . . s P
- . RESF. 4 ¥ 1] w F)
Responsiveness| snswsrs 15 26 . irel, talk ! :
- . }I
10. Creative brings in 3I_.. 6 start disc. R : - R
casts CIRITIAT. ¢ R M i ]
Initiative act. imeg. 42 talk exper, H B
i )
1]
'
11. Need Closenegs| *ecksteh. 3 39 _fiendly MOWOSE ot o eab e it b
to Teacher helps 19 45 phys. close oA T v " &
! ! '
1 ]
L el L R
27 Unable changa T T3 L i i T
fad e e — . i ' ] L
Additional Items - 40 Quits [ R R | bt
N T r—— 1 o
41 Slow Work R AL R N

"COPYRIGHT, THE DEVEREUX FOUNDATION, DEVON, PA,, 1867
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ADDED COMMENTS

Use space below fo record any additional descriptions of this child's behavior which you
think ave strikiog or characteristic, or may not be sufficlently covered by the scales.

b bt
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